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Abstract: In this conceptual article, we explore the possibilities of multimodality, both digital
and non-digital, in English language teaching (ELT) and its capacity to enrich learning and empower
learners. We draw on embodied cognition, digital multimodal composing (DMC), and semiotics to
propose a way of thinking about multimodality as an entanglement of sensory, cognitive, and
sociocultural processes. From an embodied cognition perspective, language learning is conceived as
grounded in the body, with gesture, movement, and sensory engagement shaping meaning-making.
DMC extends these embodied processes into digital spaces, where learners can weave together text,
image, sound, and movement to communicate in authentic and creative ways. Semiotics offers a lens to
analyse how meaning is produced and interpreted across modes, revealing the cultural and
communicative affordances of multimodal expression. By bringing these perspectives together, we aim
to show how multimodality can expand communicative repertoires, foster deeper engagement, and
create inclusive opportunities for expression, especially for linguistically diverse learners. Three
implications for ELT practice are offered: 1) the need to integrate multimodal design into everyday
teaching, 2) to develop assessment practices that value the interplay of modes, and 3) to create learning
environments that utilise learners' embodied and cultural resources.
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Tom tit: Trong bai nghién ciu nay, ching t6i kham pha nhitng kha ning cua tinh da phuong
thirc, bao gom ca dang sé hoa va phi sé hoa, trong giang day tiéng Anh, ciing nhu kha nang cua né trong
viéc lam phong phu trai nghiém hoc tap va trao quyén cho ngudi hoc. Cin cir trén nhan thirc hién than,
soan thao k§y thuat s da phuong thirc va ky hiéu hoc, chiing toi dé& xuit céch tiép can xem xét tinh da
phuong thirc nhu sy dan xen giira ¢ qué trinh cam giac, nhan thirc va van hoa — xa hoi. Tir goc nhin
cuia nhan thie hién than, viéc hoc ngdn ngir dugc quan niém la dua trén co thé, véi ctr chi, chuyén dong
va sy tuong tac gidc quan dinh hinh qua trinh tao ra ¥ nghia. Sy sang tao da phuong thuc ky thuat s6 mo
rong cac qua trinh mang tinh hién than vao khéng gian s6, noi ngudi hoc ¢6 thé két hop van ban, hinh
anh, am thanh va chuyén dong dé giao tiép theo nhitng cach thirc chan thyuc va sang tao. Ky hiéu hoc
cung cip mot lang kinh phan tich cach thirc § 'y nghia dugc tao ra va dién glal thong qua cac phuong thuc
khéc nhau, tir d6 1am 5 nhiing kha nang biéu dat vé mit vén hoa va giao tiép cuia didn ngon da phuong
thuec. Bang cach két hop céc goc nhin nay, ching toi muén chi ra rang tinh da phuong thirc ¢6 thé mo
rong nguodn phuong tién giao tiép ciia ngudi hoc, thuc day su tham gia sdu hon vao qua trinh hoc tap va
tao ra nhirng co hoi bleu dat mang tinh hé théng, dic biét ddi véi nhimg ngudi hoc co nén tang ngon
ngir da dang. Bai viét dua ra ba ham ¥ ddi véi thyc tién giang day tiéng Anh: 1) Cén tich hop thiét ké
da phuong thic vao hoat dong giang day hang ngay; 2) Can phét trién cac hinh thirc danh gia coi trong
su tuong tac va phdi hop gitta cac phuong thuc biéu dat khac nhau; 3) Can xay dung méi truong hoc
tap tan dung hiéu qua cac ngudn luc hién than va van hoa ctia ngudi hoc.

Tir khoa: giang day tiéng Anh, nhan thirc hién than, tinh da phuong thic, ning lyc s6

1. Introduction

The pedagogical approaches in English language teaching (ELT) continue to evolve in
response to globalisation, technological advancement, and deepening understandings of how
humans learn and communicate (Block & Cameron, 2002). The emergence of generative artificial
intelligence (GenAl) presents unique opportunities for multimodal language learning, enabling
learners to engage with Al interlocutors that can respond through text, image, and increasingly,
voice and gesture (Kohnke et al., 2023). Traditional approaches to ELT, whilst valuable in
establishing foundational linguistic competence, increasingly appear insufficient in preparing
students for the multimodal communicative demands of contemporary life (Jewitt, 2008). As
English maintains its position as a global lingua franca, the need for pedagogical approaches that
acknowledge and utilise the full spectrum of human communicative resources, including Al-
mediated interactions, becomes ever more pressing (Pennycook, 2017). Current ELT practices
often privilege verbal and written modes whilst marginalising the rich array of embodied, visual,
and digital resources in new interwoven material learning spaces that students naturally employ
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in meaning-making in their everyday literacy practices (Stein, 2008; Toohey, 2019).

The integration of embodied and multimodal practices in language teaching, now
enhanced by generative Al capabilities, represents more than a methodological innovation; it
constitutes a fundamental reimagining of what language learning entails (Lee et al., 2025; Toohey
et al., 2015). When learners engage their bodies through gesture and movement, combine visual
and auditory modes in digital compositions, collaborate with Al tools for multimodal content
creation, and draw upon their full sensory apparatus in communicative acts, they access deeper
cognitive and affective dimensions of language acquisition (Jusslin et al., 2022; McCafferty &
Stam, 2008; Yan et al., 2024b). These practices acknowledge that communication has always
been multimodal and that effective language pedagogy must reflect this reality, including the
emerging reality of human Al collaboration (Norris, 2004). The benefits extend beyond enhanced
linguistic competence to encompass increased learner engagement, improved retention, greater
inclusivity for diverse learning styles, and the development of critical multimodal literacy skills
essential for twenty first century communication, including the ability to critically evaluate and
creatively utilise Al generated content (Al-Kadi & Ahmed, 2025; Choi & Yi, 2016; Cope &
Kalantzis, 2015; Kohnke et al., 2023).

In this article we examine the theoretical foundations and practical possibilities of
embodied multimodality in ELT contexts. Drawing on theories of embodied cognition (Wilson,
2002), multimodal semiotics (Jewitt et al., 2016), and digital multimodal composing (Shin et
al., 2020), an integrated framework is proposed to understand and implement multimodal
approaches in English language classrooms. Through a detailed thought experiment, we
envision pedagogical spaces where learners' full communicative repertoires are recognised,
developed, and celebrated, ultimately arguing that such approaches not only enrich the learning
experience but fundamentally empower learners to become agentive, creative communicators
in multilingual, multimodal worlds (Garcia & Li, 2014).

2. Literature Review

Language learning represents a complex interplay of social and cognitive processes that
extend far beyond the acquisition of grammatical structures and vocabulary. Contemporary
research in applied linguistics increasingly recognises language learning as a dynamic, situated
practice embedded within sociocultural contexts and mediated by embodied experience
(Atkinson, 2011). This socio-cognitive perspective challenges traditional dichotomies between
mind and body, individual and social, and suggests that language emerges from the continuous
interaction of cognitive, physical, and social resources (Larsen-Freeman, 2018). Vygotsky's
(1978) sociocultural theory laid crucial groundwork for understanding learning as
fundamentally social, whilst recent developments in embodied cognition have illuminated the
critical role of sensorimotor experience in shaping linguistic understanding (Barsalou, 2008).
The integration of these perspectives reveals language learning as an ecological process wherein
learners actively construct meaning through their embodied interactions with environments,
artefacts, and other language users (van Lier, 2004).

The status of English as a global lingua franca profoundly shapes contemporary ELT
contexts and pedagogical imperatives. Jenkins (2015) argues that English as a lingua franca (ELF)
challenges traditional native speaker norms and necessitates pedagogical approaches that prepare
learners for diverse, multilingual communicative contexts. In these settings, successful
communication often depends less on adherence to standard grammatical forms than on strategic
deployment of multiple communicative resources, including gesture, visual aids, and digital tools
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(Seidlhofer, 2011). Canagarajah (2013) advocates for a translingual approach that recognises
learners' full linguistic repertoires as resources rather than deficits, suggesting that effective ELF
communication emerges through the creative negotiation of meaning across linguistic and modal
boundaries. This perspective aligns with multimodal approaches that similarly value diverse
communicative resources and challenge monomodal, monolingual ideologies (Blommaert, 2010).

Current ELT practices reflect varying degrees of engagement with multimodal and
embodied approaches, though traditional text-based methodologies continue to dominate many
contexts. Communicative language teaching (CLT), whilst emphasising meaningful
interaction, often remains constrained by logocentrism that privileges verbal communication
over other modes (Larsen-Freeman & Anderson, 2013). Task based language teaching (TBLT)
has created opportunities for more authentic, multimodal communication, yet implementation
frequently falls short of fully integrating embodied and digital dimensions (Ellis, 2018). Some
innovative approaches, such as drama-based pedagogy and total physical response, explicitly
incorporate bodily engagement, demonstrating improved learning outcomes and increased
motivation (Piazzoli, 2018; Asher, 2009). However, these remain marginalised within
mainstream ELT, often viewed as supplementary rather than central to language learning
processes (Winston, 2012).

The emergence of digital literacy practices has begun transforming language learning
landscapes, though integration remains uneven across contexts. Digital technologies enable
new forms of multimodal composition in which learners can combine text, images, sound, and
movement to create meaning (Mills, 2016). Social media platforms, video creation tools, and
collaborative digital spaces offer authentic contexts for multimodal communication that mirror
real world language use (Reinhardt & Thorne, 2019). Research on digital storytelling in
language learning contexts demonstrates how multimodal composition can enhance linguistic
development whilst fostering critical digital literacy skills (Oskoz & Elola, 2016). Yi and
Angay-Crowder (2016) document how multilingual youth leverage digital tools to construct
complex, multimodal texts that express identities and experiences unavailable through
monomodal composition. Lambert (2013) shows how digital storytelling empowers
marginalised voices through multimodal narrative construction. These studies suggest that
digital multimodal practices not only support language learning but also empower learners to
become critical, creative producers of meaning (Barnes & Tour, 2023).

Despite growing recognition of multimodality's importance, significant gaps persist
between theoretical understanding and classroom implementation (Yi, 2014). Empirical
research has noted that the rapid emergence of generative Al technologies has created both
opportunities and challenges, as educators grapple with integrating these technologies whilst
maintaining pedagogical integrity (Compagnoni, 2025; Kasneci et al., 2023). Teacher education
programmes rarely prepare educators to design and assess multimodal learning experiences or
to critically evaluate Al-enhanced learning environments, perpetuating traditional, monomodal
approaches (Lotherington & Jenson, 2011). Assessment practices continue privileging written
texts, failing to recognise or value multimodal competencies that learners develop through
digital and embodied practices, including their emerging abilities to collaborate with Al for
meaning making (Kress & Selander, 2012). Furthermore, limited access to digital technologies
and Al tools in many educational contexts creates inequities in opportunities for multimodal
learning (Warschauer & Matuchniak, 2010). These challenges underscore the need for
comprehensive frameworks that can guide the integration of embodied and digital multimodal
practices, including ethical Al use, into everyday ELT contexts whilst addressing practical
constraints and ensuring equitable access to multimodal learning opportunities.
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3. Conceptual Ideas

The concept of embodied cognition fundamentally reconceptualises the relationship
among body, mind, and language, with profound implications for understanding language-
learning processes. Embodied cognition theory posits that cognitive processes, including
language comprehension and production, are grounded in sensorimotor experience and bodily
states (Shapiro, 2019). This perspective challenges traditional computational models of mind
that treat cognition as abstract symbol manipulation, proposing instead that thinking emerges
through our physical interactions with the world (Clark, 2008). For language, this means that
understanding concepts and constructing meaning involve activating sensorimotor simulations
grounded in bodily experience. When learners encounter the word "grasp,"” for instance, motor
areas associated with hand movements become active, suggesting that comprehension involves
embodied simulation rather than abstract processing (Glenberg & Gallese, 2012). This embodied
foundation of language has significant implications for pedagogy, suggesting that engaging
learners' bodies through gesture, movement, and multisensory experience can facilitate deeper
linguistic understanding and retention (Mavilidi et al., 2015). This is supported by sensory and
embodied learning offering deeper understandings of social interactions, cultural contexts, and
this can influence cognitive processes (Sweller, 2022) The sensory aspect of embodied learning
affects the thinking and learning processes and can support students to remember the learning
content more comprehensively (Alibali & Nathan, 2012; Khatin-Zadeh et al., 2021; Shapiro et
al., 2020). This offers not only improved understanding for the learners but a way to improve
learning performance and reduce cognitive load (Lyu & Deng, 2024; Zou et al., 2025).

Research in gesture studies provides compelling evidence for the embodied nature of
language and its pedagogical applications. McNeill (2005) demonstrates that gesture and
speech form an integrated system, with gestures not merely accompanying but co-constituting
linguistic meaning. Alibali & Nathan (2012) found that teachers and learners produced gestures
when explaining mathematical concepts and ideas that were essential to learning and
demonstrated that mathematical cognition was embodied. In language learning contexts,
gestures serve multiple functions: they facilitate word retrieval, support comprehension of
abstract concepts, and provide additional communicative resources when linguistic competence
is limited (Macedonia & von Kriegstein, 2012). Studies show that encoding new vocabulary
with gestures significantly improves retention compared to verbal-only learning, with neural
imaging revealing that gesture-enriched words activate broader neural networks encompassing
motor regions (Kelly et al., 2009). Tellier (2008) found that teaching French vocabulary to
children through gesture resulted in significantly better memorisation than visual or verbal only
instruction. These findings suggest that pedagogical approaches that systematically integrate
gesture and movement can enhance language acquisition by engaging embodied cognitive
processes that support memory consolidation and conceptual understanding.

Multimodality and semiotics provide theoretical frameworks for understanding how
meaning emerges through the orchestration of multiple semiotic resources. Kress (2010) argues
that communication has always been multimodal, with different modes offering distinct
affordances for meaning making. Each mode possesses specific materialities and cultural
histories that shape its communicative potential: images offer spatial simultaneity, sound
provides temporal sequencing, and gesture enables embodied demonstration (Bezemer &
Kress, 2016). From a social semiotic perspective, meaning makers select and combine modes
based on available resources, communicative purposes, and social contexts (Halliday &
Matthiessen, 2014). This multimodal orchestration involves complex processes of transduction,
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where meaning is moved across modes, and transformation, where meaning shifts through
modal re-expression (Kress & van Leeuwen, 2001). Newfield (2014) demonstrates how
transduction across modes in pedagogical contexts creates opportunities for expanded meaning-
making. Understanding these processes is crucial for language education, as learners must
develop not only linguistic competence but also multimodal communicative competence to
navigate contemporary communicative landscapes. Digital multimodal composing represents
the convergence of embodied, multimodal, and digital practices in creating new possibilities
for meaning-making and identity construction. DMC involves the deliberate design and
production of digital texts that integrate multiple modes to achieve communicative purposes
(Smith et al., 2017).

The integration of generative Al tools has expanded these possibilities exponentially,
enabling learners to collaborate with Al for image generation, text refinement, voice synthesis,
and even video creation, though this requires critical evaluation of Al contributions and
understanding of their limitations (Jeon & Lee, 2023). Unlike traditional writing, DMC requires
composers to consider modal affordances, design principles, and audience engagement across
multiple semiotic channels (Hafner, 2015). This process demands both technical skills and
critical multimodal literacy, including Al literacy for language learners, as composers must make
informed decisions about modal selection, combination, transformation, and the appropriate
integration of Al-generated elements. In language learning contexts, DMC enhanced by Al
collaboration offers opportunities for learners to express complex meanings that may exceed
their current linguistic capabilities whilst developing twenty first century literacy skills (Tour,
2015). The creative agency involved in multimodal composition, now augmented by generative
Al partnerships, can be particularly empowering for linguistically diverse learners, who can draw
upon their full semiotic repertoires and Al assistance rather than being constrained by limited
proficiency in English (Hafner, 2014; Pack & Maloney, 2023). Through Al-enhanced DMC,
learners become critical designers of meaning, actively constructing knowledge and identity
through the orchestration of diverse communicative resources whilst developing essential skills
in evaluating and ethically utilising Al-generated content.

While the use of Al has significant potential, it is also important to acknowledge that
literature on generative Al in language education presents a more contested picture than the
preceding discussion may suggest. While proponents emphasise Al’s capacity to provide
personalised feedback, scale learner support, and diversify pedagogical resources, critical
scholarship identifies significant countervailing concerns (Yan et al., 2024a). Studies document
notable limitations in accuracy and intelligibility, particularly for deeper structural and
pragmatic aspects of learning, while surface-level corrections may foster overreliance that
undermines the development of autonomous language skills (Barrot, 2023). The impact of Al
on critical thinking also remains contested, with some evidence indicating that Al-assisted
learning may reduce cognitive engagement and independent reasoning (Kasneci et al., 2023).
Ethical dilemmas surrounding academic integrity, algorithmic bias, and equitable access
persist, and longitudinal evidence regarding learning outcomes remains sparse. In sum, the
transformative potential of Al must be subject to ongoing empirical scrutiny and implemented
with vigilance with awareness of these documented limitations and debates.

4. Possibilities in ELT

The integration of embodied multimodality in English language teaching (ELT) opens
transformative possibilities that extend far beyond traditional pedagogical boundaries. Current
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research demonstrates that multimodal approaches can significantly enhance vocabulary
acquisition (Rowe & Miller, 2016), improve grammatical understanding, and foster more
authentic communicative competence (Early & Norton, 2012). By recognising language as
fundamentally multimodal and embodied, educators can design learning experiences that
engage learners' full sensory and cognitive capacities, creating deeper and more durable
learning outcomes (Lapaire, 2016; Rosborough, 2014).

Contemporary classroom implementations of multimodal pedagogy reveal promising
developments across diverse contexts. Anderson and Macleroy (2016) document how
multilingual learners in London schools use digital storytelling to navigate complex identity
negotiations whilst developing sophisticated language skills. In Japanese university contexts,
Humphries and Burns (2015) show how integrating gesture and movement into pronunciation
instruction significantly improves learners' prosodic awareness and production. These empirical
studies suggest that multimodal approaches not only support traditional learning objectives but
also develop new competencies essential to twenty-first-century communication (Pacheco &
Smith, 2015).

The pedagogical affordances of different modes offer unique opportunities for
addressing persistent challenges in language education. Visual modes can scaffold
comprehension for learners with limited linguistic proficiency, whilst gestural modes provide
embodied anchors for abstract grammatical concepts (Morett, 2014). Audio modes enable
attention to prosodic features often neglected in text-based instruction, and digital modes
facilitate authentic audience engagement that motivates meaningful communication
(Vandommele et al., 2017). When orchestrated thoughtfully, these modal resources create rich
semiotic environments that support diverse learning styles and linguistic backgrounds (Guichon
& McLornan, 2008).

5. A Thought Experiment: The Fully Embodied and Multimodal ELT Classroom

Envisioning a fully embodied and multimodal English language classroom requires
reimagining both physical and pedagogical architectures to support diverse forms of meaning-
making. Consider a learning space where traditional desk rows have been replaced with flexible
zones: a movement area with mirrors and recording equipment for embodied language work,
collaborative digital stations equipped with tablets and creation software including generative
Al tools, a maker space with art supplies and manipulatives, and quiet reflection pods for
individual multimodal composition with Al assistants. The walls display QR codes linking to
student-created augmented reality experiences, whilst interactive projections respond to learner
movements, transforming gestures into visual poetry through Al-mediated interpretation. This
environment acknowledges that language learning happens through bodies in space and through
collaboration with intelligent systems, requiring pedagogical environments that facilitate
movement, creation, human Al interaction, and multimodal expression.

In this thought experiment, a typical learning sequence might begin with embodied
vocabulary introduction through a technique I call "semantic embodiment mapping,” now
enhanced with Al visual generation. Rather than presenting new vocabulary through translation
or definition, the teacher guides learners in exploring words through physical experience, whilst
Al systems generate corresponding visual representations in real time. For the concept
"resilience," learners first experience physical resistance through pushing against walls or
partners, feeling muscle tension and release. Simultaneously, they prompt generative Al to create
images that capture their embodied understanding, comparing Al interpretations with their
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physical experiences. They then create gesture sequences that capture the essence of bouncing
back, using their bodies to understand the metaphorical extension from physical to psychological
resilience, whilst Al tools help them generate multilingual explanations and visual metaphors.
These embodied explorations are captured through video, with Al transcription and analysis
tools helping learners identify patterns in their gestural language, building personal gesture
dictionaries that serve as embodied memory aids (Alibali & Nathan, 2012).

Grammar instruction transforms through what we term "'syntactic choreography,” where
grammatical structures become embodied through movement patterns, and Al-generated visual
narratives. Present perfect tense, often challenging for learners whose languages lack similar
structures, becomes a physical journey through space augmented by Al-generated timeline
visualisations. Learners position themselves along a timeline stretched across the floor,
physically moving from past positions to present locations whilst carrying objects representing
completed actions that maintain present relevance. Al voice assistants provide real time
feedback on their verbal productions, whilst generative Al creates personalised visual stories
that reinforce the grammatical concept. They create human sentences, with individuals
embodying different grammatical elements, physically rearranging themselves to explore word
order variations and their semantic implications, whilst Al systems generate multiple linguistic
variations for comparison. This embodied approach, enhanced by Al scaffolding, makes
abstract grammatical concepts tangible, allowing learners to literally feel the connections
between form and meaning whilst receiving personalised Al-generated examples relevant to
their interests and proficiency levels (Huang & Wang, 2023; Jusslin, 2022; Witte, 2026).

Digital multimodal composing projects in this imagined classroom provide authentic
contexts for language use whilst developing critical twenty-first-century literacies, including
Al literacy. In one extended project, learners create "identity portraits” that weave together
multiple modes to express their linguistic journeys and cultural identities, collaborating with
generative Al as a creative partner. Beginning with audio recordings of their pronunciation
evolution analysed by Al for patterns and progress, learners layer in visual timelines showing
their encounters with English across different contexts, with Al helping generate culturally
relevant imagery. They use Al text generation tools critically, editing and adapting suggestions
to maintain their authentic voice whilst improving linguistic accuracy. They incorporate family
photographs enhanced with Al generated artistic filters, create word clouds from significant
texts in their lives with Al assistance in identifying themes, and design soundscapes mixing
languages, music, and ambient sounds from meaningful places, with Al helping to compose
transitional elements. Using tools like Adobe Spark integrated with generative Al capabilities,
learners assemble these elements into interactive digital stories that resist linear narrative,
instead offering viewers multiple pathways through their multilingual, multimodal experiences.
Throughout, learners develop critical Al literacy, learning to evaluate Al suggestions, maintain
authorial control, and understand the ethical implications of Al generated content
(Pokrivcakova, 2019).

Collaborative multimodal projects foster genuine communicative purpose whilst
building intercultural competence and Al collaboration skills. Groups engage in "cultural
remix" projects where they select proverbs or idioms from their various linguistic backgrounds
and translate them across modes and cultures, using Al as a research assistant and creative
collaborator. A Chinese proverb about patience might become a stop motion animation using
found objects, with Al generating intermediate frames and suggesting visual metaphors, whilst
learners maintain creative control over narrative and meaning. A Spanish saying about
community could transform into a collaborative mural combining human created visual
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metaphors with Al generated elements, creating QR codes linking to multilingual audio
explanations recorded by students and enhanced with Al generated background music. These
projects require extensive negotiation of meaning as learners must understand concepts deeply
enough to transduce them across modes and cultures, whilst critically evaluating Al
contributions for cultural appropriateness and accuracy. The process develops both translingual
competence and Al literacy as learners recognise connections across languages whilst using
English and Al tools as mediating instruments for intercultural exchange (Hong, 2023).

Assessment in this multimodal classroom shifts from standardised testing towards
portfolio-based approaches that document learning across modes and over time. Learners
compile multimodal portfolios showcasing their developing communicative repertoires through
diverse artefacts: video reflections on learning processes, gesture glossaries for new vocabulary,
digital stories exploring grammatical concepts created with Al assistance, collaborative
multimedia presentations, and augmented reality tours of significant spaces. Al powered
assessment tools provide detailed analytics on linguistic development whilst learners maintain
reflective journals documenting their Al collaboration processes and critical evaluation skills
(Mizumoto & Eguchi, 2023). Assessment criteria value modal aptness, creative meaning
making, ethical Al use, and communicative effectiveness rather than narrow linguistic
accuracy. Peer assessment becomes crucial, with learners developing multimodal annotation
skills as they provide feedback on each other's compositions using voice notes, visual markups,
and embedded comments, whilst Al tools help identify patterns and suggest areas for
improvement. This approach recognises that communicative competence in contemporary
contexts requires ability to orchestrate multiple modes effectively and collaborate critically with
Al systems rather than mastery of decontextualised language forms.

6. Pedagogical Frameworks and Implementation Strategies

The implementation of multimodal pedagogy requires systematic frameworks that guide
teachers in designing, facilitating, and assessing multimodal learning experiences whilst
integrating generative Al tools responsibly. The Learning by Design framework (Cope &
Kalantzis, 2015) offers a robust model that integrates multimodal meaning making across
experiencing, conceptualising, analysing, and applying knowledge processes, now expanded to
include critical Al engagement at each stage. This framework supports teachers in scaffolding
learners' development from situated experience through abstract understanding to critical
analysis and creative application across modes, whilst developing what Al-enhanced
pedagogical reasoning (Ntelioglou et al., 2014).

Teacher roles transform significantly in multimodal classrooms, shifting from
knowledge transmitters to designers of learning experiences, facilitators of meaning-making
processes, and guides for ethical Al use (Creely, 2024). Teachers must develop multimodal
orchestration skills, learning to coordinate multiple modes simultaneously whilst maintaining
pedagogical coherence and helping learners navigate Al affordances and limitations (Lim et al.,
2022). This involves real-time decision-making about modal selection, timing of modal shifts,
appropriate Al tool integration, and responsive adjustments based on learner engagement and
understanding. Professional development becomes crucial, requiring sustained support for
teachers to develop theoretical understanding, practical skills in multimodal pedagogy, and
critical perspectives on Al in education (Tan et al., 2020; Celik et al., 2022).

Technology integration in multimodal ELT extends beyond simple tool use to
encompass critical engagement with digital affordances, constraints, and the ethical
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implications of Al use. Virtual reality environments offer immersive contexts for embodied
language practice, allowing learners to inhabit different cultural settings and practice
contextually appropriate communication with Al-powered conversational agents (Kaplan-
Rakowski & Gruber, 2019). Augmented reality applications enable situated language learning
that connects classroom learning to real-world contexts, with Al providing personalised,
context-aware language support (Christou et al.,, 2025). Generative Al tools offer
unprecedented opportunities for multimodal content creation, from image generation to voice
synthesis, though this requires careful pedagogical framing to ensure learners develop critical
evaluation skills alongside creative capabilities. However, effective integration requires
pedagogical rather than technological drivers, ensuring that digital and Al tools enhance rather
than constrain embodied and multimodal learning (Godwin-Jones, 2018).

7. Implications for Practice

The integration of multimodal design into everyday teaching represents a fundamental
shift in pedagogical practice that extends beyond occasional multimodal activities to encompass
comprehensive redesign of learning experiences. This is imperative if we wish to support the
reduction of cognitive load associated with learning and to promote a deeper understanding
among learners (Lyu & Deng, 2024; Shapiro et al., 2020). Teachers must develop multimodal
pedagogical content knowledge, understanding not only how different modes function
semiotically but also how to scaffold learners' development of multimodal competencies within
language learning objectives (Lim & Tan, 2018). This involves reconceptualising lesson
planning to consider modal orchestration: which modes best support particular learning goals?
How can transitions between modes deepen understanding? What modal combinations enable
differentiated learning for diverse students? For instance, vocabulary instruction might
systematically integrate gesture protocols, visual mapping techniques, and digital annotation
tools, with teachers explicitly discussing modal affordances and helping learners develop
personal multimodal learning strategies (Royce, 2002).

Professional development programmes must address the multimodal competency gap
amongst educators, providing sustained support for teachers to develop confidence in
multimodal pedagogy. This includes technical skills for digital multimodal composing, but
more critically, theoretical understanding of multimodality and practical strategies for
implementation within existing curricular constraints (Edwards-Groves, 2011). Teacher
education should model multimodal approaches, with educators experiencing embodied and
digital multimodal learning firsthand before attempting implementation (Ajayi, 2011).
Collaborative teacher research projects can document effective practices whilst addressing
context-specific challenges, building local knowledge about multimodal pedagogy that reflects
diverse educational settings (Jewitt, 2008). Schools must also reconsider resource allocation,
investing not only in technology but in flexible learning spaces, professional development time,
and ongoing support for multimodal innovation.

Assessment practices require fundamental reconceptualisation to value the interplay of
modes rather than privileging traditional written texts. This involves developing assessment
frameworks that recognise multimodal competencies as legitimate learning outcomes, with
criteria that capture the complexity of modal orchestration (Hung et al., 2013). Rather than
evaluating linguistic accuracy in isolation, assessment might consider communicative
effectiveness across modes, creativity in modal selection and combination, critical awareness
of modal affordances and constraints, and ability to adapt modal use for different purposes and
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audiences (Pandya, 2018). Portfolio assessment becomes particularly valuable, allowing
learners to demonstrate development across time and modes whilst reflecting on their evolving
multimodal repertoires (Yancey, 2004). Importantly, assessment must avoid technocentric bias
that values digital sophistication over communicative purpose, maintaining focus on meaning-
making rather than technical proficiency.

Creating learning environments that utilise learners’ embodied and cultural resources
demands recognition of the diverse communicative practices they bring to the classroom. This
involves conducting multimodal ethnographies of learners' out of school communicative
practices, documenting how they naturally orchestrate modes in digital communication,
gaming, and social interaction (Domingo et al., 2014). These insights inform pedagogical
design that builds on existing competencies rather than dismissing them as irrelevant to
academic learning. For multilingual learners, this means valuing translingual practices that
blend languages and modes, recognising code meshing and multimodal code switching as
sophisticated communicative strategies rather than deficiencies (Canagarajah, 2011). Teachers
must create inclusive spaces where diverse embodied communicative practices, from cultural
specific gestures to digital vernaculars, become resources for collective learning rather than
barriers to overcome (Blackledge & Creese, 2017).

The physical and digital infrastructures of learning spaces must evolve to support
embodied and multimodal practices. This extends beyond adding technology to fundamentally
reconsidering how space enables or constrains different forms of meaning making (Gee, 2004).
Flexible furniture arrangements allow rapid reconfiguration for movement activities,
collaborative work, and individual composition. Display spaces showcase multimodal work,
with digital screens, projection surfaces, and maker space areas enabling diverse forms of
expression. Acoustic considerations become important as learners engage in simultaneous
verbal, musical, and movement-oriented activities. Digital infrastructure must support
multimedia creation and sharing, with robust wifi, device availability, and platforms for
multimodal collaboration (Burnett, 2016). However, schools must also address equity concerns,
ensuring all learners have access to digital tools and connectivity for multimodal learning both
in and outside classroom spaces.

Implementation requires navigating institutional constraints whilst advocating for
systemic change that values multimodal literacy. Standardised testing regimes that prioritise
discrete linguistic skills create tensions with multimodal approaches that develop integrated
communicative competencies (Menken, 2008). Teachers must become skilled at articulating
how multimodal practices support traditional learning objectives whilst also developing new
competencies essential for contemporary communication (Rowsell et al., 2008). This involves
strategic documentation of learning outcomes, gathering evidence that multimodal approaches
enhance rather than distract from language acquisition. Building stakeholder support requires
demonstrating multimodal learning to parents, administrators, and policymakers, helping them
understand how these approaches prepare learners for academic, professional, and civic
participation in multimodal societies (Walsh, 2010).

Ethical considerations emerge around digital footprints, cultural representation, consent
in multimodal composition, and the responsible use of generative Al (Creely, 2024). When
learners create digital multimodal texts incorporating personal images, voices, and stories,
potentially enhanced with Al generated content, educators must address privacy concerns, digital
citizenship, and issues of authorship and authenticity (Burnett & Merchant, 2018). This includes
teaching learners about intellectual property in multimodal composition, the ethics of remixing
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and appropriation, the importance of disclosing Al use, and the implications of sharing
multimodal work online (Kostopolus, 2025). The integration of generative Al raises new ethical
questions about originality, academic integrity, and the development of genuine communicative
competence, requiring explicit discussion of when and how Al assistance is appropriate (Rudolph
et al., 2023). Cultural sensitivity becomes crucial when embodied practices involve touching,
proximity, or gestures that may carry different meanings across cultures, and when Al systems
may perpetuate cultural biases (Hall, 2012). Teachers must navigate these complexities
thoughtfully, creating agreements with learners about sharing, representation, and Al use whilst
fostering critical discussion about power, privilege, and algorithmic bias in multimodal texts.

8. Conclusion

This exploration of embodied multimodality in English language teaching reveals
transformative possibilities for enriching learning experiences and empowering diverse
learners. By integrating insights from embodied cognition, multimodal semiotics, digital
multimodal composing, and emerging generative Al capabilities, we can envision pedagogical
approaches that honour the full spectrum of human and technologically augmented
communicative resources (Norton & Toohey, 2011; Lee et al., 2025). The thought experiment
presented demonstrates how classrooms can become spaces where gesture, movement, image,
sound, digital creation, and Al collaboration converge to support deep, engaged language
learning. These approaches acknowledge that effective communication in globalised, digitised,
Al-enhanced contexts requires orchestration of multiple modes and critical engagement with
intelligent systems, making multimodal and Al competence essential rather than supplementary
to language education (Unsworth, 2014).

The implications for practice demand significant shifts in pedagogical design,
assessment frameworks, and learning environments. Teachers must develop new competencies
in multimodal pedagogy and Al integration whilst advocating for institutional changes that
value diverse forms of meaning-making (Stein & Newfield, 2006). Implementation requires
careful attention to equity, ensuring all learners have access to opportunities for multimodal
expression and Al-enhanced learning whilst avoiding the creation of new forms of disadvantage
(Vasudevan et al., 2010). The challenges are substantial, involving resistance from traditional
assessment regimes, resource limitations, ethical concerns about Al use, and the need for
extensive professional development. However, the potential benefits, including increased
engagement, improved retention, greater inclusivity, development of twenty first century
literacies, and preparation for an Al integrated future, justify sustained effort towards
multimodal transformation (Al-Kadi & Ahmed, 2025; Jewitt et al., 2016).

At the same time, it is important to acknowledge that the synthesis presented in this
article draws upon research conducted across diverse educational contexts, representing many
regions, each shaped by distinct institutional cultures, policy environments, resource
configurations, and learner populations. The possibilities articulated through the thought
experiment, for example, must be understood as heuristic rather than prescriptive, offering
conceptual orientations that require careful adaptation to specific teaching and learning
ecologies, which is especially relevant between western and Asian contexts. What proves
transformative in a well-resourced urban language centre may encounter different affordances
and constraints in a regional community college or an under-resourced adult migration
programme. Similarly, the integration of generative Al technologies raises varying ethical,
practical, and infrastructural considerations across different national and institutional contexts,
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where access, policy frameworks, and cultural attitudes toward technology diverge significantly.
Future research must attend more systematically to this contextual variability, documenting not
only successful implementations but also the specific conditions that enable or constrain
multimodal and Al-enhanced pedagogies across settings. Such context-sensitive inquiry will be
essential for developing nuanced understandings of how embodied multimodality can be realised
in ways that are responsive to local needs, resources, and constraints whilst remaining oriented
toward the broader transformative vision outlined in this article.

Moving forward, the ELT community must embrace multimodality and Al literacy not
as peripheral to existing practice but as fundamental to contemporary language education. This
involves continued research documenting effective multimodal practices across diverse
contexts, development of assessment tools that capture multimodal and Al collaborative
competencies, and creation of teacher education programmes that prepare educators for
multimodal, Al-enhanced pedagogy. As English continues evolving as a global lingua franca
in an increasingly Al-mediated world, our pedagogical approaches must similarly evolve to
prepare learners for communicative futures we cannot fully anticipate. By centring embodied,
multimodal practices and critical Al engagement in language education, we empower learners
to become creative, critical, and competent communicators capable of orchestrating the full
range of semiotic and technological resources available in our richly multimodal, Al-
augmented world (Cope & Kalantzis, 2009).
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