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Abstract
This chapter presents the challenges for researching second learning acquisition in the context of Global English. Such endeavour needs to justify the link between language learning and Global English: this is delivered first. The Global English phenomenon has different implications for language learners who possess English as part of their first language, and those who do not: the state-of-the-art research is discussed in the next section. I then discuss how this new global language learning landscape has opened up new urgent research agendas and argue that it brings challenges as well as opportunities. 

Introduction
This chapter asks how the presence of a dominant lingua franca has changed the learning contexts and challenges for different languages, both for learners of English and learners of languages other than English (LOTE). A preliminary discussion addresses the question why and how a global language like English would change the language learning landscape. The next section presents a brief summary of the state-of-the-art research on two different learner groups: LOTE learners (who could have either English or LOTE as first language (L1[footnoteRef:1]), learners of English (who also could have either English or LOTE as L1). For each, the specific challenges for language learning in the context of Global English are discussed. The term Global English is used here, following Sergeant’s taxonomy (2010), to underline its use beyond the Kachruvian Inner Circle countries and in global professional contexts, in the widest sense. In other words, Global English is a phenomenon powered by Englishization, in all its forms, including the learning of English where, conceivably, none had taken place previously. [1:  The term L1 is used here in the sense of any language(s) acquired informally in childhood.] 

The following section maps out the research gaps and agenda in second language learning for these different learners and adds a further research agenda: multilingual pedagogical approaches to language teaching. It is argued that multilingual approaches, in addition to their suitability for a wide range of language learners, permit learners repositioning the rationales for language learning and language policies in the context of Global English. The conclusion argues that despite the challenges one dominant lingua franca creates in learning a diversity of languages, applying the ‘Global English angle’ to SLA research also offers new opportunities. It gives researchers new impetus to link rationales for language learning better to pedagogical and motivational practices, and to anchor the social and multilingual turn in Applied Linguistics deeper in SLA research (May, this volume). Both are of increasing importance in the context of a dominant lingua franca. I now turn to the question of how and why Global English has changed our language learning landscape.
The ever-increasing popularity of English as a lingua franca, and language to learn has brought new challenges to the language learning landscape globally, to a somewhat lesser extent for learners of English than for those learning other languages, and those who speak English as (one of) their first language(s) (English L1). While the popularity of English as a second or foreign language (L2) or medium of instruction shows no abating, Anglophone countries experience a decline in language learning, and globally, the popularity of English contributes to a decline in LOTE learning. In the EU, for instance, although formal engagement with the learning of LOTE is relatively high at c. 60% (Eurostats, 2022), learners and their parents often favour English as a foreign language, leading to a crisis in the learning of French and other LOTE (Busse, 2017; Csizér, & Lukács, 2010). The double challenges concerning LOTE learning are that learners often profess lower motivation for LOTE than for English (Modern Language Journal, Special Issue, 2017), and that, in formal education contexts, opportunities for learning LOTE are far fewer than for learning English. Although these challenges are beginning to receive research attention (Lanvers et al., 2021), they remain little investigated to date. To better understand the nature of the challenges of language learning in the shadow of a global lingua franca better, two questions need addressing first: Is Global English different from past lingua francas? If so how? and Do English first language speakers benefit from Global English, and if so how? This preliminary discussion helps to assess the scope of the challenges ahead. 
	Turning to the first question: Is Global English different from past lingua francas?, a key consideration is its effect on language learning patterns. A characteristic of any lingua franca is its priority in foreign language teaching around the world. English has achieved this to a greater extent than any lingua franca before (Crystal, 2006). The Latinist Leonhardt (2013) underlines similarities between English and past lingua franca (“the new role that English has assumed also raises many of the same questions that were once posed of Latin” (p. 10f). Then as now, learners see and saw the learning of the desirable lingua franca as a privilege rather than burden, while those fortunate enough to master it as (one of) their first language(s) saw (and see) little need to learn others. Today, these well-known attitudinal patterns towards a lingua franca have reached greater heights than any past lingua franca. The desirability of English as a foreign or second language, its preponderance and functionality as a contact and international language has overtaken that of historic lingua francas (Ostler, 2011). In higher education, increasing availability, in Europe and beyond, of entire programmes delivered via English, exacerbates this trend (Wilkinson & Gabriels, 2021; Şahan, this volume). 
	Furthermore, never has access to a lingua franca been facilitated by such ubiquitous and relatively low-cost access to language learning opportunities as today. Of course, stark inequalities in access to information technologies (IT) infrastructure and literacy skills needed to participate in this fast-moving digital exchange of engagement continue to exist, globally. Relatively speaking, though, access to learning a lingua franca has never been at such a low bar as the access to English is today. Online learning materials have made the global market of teaching English more diverse, dynamic, fast-changing, and unregulated (Gogolin et al., 2020; Lee, this volume). As free online resources for learning English are becoming both more ubiquitous and accessible to a wider range of learners (Shears, 2021), inequalities in opportunities to learn English, although never absent, are decreasing. In other words, English is supported by dissemination and support mechanisms past lingua franca had no access to. Many linguists today agree that the global success of English today is unprecedented in the history of lingua franca (Meyer, 2004). This consideration is cause for caution when comparing past lingua francas to English or speculating about the future and longevity of Global English. 
I now turn to the second question: Do English first language speakers benefit from Global English?. At first glance, affirming this claim might seem logical (Hultgren, 2020): English L1 varieties are often perceived as a prestigious, normative varieties, desirable above other varieties (Kachru, 1990). It can also be argued that English L1 speakers are relieved of the ‘burden of language learning’ (van Parijs, 2020). We have to query the notion that removing ‘the burden of language learning’ is a positive development. Globally, multilingualism is increasing, while monolingualism is currently only increasing among L1 English speakers (Lanvers et al., 2021). The pattern suggests that some English L1 speakers indeed share the notion of ‘English is enough’. Monolingualism, however, comes at a high personal cost, as learners lack opportunities to develop international communicative competence, and lose out on the social and cognitive advantages that language learning offers (Bak, 2016). 
Monolingualism (of English or another language) come with drawbacks. For instance, a monolingual English speaker may lack an understanding of the difficulties of using English as lingua franca, and use colloquialisms, idioms, local sayings, and regional accents which make conversation for a speaker using English as lingua franca difficult to follow, lack international communicative competence and may use culture-specific terminology leaving the ELF interlocutor baffled (Haberland, 2020; Hazel, 2016; Sifakis and Bayyurt, this volume). In other words, English L1 competencies can be a hindrance rather than a benefit in English lingua franca communications. Ever faster-changing varieties of English shaped by lingua franca use and L2 speakers (Wei, 2020) increase the difficulties of English L1 speakers in following English lingua franca communications. In other words, only in a dated, monolithic view of English, which values standardised varieties of the Inner Circle (Kachru, 1990) above any other variety of English, could English L1 speakers be framed as advantaged. 
	The discussion so far has debated to what extent the currently dominant global lingua franca has changed the language learning, and hence the SLA research landscape (Buschfeld and Percillier, this volume). In some respects, this global lingua franca has created patterns of language learning like those observed in the past: the more a lingua franca became desirable as an L2, the less L1 speakers of the lingua franca felt inclined to learn others. Large differences emerge, however, when comparing historic and present mechanisms and opportunities for the proliferation and access to learning and using the lingua franca. At no time in the past have opportunities to learn a lingua franca been as globally accessible as today, and at no time in the past has a lingua franca been as resistant to attempts of standardisation (De Schutter, 2018). Dissemination of past lingua francas tended to be channelled via (sometimes tightly) controlled institutional mechanisms, supported by a political or institutional power (such as the Catholic church) which also ensured codification and adherence to some form of standard. Compared to historical lingua francas, English is remarkably free of such control mechanisms, including in the domain of language learning. If we, in addition, consider the modern dissemination channels and opportunities for informal learning of this most successful lingua franca to date, we have to conclude that, more than for past lingua francas, this global accessibility turns into a double-edged sword for L1 speakers of English.
[bookmark: _heading=h.2bxehirlre6r]Research to date
[bookmark: _heading=h.dljz6nplwy1h]In this section, I briefly summarise the state-of-the-art research both on learners of LOTE and of English, both in the context of Global English. 
[bookmark: _heading=h.sltm17kdwlru]Learners with English L1 
Evidence from different geographical regions around the globe suggests that the learning of LOTE in Anglophone nations and countries is marked by a sharp decline in uptake and a reduction of learning opportunities (Lanvers et al., 2021). Over the last decades, policy making entities at various levels and in different nations have, independently, decreased their demands of formal foreign language (FL) learning. In England, for example, annual reports on language learning[footnoteRef:2] testify to this decline. Lack of investment into language education (Tinsely, 2018) and Brexit (Kelly, 2018) have exacerbated existing staff shortages and reduced learning opportunities for learners, especially at the upper secondary school level. Similarly, learning opportunities for LOTE, and uptake levels, have experienced a decline in Australia (Mason & Hajek, 2021) and the US (Welles, 2002). In the UK, a contributing factor to this decline is that even if language learning options are given, their uptake is often made unattractive, by a harsh marking system, exam-focused teaching, staff shortage, and staff obliged to teach non-specialist languages (Lanvers, 2017a, Wingate, 2018). [2:  Annual reports on the decline of language learning in England commission by British Council (https://www.britishcouncil.org/, accessed 2 May 2023) or British Academy (https://www.thebritishacademy.ac.uk/, accessed 2 May 2023). ] 

Across Anglophone countries, the gradual erosion of learning opportunities for LOTE, especially at the higher secondary (age 14 +) (for Australia, see Budd, 2016; for US, see Thompson, 2017b; for UK, see Tinsley, 2018) and university level, (for Australia, see Molla et al., 2019; for US, see Thompson, 2021; for UK, see Muradás-Taylor, 2023) has been accompanied by a social divide in those who are (not) offered a language at higher level, and those who decide to (continue to) learn a language (Lanvers, 2017b). At the level of school provision for LOTE, the more advantaged the school cohort is, the more likely it is that the school will be equipped with a vibrant Modern Languages Department, and at the level of the individual, learners from advantaged backgrounds are more likely to opt for language study than other learners. This division is more noticeable the higher the education level (Lanvers, 2017b). In the US, there is also evidence that the social division overlaps with racial division, whereby white learners are afforded more opportunities for learning LOTE than black learners (Anya, 2020). For other Anglophone nations, no such studies on raciolinguistic intersectionality currently exist. However, lack of evidence of such biases does not mean they do not exist.
	In sum, poor uptake is co-created by language policies and practices, curricula and exam design and other features pertaining to education systems. Attitudes and motivation of English L1 students themselves, however, also add to the problem. Two issues for English L1 learned are routinely reported in the literature: poor self-efficacy, and a culture of an English monolingual mindset (’English is enough’ attitude). Language educators in Anglophone countries face an uphill struggle to convince students (Buckingham, 2021; East, 2021) and wider communities (Sterzug & Shin, 2021) of the value of language learning. Furthermore, the (relatively rare) L1 English learner keen to learn and practise their LOTE is routinely confronted with the problem of ‘slipping back into English’ whenever they want to practise their LOTE (Lanvers, 2017a). 
The second attitudinal challenge, poor self-efficacy among English L1 language learners, has been reported for two decades now (Williams et al., 2002). Reasons are again multifaceted and partly co-constructed by the education system itself. For instance, languages have the reputation that they are ‘for the clever ones’ only, as many schools select the most able only to continue language study. Well-intended pedagogical interventions aiming to increase self-efficacy do exist (Forbes et al, 2021; Lanvers, 2017a; Lanvers & Graham, 2022) but they tend to have little impact, as they cannot address these systemic issues of Modern Languages in the curriculum today. Furthermore, public and social media add to negative stereotyping of Anglophones as lazy and inherently incapable of language learning (Lanvers & Coleman, 2017). It is thus unsurprising that poor self-efficacy is commonly found even among very young language learners (Courtney et al., 2017). 
[bookmark: _heading=h.ps6va3ftca1z]	The challenges emerging from this situation, then, falls into two rubrics: once targeting policy, planning, including curricula and delivery, and the other pedagogies designed to counter negative attitudes and affect, such as self-efficacy and monolingual mindsets. Regarding policy development, some Anglophone nations have recently seen ambitious changes, first and foremost Scotland and Wales. The next section presents such recent policies.
Language Education Policies Aiming to Counter the Language Learning Crisis
Scotland recently launched their ambitious ‘1+2’ policy[footnoteRef:3], leaning on the European language education goal of mother tongue plus 2. The policy envisages the stepwise introduction of two languages at primary level. To achieve this, the teaching of community and heritage languages, and multilingual approaches to language teaching, are explicitly welcome. However, there are reports of a lack of specialist teachers for many of the community languages, a large amount of freedom at school level regarding implementation, and uncertainty regarding ultimate proficiency levels obtained (Hancock & Hancock, 2021). Overall, it is too early to judge if the policy has been successful to date. Similarly, the Welsh policy of ‘2+1’[footnoteRef:4] (English, Welsh and a foreign language), to be introduced at primary level, faces the problem of teacher shortage and lack of teacher training. Furthermore, introducing FLs at primary level are unlikely to reverse the decline in uptake at higher level, as the continuing strong decline at GCSE and A level confirms (Collen et al., 2023). The ambitious Languages Connect policy in Ireland faces similar problems (Lanvers, 2023). In short, implementation of all three policies is marked by concerns over teacher shortage, teacher quality, and lack of languages the system can offer. Furthermore, in all above cases, the policies were in part motivated by the desire to help revitalization of the respective heritage languages (Gaelic, Irish, Welsh). Uncertainty about continuity of funding adds to the implementation problems. Thus, at this moment in time, academics remain sceptical if the policies can deliver on their aims (Collen, 2022; Hancock & Hancock, 2021; Lanvers 2023). A key research focus of future language education policy developments in Anglophone countries would be to observe closely to what extent the above policies deliver both in uptake numbers and learning outcomes. It is important to recall that that an ambitious English language education policy with targets set for the uptake in foreign languages has a precedent of not delivering on its promises (Hagger-Vaughan, 2020). [3: https://education.gov.scot/improvement/learning-resources/a-1-plus-2-approach-to-modern-languages/#:~:text=The%20Scottish%20Government's%20policy%2C%20Language,broad%20general%20education%20(S3). Accessed 2 May 2023.]  [4: https://hwb.gov.wales/curriculum-for-wales/languages-literacy-and-communication/designing-your-curriculum. Accessed 2 May 2023.] 

	Anglophone countries outside Europe have also seen smaller scale initiatives to reverse the LOTE learning decline (e.g. for Canada, see, Sterzug & Shin, 2021), but given lack of longitudinal financial support and long-term planning, these tend to offer limited help in removing the systemic hurdles to language study and elitist tendencies in language learning. Leaving LOTE provision to individual institutions can result in patchwork provision, and a lack of cohesive thinking both within and between the different educational sectors and non-compliance of individual schools (Hancock & Hancock, 2021). 
Changing Learner Attitudes Aiming to Counter the Language Learning Crisis
In comparison to language education policy research in Anglophone contexts, the research agenda of identifying and changing learner English L1 attitudes and motivation can build on a larger body of knowledge. In the UK, various larger-scale projects such as Language Horizon[footnoteRef:5], Routes into Languages[footnoteRef:6] and the OWRI Student Language Ambassador Programmes[footnoteRef:7] have implemented university outreach programmes to local schools, with the intention to increase learner interest at school level (Lanvers & Graham, 2022). To a large extent, these studies rely on the notion of changing learner attitudes via cognitive pathways, for instance by convincing students of the material benefits of language skills and focusing on the extrinsic range of motivations. Evidence suggests, however, that effectiveness of such interventions remains relatively poor (Lanvers & Graham, 2022).  [5:  https://mflmentoring.co.uk/language-horizons/. Accessed 2 May 2023.]  [6:  https://www.routesintolanguages.ac.uk/. Accessed 2 May 2023.]  [7:  https://www.meits.org/news/item/owri-student-language-ambassador-programme. Accessed 2 May 2023.] 

	A range of smaller scale research studies used both intrinsic and extrinsic motivational arguments. For instance, Taylor and Marsden’s (2014) stressed the instrumental value of language learning, and to a lesser extent, its relevance to learners. However, this did not have any clear impact on learners’ motivation to continue language learning to GCSE.
[bookmark: _heading=h.8qf8ah3ikog9]Others (Forbes et al. 2021; Lanvers et al. 2019; Lanvers 2020) based their interventions on psychological theories of change, such as meeting basic psychological learner needs of a sense of competence, relatedness and autonomy, as stipulated in Self Determination Theory (Noels et al., 2000). These interventions aimed to foster students’ sense of feeling related to the subject of study (here: language) and their sentence of competence i.e., their ability to learn. Interventions may include raising awareness of the ubiquity of language learning and multilingualism, globally, to ‘normalise’ language learning. By positioning monolingualism both as an ‘oddity’ and a disadvantage, these interventions did show some success in changing learner self-efficacy and a sense of subject relevance. Pleasingly, these approaches also had some effect on the ‘hardest to reach’ students, i.e., those most inclined to discontinue language study (Lanvers, 2020). Furthermore, interventions using slightly older students as role models for language learning seemed to yield better results in improving self-efficacy than those using adults or university students. Interventions improving students’ ability to self-regulate their learning (Graham & Macaro, 2008) also showed promising changes in learners’ perception of competence. In sum, to date, a range of small-scale interventions focusing on meeting learners’ psychological needs have shown some promising results, while larger-scale interventions, typically focusing on extrinsic motivation, have either proven themselves to be less efficacious, or were not accompanied by careful pre-post analyses. The next section presents research to date on language learners who speak a different language to English as (part of) their L1(s).
[bookmark: _heading=h.igqmcq2fx4f2]Learners with LOTE L1 
[bookmark: _heading=h.h6d946tlmykk]Even for learners who speak a different language to English as (one of their) L1(s), the need to have good English competencies is ever-increasing. Across the Global South (e.g. India, Pakistan), many learners with a LOTE L1 can only access education via English, not only at the HE sector but across all education levels. Researchers have turned to the social implications of the demand for English to access education (De Costa et al., 2021; Milligan, 2022; Şahan, this volume). Does English function as unintentional gatekeeper and reinforcer of social, racial and gender inequality in education? To date, the relatively scant empirical evidence on these topics (Shresta et al., 2023) does not suffice to say if increased Englishization of education generally lead to increased social injustice and marginalisation of learners (Kubota, this volume). 
Secondly, the more English competencies are taken for granted, the more LOTEs are becoming the ‘good to also have’ educational distinguishers (Lu & Shen, 2022). In Europe, nearly 100% of all LOTE learners also learn English as a foreign language (e.g., in Europe, see Eurostats, 2022), often to intermediate level at least. Concerning opportunities to learn LOTEs, learners have not experienced a significant decline in these to the same extent that L1 English learners have. Nonetheless, similar trends are beginning to emerge, again across educational sectors and in different regions (Pawlak, 2022). The question if LOTE learning opportunities might further erode is, to a large extent, a corollary of the extent to which LOTEs are retained as a compulsory schooling element, and up to what age and level. To date, most European countries have not seen this form of LOTE learning erosion, thanks to the European language education policy of ‘mother tongue plus 2’. Similarly, since 2020, China has set an increasing emphasis on learning a variety of LOTE such as French, German and Russian, serving as educational distinguisher (Lu & Chen, 2022). 
More concerning, currently, is the evidence on learning outcomes. Studies across educational sectors, and from different geographical regions, show that learning outcomes in English are higher than in LOTE even if a LOTE was the first foreign language learned at school and English only a subsequent foreign language, learned for a shorter amount of time (Csizér & Lukács, 2010; Illés, 2022). In sum, concerning learning opportunities, uptake of LOTE study, and the increasing social divide in LOTE learning, there are some tentative signs that foreign language for those with LOTE L1 might develop in a similar direction to that in Anglophone countries. To this day, however, national language education policies, such as in the Scandinavian countries, have largely prevented this by continuing to make strong demands on the learning of LOTE (Eurostats, 2022; Buschfeld and Percillier, this volume; May, this volume; Seltzer, García and Rajendram, this volume). 
	As in the case of Anglophone language learners, research on LOTE learning provides a larger body of literature on the topic of motivation and attitudes towards languages than on language education policy. In the context of Global English, concerns are: Does the motivation to learn English eclipse that of LOTE? Is the motivational make-up significantly different for students learning both a LOTE and English? Somewhat unsurprisingly, many studies to date suggest that motivational orientations for LOTE and English do indeed tend to diverge (Dörnyei & Al‐Hoorie, 2017; Pawlak and Illés, this volume). Put in direct competition, motivation to learn English tends to be both higher and spanning a wider range of motivational dimensions, from the situational context (teacher, peers, material) to learners’ individual needs, and the demands and pressures they work under. The findings do not imply, however, that in simultaneous learning of LOTE and English, learners will always have greater motivation for English. Language learner motivation is highly individualised and context- dependent. For instance, personal affiliation to a specific target language and culture, or positive learner experiences such as the liking of a teacher can all swing a learner preference away from English to a LOTE (Huang, 2019). Despite these caveats, it is possible to formulate recommendations for future research and pedagogy based on current findings on learners’ group characteristics (LOTE vs English learners) (Pawlak and Illés, this volume).
[bookmark: _heading=h.baw1zgbc0ab1][bookmark: _heading=h.sz52llof7m2b][bookmark: _heading=h.2na5vh83ydw4][bookmark: _heading=h.x7md4447zzv8][bookmark: _heading=h.m7kpqqwyksob][bookmark: _heading=h.q76331io032w]The Research Agenda Ahead
[bookmark: _heading=h.6x0ipm5dy8lj]This section proposes a 21st century SLA agenda for researching the formal learning of L2s, both LOTE and English, in the context of Global English. The final part of this section discusses multilingual approaches in language teaching and learning.
[bookmark: _heading=h.r2l3tnoqh6rd]Researching Learners with English L1
A key research agenda for language education policy in Anglophone nations such as Scotland, Wales and Ireland, who, as discussed, have developed policies aiming to reverse the decline in learning LOTE, is to judge the policies by their own aims and intentions. For instance, statistics of actual uptake, and actual proficiency gain in FLs should be monitored against targets. Other Anglophone nations are in the process of developing coherent answers to the decline, or just beginning to do so (for England, see NCLE[footnoteRef:8], US states, see Reagan & Osborn, 2019). Overall, the concern here is that ambitious policy goal setting only might not lead to intended changes. As an example from England‘s target setting demonstrates (Hagger-Vaughan 2020), policies themselves need to be accompanied by systemic educational changes and longitudinal financial backing. The widening gap in both uptake and outcomes of language learning in terms of socio-economic status (SES) characteristics of students should be a further key concern for language education policy and deserves increased research attention.   [8:  NCLE. See https://www.ucl.ac.uk/ioe/departments-and-centres/centres/international-centre-intercultural-studies/national-consortium-languages-education-ncle. Accessed 2 May 2023.] 

Rendering this research landscape into a research agenda for Anglophone language learners, I highlight the following themes and lacuna.
1. Intervention studies: Interventions relying on raising extrinsic motivation are most vulnerable to achieving low effect, especially among the most disengaged students, while studies using different pathways, such as fostering competence and relevance, show more promising results. Lack of funding and other resources has prevented such studies to develop and implement more longitudinal and larger scale intervention projects, to examine to what extent they achieve (statistically) robust changes in learner motivation and attitudes, including among different learner groups. Furthermore, to date, interventions permitting students a greater sense of autonomy in their learning process are largely missing to date, partly because educational systems limit the degree of autonomy that can be afforded to learners (Lanvers & Graham, 2022). The challenge here is to develop interventions which afford greater autonomy within the remit of educational systems: this is a further much neglected research agenda in compulsory foreign language education in Anglophone contexts.
2. [bookmark: _heading=h.3d4lxm7op47l]Linking language education policy to motivation and attitudes. Learner attitudes and motivation regarding foreign language learning do not emerge in a vacuum: education and exam systems, teaching methods, learner experiences, curricula, language policies, parental and societal attitudes all contribute. Any pedagogical initiatives aiming to achieve attitudinal change should bear this in mind. For instance, regarding the perpetual problem of low learner self-efficacy, Lanvers & Graham, 2022:228, Wu, this volume) observe:
[bookmark: _heading=h.sxqrg7lr1tq9]‘efficacy deficit will remain as long as assessments and syllabi focus on passing exams rather than equipping learners with the skills to communicate meaningfully’. 
[bookmark: _heading=h.2g7nimhub8jg]Here, the authors emphasise the negative effect of how exam-focused teaching on motivation. Similar observations can be made regarding interconnectedness between motivation, language education policy, parental attitudes and teaching methods. For instance, regarding policy, Parrish & Lanvers (2019) observed that learner motivation was better in schools which made languages compulsory for all than those selecting specific learners only. The study underscores that making languages compulsory for all is one way to normalise language learning and counter the notion that languages are ‘for the brainy’ only. Furthermore, language teaching methods which accentuate authenticity and relevance in the foreign language classroom, such as Task-based Language Teaching, have yielded positive motivational effects among Anglophone learners (East, 2022). Harder to influence, but equally important, are parental attitudes affecting student motivation (Lanvers & Martin, 2021). The examples serve as a reminder that to bring about motivational and attitudinal change in students, language education policy, pedagogical approaches and tackling attitudes in the student environment ideally should work in tandem. Future studies aiming to increase uptake or attitudes and motivation would do well to adopt holistic study design and tackle more than one dimension.
3. The unusual(ly motivated) Anglophone language learner: Some Anglophone language learners, in a generally depressing language learning landscape (Lanvers, 2017a), remain or become highly motivated nonetheless. Independently, both Thompson (2017) and Lanvers (2016) have described stances in Anglophone language learners best described as ‘against the grain’ of general societal attitudes (Lanvers: rebellious, Thompson, anti-ought), in the sense that they disagree with generally negative societal attitude towards language learning. The desire to set a counterexample may emerge more from learners' self-image (Thompson, 2017) or their altruistic desire to influence negative societal attitudes by setting examples (Lanvers, 2016), or a mixture of both. Some Anglophone learners also relish the idea of pursuing an interest not shared by many (‘exotic subject’ motivation, Stolte, 2015), especially if the chosen target language is also studied rarely, and/or perceived as ‘difficult’. Research into these motivation orientations remains in its infancy. It remains possible that these motivational orientations may be found dominantly in better-educated learners, reinforcing stereotypes in Anglophone nations that language learning is mainly an elitist and leisure pursuit aiming to improve individuals’ social and cultural capital (Coffey, 2018). In general, however, we know little as to why and what kind of learners might espouse these more unusual stances, and if and how it might be possible to engender such attitudes in a wider group of learners. 
4. [bookmark: _heading=h.r5r6dgpiclbi]The Anglophone learner of English: To date, research has paid little heed to the implications the fast-changing nature of English has on English L1speakers as international communicators. Language change is already engendered more by L2 rather than L1 speakers. How, then, do English L1 speakers adapt to new varieties? (How) exactly are English L1 speakers disadvantaged when engaging in communications using English as lingua franca (ELF)? What possible pedagogical solutions can we offer English L1 learners to equip them better for global citizenship, international and intercultural communication? A body of research is needed to inform future pedagogy as well as the design and planning of English curricula and schemes of work how to best prepare Anglophones for ELF communication and developing international communicative competences.
Researching Learners with LOTE L1
Despite an ever-burgeoning literature on L2 learners of English, lacuna remain. For instance, too little is known, globally, about unequal access to opportunities to learn English (Borooah, & Sabharwal; Murray, 2020) Implications for access to education, and disenfranchisement of some learner groups, remain little understood. As for researching learners with a LOTE L1 learning a LOTE, fundamental questions regarding future learning provision emerge. 
5. Social justice and the Englishization of education: We are only beginning to understand how the increasing Englishization of education systems globally may or may not disadvantage and marginalise some learners, often unintentionally. Currently, the only certainty is that of complexity. For example, English medium instruction at secondary school level may not always disadvantage the poorest (Tsimply et al., 2020), but it can (Sak & Karki, 2023). Similar uncertainty exists over the question if Englishizing an education system further may disadvantage girls in some nations and cultures, or not (Milligan, 2020).
6. LOTE Learning opportunities and uptake: The above overview of trends in LOTE learning opportunities and learning uptake has revealed a concerning trend: first signs of increased ‘opt out’ and of social divide in LOTE learning, mirroring elitist patterns in Anglophone countries, are emerging. To date, relatively strong language education policies making demands on most students to learn LOTEs (such as in the EU) seemed to have moderated such trends, but little is known what might happen to LOTE once or if such protective language education policies might be replaced by more liberal ones. Future studies comparing actual uptake of LOTE learning in educations systems with more prescriptive and more liberal language education policies might shed light on this issue.  
Rethinking Rationales for Language Learning 
[bookmark: _heading=h.1s0uadpl6p2j]The social (Ortega, 2011) and multilingual turn (Meier, 2017; May, this volume) in SLA have profoundly and irreversibly changed our research agenda. Models of language learning which emphasise the interconnectedness between social practices, language use and different language competencies have paved the way for multilingual approaches to language learning and translanguaging. In the context of Global English, increasing learner competencies in English, accompanied by a global rise in multilingual competencies, might facilitate such approaches in language classrooms. To date, little is known about ‘best practice’ in this respect. Furthermore, regardless of how many languages might be present in any language classroom, there is a need to engage learners better in the ‘why’ of learning any LOTE. Thus, two more research agendas emerge.
7. Multilingual approaches in the classroom: Studies, many of them of modest scale, on using multilingual approaches in the classroom abound. Many are supported and catalogued by the European Centre for Modern Languages[footnoteRef:9]. Time is ripe for meta-reviews, asking what kind of multilingual approaches in the language classroom might work best in what context, and which educational aims in mind. This complex research agenda should span the whole range of rationales for multilingual approaches, from helping the learn the L2 (e.g., positive transfer), to increasing intercultural communicative competencies and social cohesion (Baker, this volume).  [9:  https://www.ecml.at/. Accessed 2 May 2023.] 

8. [bookmark: _heading=h.wpl8jz16xn7o]Clarifying and communicating rationales for language learning: All too often, learners remain unsure as to why they need to learn a foreign language (Mitchell, 2030). More concerning, language education policies themselves can be vague themselves (Kelly & Jones’ (2003) when it comes to justifying their own policies. Historically, extrinsic and material benefits for the learning of languages have often been foregrounded in language education policies, harbouring the danger that, again, English will be favoured over LOTE. Some language education policies, such as the that of the EU, are very explicit on a wide range of holistic rationales, such as societal cohesion, cultural enrichment etc. The problem here lies in communication to learners themselves, especially since holistic and non-material rationales harbour the underutilised potential to help learners appreciating learning a diversity of languages rather than just English. Communicating such rationales for language study remains, to date, one of the most promising bulwarks against the ‘English (as a L1 or L2) is enough’ attitude’. Pathways to engage learners in discussing and embracing such rationales remain largely unresearched.
[bookmark: _heading=h.ihty0c76xyns]Conclusion
In an increasingly multilingual and globalized world, the one certainty about global language constellations is that of change. Lingua francas may come and go. The verdict as to the longevity of Global English is still out; some even predict it might be superseded by Chinese (Gil, 2011). Regardless of this, at this moment in time, no language is changing faster than English (McWhorter, 2011), and no historic lingua franca experienced the success English enjoys today. Currently, one such change is the increasing marginalisation of English L1 monolinguals. In a world which is becoming more multilingual, and where English is increasingly shaped by L2 rather than L1 speakers, English monolinguals stand to lose out. Examples from numerous studies illustrate communication breakdown as English monolinguals, unselfconsciously, use English culture-specific references and idiomatic expression (e.g. ‘it’s going swimmingly’, Jenkins, 2018: 31) when communicating with users of English as lingua franca. Regardless of the future of one specific lingua franca or another, multilinguals, with several languages under their belt, will be better equipped to adapt to language changes. In sum, a central agenda for SLA and Applied Linguistics research in the context of Global English reaches far beyond the question: how can we promote and protect LOTE learning? The above-described agenda for researching language learning in the context of a dominant lingua franca offers challenges, but also an opportunity to reposition rationales for the study of any language in a holistic manner, and one that stresses the benefits of any multilingualism.
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