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Greetings Z & V& D

From the Editors Michael Mondejar and Jackie Suginaga
#REFH Michael Mondejar &Jackie Suginagak V

G reetings all,

This issue of Learning Learning comes out a
little later than usual, and in a season of mixed
emotions. While spring is normally a time of
rebirth and renewal, of fresh starts and new
beginnings, this spring was marked by the
one-year anniversary of the Great East Japan

Earthquake,
which
ravaged the
Tohoku

region and
continues to
cast a heavy
shadow in . .
the minds and hearts of everyone in Japan.
Many of us affected by the quake have come
to reflect on our own lives and the lives of our
neighbors, and have become determined to
aid in the rebuilding efforts either directly via
volunteering or indirectly by making donations.

The theme of self-reflection connects all of the

contributions in this issue of Learning Learning.

The issue begins with an introduction to two
new SIG members, Steven Paydon and Bill
Mboutsiadis. Currently in the SIG publications
team, Steven discusses his first encounter with
learner autonomy as a child in Australia, as
well as how this experience informs his beliefs
about teaching today. Bill, the SIG Program
Coordinator, describes how principles of
learner autonomy influence his teaching beliefs
and practices.

Following the introductions are reflective
pieces by the 2011 LD SIG Grant Awardees:
lan Alexander Hurrell, Mehmet Boyno, and
Michael Wilkins, and Matt Coomber. lan and
Mehmet both detail their experiences at the
Advising for Language Learner Autonomy
conference, held by the IATEFL Learner
Autonomy Special Interest Group at Kanda
University of International Studies, and what
they came away with from the conference.
Michael discusses his roots and current
research in learner autonomy, as well as his
experiences attending the JALT2011
Conference held in Yoyogi, Tokyo last year,
and Matthew reflects on both positive and
negative experiences at the same conference.
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We are also happy to feature in this issue
two articles by Mathew Porter and Lee Arnold.
Mathew describes an online pronunciation
course that he designed, discussing how
successful the course was in promoting his
learners’ autonomous acquisition of
phonological knowledge. Lee reflects on how
adult learners in private tuition take control of
their own learning, and offers some guiding
principles for promoting learner autonomy in
this particular learning context.

Also featured in this issue is an interview with
Phil Benson, one of the plenary speakers at
JALT2011 and long-time proponent of learner
autonomy. In this interview, conducted by
Michael Mondejar and Jackie Suginaga, Phil
describes his personal journey with learner
autonomy, and the directions which it may take
in the future.

In “Looking back”, Rachelle Jorgenson, and
Tomoko Kurita
each offer
reflections on
the Tokyo LD-
SIG get-
togethers that
have been held
on a monthly \ :
basis at Teachers College in Suidobashi since
December 2011. Darren Elliott, Robert Moreau,
and Bill Mboutsiadis also preview different LD
SIG forums taking place this year.

This issue of Learning Learning reflects the co-
operation of many people, and we would like to
thank in particular for their contributions and
assistance: Phil Benson, Andy Barfield,
Richard Silver, Steven Paydon, Bill
Mboutsiadis, lan Alexander Hurrell, Mehmet
Boyno, Matthew Wilkins, Mathew Porter, Lee
Arnold, Matthew Coomber, Rachelle
Jorgenson, Tomoko Kurita, Darren Elliott,
Robert Moreau, Kay lIrie, Hiromi Furusawa,
Hugh Nicoll, Alison Stewart, and Fumiko
Murase. Without their invaluable help it would
not have been possible to publish this issue.
We hope that you will find something of
relevance and interest in this issue and as
always, we want to hear from you if you are
interested in writing articles, reflections, or
book reviews, or  working on the
editorial/translating team.
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Learner Development SIG News November 2011-April 2012
FEETANOTAY MARBRIERRE 20114118 ~201244 A

Though the start of the new academic
year in Japan takes place in April, the LD
SIG began its new term in November,
shortly after our Annual General Meeting
(AGM) at the JALT National Conference in
Tokyo. After five years at the helm, Hugh Nicoll
stepped down at the AGM to focus more on
redeveloping the website and editing
publications. We would like to thank Hugh and
all the outgoing officers for all their efforts on
behalf of the SIG these last few years. In our
new roles as co-coordinators, together with all
the other 2012 LD SIG officers, we hope very
much to build on established successes and to
help revitalize the SIG in other areas. Several
new faces were among the 20 people who
took part in the SIG’s AGM, where we
continued the discussions about future plans
that had started over email in the weeks
immediately prior to the conference. We
welcome the further participation of other SIG

members in the committee if you are interested.

Please just let us know if you would like to take
part.

Since November, many changes have
started taking place. Kay lIrie, fresh from co-
editing Realizing Autonomy, will be taking over
from Hiromi Furusawa as SIG treasurer this
April. Hiromi deserves special thanks for
having been so efficient and organized,
helping the SIG stay financially organised in
providing a wide array of teacher support and
conference events. Hiromi’s top-notch work
was noticed and commended by the National
Director of Treasury! Kay has been shadowing
Hiromi for the last year or so, and we hope
someone will in turn step forward and shadow

Kay. Again, if you are interested, please let
Kay or us know - thanks in advance for doing
so.

On  membership  matters, Rachelle
Jorgenson is continuing as membership chair,
and has been joined since November by Matt
Coomber and Jeremy White. As a team, they
have been putting in place new systems for
keeping up to date membership details and for
reviewing and renewing the email lists by
which we contact you. This will, we hope, allow
better communication about SIG matters, as
well as help the SIG acknowledge and include
new and renewing members more quickly than
before. We invite your feedback on
membership matters, and any other aspect of
what the SIG is doing, and how it is working for
you.

Following the publication of Realizing
Autonomy, the publications team, led by Alison
Stewart and Masuko Miyahara, together with
Hugh Nicoll and Fumiko Murase, have been
putting forward ideas for the next project(s).
These currently include self-publishing a series
of books online. Expect to hear more about
this later in the year after the publication of a
special Learning Learning issue with the
Realizing Autonomy Proceedings. Here we
would like to thank Alison and Kay, along with
Martha Robertson, Steve Paydon and Masuko
Miyahara.

Bill Mboutsiadis took over as Programme
Chair from Richard Silver and has created a
collaborative SIG programmes planning
Google site which can be found via the LD SIG
website. Many people are helping Bill organize
events this year with Rob Moreau coordinating

LEARNING LEARNING 19(1) 3
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our participation at Nakasendo, Jim Ronald
with Ellen Head at the Pan-SIG Conference in
Hiroshima, and Darren Elliot at the CALL SIG
Conference in Kansai. We will have LD SIG
forums at all these events and hope to see you
at one or more of them. As well as keeping you
up to date with all of the upcoming LD SIG
events, Bill will also be organizing the Learner
Development SIG’s annual forum at JALT2012
in Hamamatsu - we applaud Bill for everything
he is doing.

At the local level, the LD SIG has been
organising get-togethers in Hiroshima, Kansai
and Tokyo, with Jim Ronald and Andrew Brady
taking the lead in Hiroshima, Ellen Head, Phil
Brown, Steve Brown and Richard Silver in
Kansai, and Andy Barfield, Rachelle
Jorgenson and Stacey Vye in Tokyo. We are
hoping too that get-togethers will soon take
shape in Nagoya, with Darren Elliott leading.
LD SIG get-togethers vary in their specific
character from one metropolitan area to
another, but, generally speaking, they are
discussion based, with those attending
exploring their learner development interests
and/or engaging in collaborative practitioner
research. Please join in this year if you are
interested.

Another committee aim since November
has been to revitalize the SIG website. New
content is continually being added to the
website about different activities and projects
that the SIG is involved in, as well as
information about SIG grants, memberships
and subscriptions. Non-JALT members can
now take part in the SIG through subscriptions,
and information about this and how to join the
SIG as a JALT member can be found on the
website. The AGM minutes from November
2011 are available there if you missed them,
and past issues of Learning Learning are also
fully accessible online. Many thanks to Darren
Elliott, Mike Nix and Hugh Nicoll for all their
work on the website so far, as well as for
maintaining the SIG’s Facebook presence.
Rob Moreau has also been revising the LD
SIG logo, the new version of which you should
start to notice in the coming months. We thank
him for his time and effort on this, too.

Part of the strength of working in teams and
having many different voices to listen to and
acknowledge lies in the breadth and diversity
of input that different issues and decisions
receive. This has helped us all develop further
the 2012 LD SIG Grants and Wider
Participation Scheme, with the first awardees
to be announced in April. It is also helping us
shape our collective planning for the next 12-
18 months following the success of the
Realizing Autonomy project. We would like to
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thank the members-at-large of the committee
for all their constructive criticisms and
suggestions, in particular Phil Brown, Dexter
Da Silva, Ellen Head, Kayo Ozawa, Martha
Robertson, Greg Rouault, Keiko Takahashi,
and Stacey Vye.

Though the story of SIG over the past six
months has been overwhelmingly positive, it
was with great sadness that in January we
learnt of the death of Richard Pemberton, a
close friend of the SIG from its very beginning.
A full tribute to Richard will be published in the
Realizing  Autonomy  Proceedings. The
committee is currently developing ideas for a
fitting and lasting memorial to Richard and his
work in the learner autonomy field, and we
hope to announce more information about this
later this year.

Our final round of thanks goes to Michael
Mondejar and Jackie Suginaga whose
sustained efforts over the past six months
bring to you this fantastic issue of Learning
Learning. We hope that you really enjoy
reading it. As with the newsletter, so too with
the SIG: We welcome vyour participation
wherever you are teaching, learning or using
languages (and whatever languages too) -
elementary school, junior high school, senior
high school, distance learning, graduate
studies, language school or university. May
this new school year be successful and
fulfiling for you in exploring learner
development in many different ways.

With our very best wishes
Andy Barfield & Richard Silver

On behalf of the Learner Development
SIG committee

LD SIG FEESRE
FoTA4 - IN—T4—I)LK
)wF » 2 JLiN—
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Greetings from Learner
Development SIG
Members LD SIGD £ >
N—& Y
BEFEEXNOHT?

LD SIGEE# 4 : Steven Paydon

New to Learner Autonomy?

Steven Paydon, Tokai University

Sig after becoming intimately interested in
learner autonomy. At first, | thought | was
new to this idea of putting the learner in control

I recently joined the Learner Development

of their own learning - but now | am not so sure.

Years ago my family moved to a station, what
Americans :

would call a
rather big
ranch, on the
edge of the
Kimberly
region in
outback
Australia. It was remote and isolated, but that
is actually an understatement. Our nearest
neighbor, literally the house next door, was
12km away. The nearest town was 182km
away, along 120km of unsealed, rough roads
that were often made impassable by flooding
rivers. In fact, the town was so far away, and
so difficult to get to, that we would only go
shopping about four times a year - in a big
truck! We were so remote that we even had
our own airstrip. The airstrip was vital for two
reasons. Firstly, we received our mail once
every two weeks by mail plane. Secondly, and
most importantly, if in case of an emergency
we needed a doctor, the only realistic way to
get help was via the Royal Flying Doctor
Service (RFDS). Needless to say, there were
no schools anywhere remotely near where we
lived. Instead, my brother and | completed our
elementary school years in a pioneer version
of distance learning called School of the Air.

School of the Air derived its name from the
teachers delivering their lessons via HF Radio,
i.e. ‘through the air (schools.net.nt.edu/ksa/).

These radio sets were another essential part of
life for isolated communities. Built into a
rugged, army-green metal box, they came with
a hand-held microphone and a long piece of
wire that you would tie to a stick and throw up
the nearest gumtree for an aerial. They were
mainly used for the RFDS, but so long as there
were no emergencies at any given time, they
could be utilized by School of the Air - or the
odd communications between a very small
amount of people scattered throughout a very
vast region.

Other than that, about the only other thing you
could rely on picking up on the HF radio was
the Indonesian fishing boats chattering away at
night about 1000km to our north.

Each school morning we would sit in front of
these radio sets listening intently to the static
in excited anticipation. Then eventually, we
would hear our teacher’s voice come over the
radio and our class would begin. A typical
morning roll-call would go something like this:

“Good morning KSA Grade 6. This is Mrs.
Fitzgerald. Are you there? Over.”

Suddenly the airwaves would burst to life! A
multitude of young little voices would say, not
in quite the synchronized unison we come to
expect in a physical classroom, “Good morning
Mrs. Fitzgerald. Over.” The adrenaline rush
was almost too
much for a young
boy to stand.
From that
moment on we
were in contact
with the outside

world, and
although our
young

imaginations
couldn’t quite
grasp it, we knew that we were a part of
something big.

Reflecting back now, School of the Air seems
to be my first real introduction to learner
autonomy. Autonomy seems to me to be
having a freedom of choice. My brother and |
were free to choose how much we studied and
when. Just so long as we kept up to schedule
and got our work finished before the mail plane
arrived with our next set of lessons, mum didn’t
really care what we did. This was both a
liberating and motivating experience for us.
Writing on Self-Determination Theory (SDT),
Deci and Ryan (2000) identify three

LEARNING LEARNING 19(1) 5
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psychological needs that, when met, lead to
intrinsic motivation: relatedness, competence,
and autonomy. School of the Air helped fulfill
these needs for us. Although we couldn’t see it,
School of the Air gave us a sense of belonging
to a community. We would check in with our
teacher every school day, and we could hear
the voices of other little kids experiencing the
same wonder as us. We had a sense of
competence because we were learning from
materials designed to be at just the right level
for us (optimal challenge). Moreover, seeing as
there were no other kids, no TV, no video, no
clubs, no shops...absolutely nothing, we were
free from distractions and totally focused on
completing our lessons. Not surprisingly, we
also finished them in haste. And finally, we
also had ample autonomy because, apart from
having to be present for our morning roll call,
we could study whenever we wanted.

Deci and Ryan (2000) also postulate that
students in autonomy-supportive environments
show higher levels of motivation and learn
more than students in controlled environments.
My brother and | can vouch for this, too. We
were proactive and engaged. We used to burn
through those materials so fast that we would
finish two weeks’ work in one week. There
were no school rules for us, no sitting in
crowded classrooms waiting for a bell to ring,
either. In fact, there was no watching a clock at
all. We were interested, excited, confident, and
this translated into performance, persistence,
and creativity. In fact, we were so creative that
once we had finished all our materials, we
would just check in for roll call in the morning
and then knick off down the creek catching
snakes and lizards until the next lot of
materials arrived.

Now | find myself here in Japan. My neighbor
lives only inches away from me, | have over a
hundred channels on my TV, and a
convenience store is always in walking
distance. Like everyone else teaching in Japan,
| also find myself bound by various institutional
constraints. These controls are often a
necessary fact of life as a teacher, but learner
autonomy seems to me to offer us some
balance in regards to overbearing control. That,
combined with my own learning experience,
makes me think that we can use learner
autonomy to motivate our students to reach
higher and achieve more. If we can give our
students a sense of belonging, then they will
work hard for their community. If we can give
them a sense of success, then they will gain
the confidence to push their boundaries. And if
we can give them a sense of choice, then they

6 LEARNING LEARNING 19(1)

will be motivated to take control. My brother
and | thrived on the ability to take control of our
learning. We ended up being sent away to
boarding school in our high school years.
However, my School of the Air experience set
me up to thrive at distant learning when doing
my Masters as an external student. The ability
to take control of my learning was a motivating
experience that | hope | can pass onto my
students.

References

Deci, E., & Ryan, R. (2000). Self-determination
theory and the facilitation of intrinsic
motivation, social development, and well-
being. American Psychologist, 55(1), 68-78.

Katherine School of the Air. Retrieved from
schools.net.nt.edu/ksal/.

Greetings from Learner
Development SIG Member Bill
Mboutsiadis

LD SIG&E B #M &+ : Bill
Mboutsiadis

ello everyone. My name is Bill

Mboutsiadis. | have been asked to

introduce myself since I'm a recent LD

SIG member and to discuss my
understanding of learner development. | hope
to meet more of you during the various events
that are now being developed. As LD
programme chair, I've had the pleasure to
connect with some of you via emails and so
I’'m looking forward to meeting you in person
this year. In this introduction | will also explain
my ongoing understanding of learner
development by specifically discussing what
learner autonomy means for me and how it is
realized with my learners in our shared
learning environment.

| arrived in Japan in March of 2010 with my
family to teach at Meisei University in the West
Tokyo area of Hino City. | have been teaching
in ESL environments for most of my career
though my initial experience was teaching at a
university in Bratislava, Slovakia. Turning
down a JET teaching offer back in 1996, |
started teaching English for Academic
Preparation at the University of Toronto’s
English Language Program. Since then I've
always wondered how things would have
turned out for me if had chosen to go to Japan.
Coming here has thus fulfilled a long-time goal
to have a Japanese EFL teaching opportunity.
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It has also been a great chance for my
children’s growth and learning. My second son
Alexander was born in Niigata in December of
2010. Finally, a major motivating factor to
come to Japan was to re-energize my career
after a recent loss of plausibility and purpose in
my teaching. The professional development
possibilities and academic rigor in applied
research here in Japan have been a major
motivating factor to better myself and has
contributed to a re-evaluation of my
professional belief system. Most memorable so
far has been the many individuals with whom
I've met at various conferences who have
welcomed me as if I'd been here for a long
time. I've been learning on a daily basis here.
With the LD SIG, | have found a great sense of
a community of practice which brings out the
best in everyone. This is what | have been
missing the last 10 years of my career.

Learner autonomy development
As soon as we take our first breath as human
beings upon leaving our mother's womb, we

are born learners.

|+~ l I‘ We are learners
S Sam  in the survival of
» life. The recent
birth of my two
sons in 2009 and
2010, have
demonstrated to
me, as to all new
fathers, the
curious love of
learning. They both are independent explorers
of the world. My wife and | give guidance and
try to create an environment of encouragement
for learning and growth. John, my three-year-
and-three-month old son, is constantly trying to
do things on his own. He literally pushed me
away and wants to do things by himself. He
demonstrates a desire to have control of his
learning through his curious exploration of the
environment around him. | have come to
realize that | should give time for him to figure
things out on his own. With my watchful eye
and positive feedback | am facilitating his
learning through experiences that he is
creating and not simply being directed towards
instructional behaviour from me. Knowing
when to intervene and when not to is key to
maintaining an unobtrusive observation.

In the future, as my children enter educational
settings, there will be attempts to curtail their
independent learning through the conforming
influences of formal institutions. This s
unfortunate and can be stifling for learners. A
loss of control and ownership of their learning

process will occur. | would hope their learning
environment would encourage them to be
independent critical thinkers and encourage
them to seek out truth and knowledge.

| believe autonomy in learning is the taking
back of this loss of control in one’s learning
process. The ability to take charge of one’s
learning is very powerful because it builds
learner agency. Agency creates motivation
through nurturing curiosity and thus developing
a belief that something positive is happening to
one’s self and that there is independent control
that is facilitating this experience. A confidence
is thus created that allows a learner to be a
risk taker in the learning process. This
regained control shifts the responsibility of
learning to the learner as opposed to being
dependent on the educator (Holec, 1981).
According to (Benson, 2001), “the autonomous
learner is one that constructs knowledge from
direct experience, rather than one who
responds to someone’s instruction” (p. 70). As
in my son’s case there is a natural tendency
for learners to take control over their learning.
Autonomy may be displayed in different ways
to different degrees depending on each learner
and the learning situation. Autonomy can be
developed if given the appropriate conditions
and preparation and is a more effective form of
learning than non-autonomous learning.
Autonomy can be illustrated by the famous
quote of Galileo Galilei (1564-1642), “You
cannot teach a man anything; you can only
help him find it within himself.” Furthermore,
within my practice | try to be less of an
instructor and more of a facilitator. My students
are discouraged from relying on me as the
main source of knowledge. | try to encourage
my students’ own capacity to learn on their
own and with their peers. | try to encourage
them to make decisions about what they learn.
This all takes time and patience since it is
basically a re-socialization that needs to take
place.

At Meisei University in Japan, the instructors in
the International Studies Department have
been given great autonomy in instruction and
curriculum development. The instructors have
come together and decided the textbooks for
particular courses. On the other hand, the
department that manages the required general
English courses has basically mandated the
textbooks. In all classes where a text is
required we, the students and |, negotiate the
chapters of the text that they would like to
cover. In some other classes | have gone off
the textbook and used my own material to liven
up the class since the text is so disconnected
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from the learners’ reality. The most autonomy
I have in my teaching context is by being the
chair of the Computer Assisted Language
Learning (CALL) autonomy learning courses.
International Studies majors are required to
take four autonomous learning classes over
the first two years of study. These classes are
quite unique in Japan and take place in a
CALL room. | am lucky as the chair of the
CALL autonomy learning courses since | am
constantly learning and trying to make a
positive learning environment for my students
and instructors. We are constantly adapting
and improving the course. There is no text
book for the class. Most of materials are
developed, provided and introduced to the
students. Students are also encouraged to
seek out other sources for their learning that
may include online websites or other out-of-
class learning opportunities. The class is not
streamed by proficiency levels due to the
logistics of booking the CALL room. This mixed
class context allows for each student to seek
out their own comfortable level of learning.
Students have a choice of their learning
activities on a daily basis. The activities include
a variety of online learning sites, in-house
software, graded readers and some DVDs.
The students are assigned a similar term
project but it allows for self directed creativity
and expression.

Within my classes | try to give as much choice
to my learners as possible. In the autonomy
classes there is absolutely no testing of any
kind unless the students try some online
quizzes. At the end of the term | set up
advising sessions where we look at the term’s
activities and their progress and together we
negotiate their final mark. This situation is quite
unique and can be explained by the fact that
Meisei is a private university which allows

8 LEARNING LEARNING 19(1)

some freedoms. The English teachers have
been given great autonomy in designing the
curriculum. This autonomy would be very
limited in a more conservative national
university. Finally, autonomy in learning in
general, as | see it, is not necessarily a final
destination. It is also not something to be
taught by some individual. It is a life-long path
of continual discovery by both the learner and
educator of what it means to connect with the
world in the search for ultimate truths in life.

Bill Mboutsiadis has been an instructor in the
English Language Program at the University of
Toronto since 1996. He is chair of CALL
Learning at Meisei University and is a high
school TESL certified educator. Bill has been
living in Japan with his wife and two boys since
2010. His research interests include: learner &
teacher autonomy development, Language
education policy, transformative &
sociolinguistic learning theories, CALL, critical
pedagogy, Content & Language Integrated
Learning (CLIL), Dogme, Extensive Reading
(ER), Digital literacy, kamishibai storytelling
tradition, digital interactive storytelling, English
for Academic Purposes (EAP), World
Englishes (WE), art media education,
children’s literature, international field work
learning, and Teachers Helping Teachers
(THT) — international teacher development
workshops and in-service volunteer work.

References

Benson, P. (2007). Teaching and researching
autonomy in language learning. Harlow:
Longman.

Holec, H. (1981). Autonomy and foreign
language learning. Oxford: Pergamon. (First
published [1979], Strasbourg: Council of
Europe.)



Newsletter of the JALT Learner Development SIG

Learner Development SIG 2011 Grant Awardees

LD SIG2011 FEBIR & ZicE

Lessons from the Advising for
Language Learner Autonomy
Conference

FENASS G T — 5
VH—D s 5—F— - F—F
JE—HERBREXRD D
DHEU

lan Alexander Hurrell
University of Birmingham
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s a head teacher

at a small private

language school,

more commonly
referred to in Japan as
an ‘Eikaiwa’ school, |
probably came to the
Advising for Language
Learner Autonomy
Conference at Kanda
University of International Studies (KUIS) from
a different view-point than most of the other
participants who were coming from a university
teaching background.

| find that it is useful to think of an Eikaiwa
school as a kind of fithess gym for developing
English, where each student comes to the
school with different ability levels and also with
a range of goals, such as becoming able to
communicate in a professional environment or
simply for personal interest. In addition, as a
service industry, there is strong pressure to
provide customer satisfaction as the
customer’'s desire to stay at the school is
directly linked to the satisfaction they feel from
the service provided. However,
accommodating all of these different ability
levels and goals can be very demanding on
teachers who struggle to prepare materials to
satisfy their student’s needs and expectations.

This was the case for me in the early years of

teaching at an Eikaiwa school. The sheer
volume of work in constructing personalized
materials for each of my 40+ students was
often overwhelming and would frequently
result in classes that not only failed to satisfy
my student’s needs but also failed to provide a
motivating teaching experience for myself as a
teacher. However, after starting a Master's
degree in TEFL/TESL, | was introduced to
ideas such as learner-centered teaching,
learner autonomy, discovery learning, advising,
self-access learning, etc. This has allowed me
to develop and implement open-ended syllabi
which put me in the role of a learning advisor
and passed control of the student’s learning
progress into their own hands. In this way, |
was able to help my students to develop their
own teaching programs and create their own
materials, tailored to their personal needs. This
has not only helped to reduce the burden of
creating materials on my shoulders, but, more
importantly, it has allowed my students to
develop into more responsible, motivated and
independent learners, as well as creating a
much more positive learning environment at
my school (Hurrell, 2010).

It was with this background that | came to this
conference, with a view to finding out how
others have been applying the ideas of
advising and learner autonomy in their own
teaching situations and how | might be able to
apply them to my situation in the Eikaiwa
industry.

The day before the conference, | was lucky
enough to go on a tour of Kanda’s Self Access
Learning Center (SALC). It was illuminating to
see how KUIS had implemented the concept of
learner autonomy and advising into their center
through full-time learning advisors,
independent learning programs, private multi-
purpose language learning rooms, and a
lounge area where students could come and
chat in English in a relaxed and comfortable
environment. We also had a chance to
observe an advanced writing class where the
students worked collaboratively to investigate
topics of their choosing using the internet and
a variety of other sources and write their own
research papers. It was clear that the idea of
learner autonomy runs deep in the core
philosophy of KUIS, which made it the perfect
setting for this conference.

LEARNING LEARNING 19(1) 9
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The next day, | was impressed to see the
number of people who had come from all over
Japan and also internationally to attend the
conference. After taking part in the
enlightening seminars and chatting with the
participants between sessions, it seemed clear
that conference presenters and participants
shared a number of common issues with
developing the ideas of advising, learner
autonomy and self access learning in ELT.

The first and biggest issue was naturally the
question of how should we introduce the ideas
of advising and learner autonomy to students.
These ideas are still in their relative infancy
and, while the literature provides a lot of
evidence to show how autonomous learners
are more successful, there is still little
information on how teachers can actively help
students make the transition from being
passive learners to independent learners who
are in control of their own progress.

Many of the seminars focused on how we
might address this issue. Howard Doyle from
Kochi University and Michael Parrish from
Kwansei Gakuin University presented their
study on the methods that their learners use to
improve their English outside of class. This is
something that my students often ask me
about so | was interested to hear their findings.
| was amused by some of the more ingenious
methods their students had come up with,
such as switching the language of their
iPhones from Japanese to English. At this
point, their study seemed to be mainly
concerned with identifying the various methods
that their students preferred to use, but | think
it would also be very useful for language
advisors to have more information about which
methods are more successful in improving the
learner's communicative ability. This could be
the subject of a follow-up study.

John Adamson and Naoki Fujimoto-Adamson
from the University of Niigata Prefecture
presented their work on the role of trans-
languaging (alternating between the learners
L1 and L2) during mentoring sessions. This is
a subject that is of great interest to me as |
have often experienced resistance to native
speaker instructors using Japanese in their
lessons at Eikaiwa schools. | believe that this
is primarily because of the perception that an
English-only policy will create an immersion
environment and will aid learning by pushing
the students to speak more English. While this
idea may have some merit, | feel this policy
greatly limits the types of ideas that can be
introduced, especially with lower level students,
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as language has to be kept within the learner’s
L2 ability range. In my classes, | have been
able to get positive results by mentoring my
students using Japanese where necessary and
students have reported greater satisfaction
with their classes. Over time, the management
of my school has gradually become more
comfortable with the judicious use of Japanese
in my classes. Nonetheless, this is still an
issue that | grapple with on a daily basis in my
teaching. Just how much of the student’s L1
should be used during teaching sessions? It
was interesting to hear the stories of how other
instructors dealt with this issue in their classes.
One teacher commented that he only used
Japanese when he got the “blank stare”, an
experience that | think many of us have had at
least one time in our teaching careers.
However, from the range of opinions that were
expressed, | think it is fair to say that the use of
trans-languaging is very much left to personal
intuition at this time. It would be very useful for
the development of language advising to see
more work done in this area to create a set of
guidelines so that instructors can be better
informed about appropriate use of trans-
languaging when advising.

It goes without saying that creating
autonomous learners was a major issue of the
conference, but another issue of equal
importance was encouraging institutions
themselves to promote the ideas of learner
autonomy and advising. It was clear to see that
KUIS had made a considerable investment in
creating their SALC, and many of the
participants who | talked with had come with
the aim of starting similar facilities at their own
universities. However, in these tough
economic times, competition for resources is
fierce between various departments, and
convincing university decision-making bodies
to commit these scarce resources to creating a
center and employing full-time advisors is a
tough prospect. This is especially the case
when there is currently little concrete evidence
to prove that such centers would be
significantly more effective in improving a
student’s communicative ability than
conventional teaching.

This point was clearly illustrated by the
presentation made by Marjo Mitsutomi and
Mariko Sakurada from Akita University, which
has also recently opened a self-access center.
They talked about their difficulties in fighting for
resources and trying to get students through
the doors. As | listened to their presentation, a
lot of the problems they were talking about
reminded me of discussions from my days as a



Newsletter of the JALT Learner Development SIG

business major, such as the need to create a
coherent business model for the center and to
market the center effectively within the student
body. Therefore, it seems that if we promote
the widespread development of such centers,
especially in a commercial industry such as
Eikaiwa, then a sound theoretical underpinning
alone will not be sufficient. We also need a
strong business rationale.

This brings me to the final issue raised in the
conference, that of using ideas from other
fields to aid our research in developing the
concept of learner autonomy. We saw how the
representatives from Akita University
highlighted the need for a clear business
rationale. However, there were other
presenters who had also taken concepts from
other fields. A presentation which greatly
impressed me was given by Satoko Kato of
Kanda Institute of Foreign Languages. Ms.
Kato had conducted research into the various
problems that advisors at her institution had in
their professional development, for example:
understanding their role as a facilitator of
language learning rather than a teacher;
dealing with the uncertainty of advising where
potentially any issue could arise versus the
relative certainty provided by teaching with a
lesson plan; and adjusting the expectations of
both advisor and advisee as to what is to be
expected in advising sessions. Ms. Kato used
a wheel diagram (Kato & Sugawara, 2008) to
plot how advisors and advisees felt about their
advising sessions and used the results to
discuss with advisors about how they could
improve their advising. Neither | nor the people
around me had ever seen this kind of
technique before. When | approached Ms.
Kato to ask her about how she had developed
the idea, she informed me that she had
adapted the wheel diagram from a technique
commonly used in life counseling to help
people improve their life. After hearing this, |
thought that this technique could also be
applied with my students to help them develop
as autonomous learners, and | plan to do this
in the future.

It became apparent that advising in ELT could
greatly benefit from work already done in
related fields, and this issue was encapsulated
by the final presentation given by the key-note
speaker of the conference, Chris Candlin. He
presented his research on the techniques used
by the professional medical industry to advise
patients about health issues and highlighted
how health advisors could not explicitly tell
patients what they should do, but rather had to
employ a number of techniques in order to

guide patients to make the right choices by
themselves. Candlin then went on to
demonstrate how this basic principle may be
applied when advising students to become
more autonomous learners. This further
reinforced the idea that a lot could be learned
from other related fields to develop the idea of
advising for language learner autonomy

So, after all this, what lessons could be taken
away from this conference? It is clear that
there is still a lot of work to do if we are going
to convince both students and institutions to
commit to the ideals of learner autonomy,
advising and self-access learning. This is
especially true of the Eikaiwa industry, which is
commercially driven and wary of abandoning
tried and tested methods. However, if research
into the problems raised in the conference can
be continued with the help of work already
done in related fields, such as business and
counseling, | believe that it will be possible to
overcome these issues. Conferences such as
this one play a great part in exciting people’s
imaginations to explore ways that we might
develop and adapt our own teaching contexts
so that we can help learners take greater
control of their own learning, and | look forward
to making my own contributions in the future.

lan started his teaching career on the JET
program teaching at two senior high schools in
Saitama Prefecture, Japan. After three
productive years on the JET program, he
became head teacher of a private language
school in Sapporo, Hokkaido, where he
continues to help his students to develop into
successful learners of English. Currently, he is
about to complete his Masters in TEFL/TESL.
His main interests lie in learner autonomy,
task-based language teaching and the use of
discourse analysis to help learners understand
pragmatic meaning in authentic materials.
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Some Autonomy-Related Problems
and Possible Solutions
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obedient culture

(one where a person isn’'t able to decide or
behave on their own in most cases) made me
eager to become an autonomous individual. In
the first year of my PhD studies, | became
aware of the concept of learner autonomy and
could name this desire concretely. Then, |
conducted research on some dependent
engineering students with low motivation. They
were dependent in that their English instructor
was complaining about their not activating their
inner mechanisms in terms of shaping and
directing their own learning. On my
supervisor's advice, | started to deal with
learner autonomy. My PhD dissertation is
entitled “An analysis of the factors influencing
learner autonomy in the Turkish EFL context”
(Boyno, 2011). While learning more about
autonomy, | decided to encourage my students
to become autonomous because my students
were, as | observed with the engineering
students, not so independent nor self-directed.
Accordingly, at the very beginning of the
academic term, | administered a questionnaire
to students so that | could find out their
personal diversities: their learning styles,
multiple  intelligence  areas, emotional
intelligences, motivation, attitudes and anxiety
towards learning English, parental attitudes
and English language learning strategies that
they employ. | shared the results with them so
that they could experience more personal
awareness before getting language awareness
and learner awareness. | did not follow the
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ready-made curriculum and the commercial
coursebooks entirely. Instead, my students
decided on the syllabus design, the order of
the units and topics to study in accordance
with their needs and wants. They also
developed their own materials in addition to
using the coursebooks. At the end of the
semesters, they assessed both their own
performance (self-assessment) and that of
their peers (peer assessment).

I am interested in parental attitudes and
autonomy in early childhood, and the
applications of self-access centres. | am also
interested in classroom-based advising. | know
the difficulties of classroom-based advising
(please see my explanation of our presentation
for the details); yet, in last year's IATEFL
Learner Autonomy Special Interest Group (LA
SIG) event entitled ‘Advising for Language
Learner Autonomy’ held at Kanda University of
International Studies (KUIS), | expected to
learn more about the role of the advisor and
that of the advisee and about the advising
process including the development of materials.

| have been teaching English in Turkey since
1995. | worked at both private and public
primary and secondary schools. Everything
was quite traditionally teacher-centred: the
foreign language teaching system, teachers’
way of teaching, administration, and so on. In
2007 and 2009, | presented and listened to
presentations on different aspects of learner
autonomy at the Independent Learning
Association Conferences (ILACs). The LA SIG
event at Kanda was very special for me owing
to its on-target topic: advising. As a practitioner
researcher, | have been aiming to practice
autonomy in my classrooms since 2007
despite facing many problems (the details of
which you will find below where | write about
our presentation). By joining this LA SIG event,
| wanted to learn from other academics’
experiences as to classroom-based advising in
their presentations and to find possible
solutions to my problems.

In 2009, | listened to Marina Mozzon-
McPherson’s presentation at ILAC in Hong
Kong. She talked about advising and how to
deal with advising-related problems. | enjoyed
it very much. Hence, | decided to join the one-
day event at Kanda after flying from Turkey to
Japan for nearly 11 hours non-stop, thinking
that | would be able to listen to Marina again.
Unfortunately, she could not make it to this
event on advising because of some health
problems. (I hope you made a speedy
recovery, Marinal) Yes, | missed her but
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enjoyed and learned a lot from other
presentations.

One of my main points of interest is the self-
access centres (SACs) incorporating materials
available for the students, advisors and
assessment. | satisfied this academic hunger
of mine during the pre-conference visits to the
self-access centres. This was not my first time
at self-access centres. In 2009, | also visited
some centres in Hong Kong as a pre-
conference event before ILAC and in Mexico
when | visited Marina Chavez Sanchez and
her colleagues at Universidad Nacional
Auténoma de Meéxico (UNAM), and Virna
Veldzquez and her colleagues at Universidad
Auténoma del Estado de México (UAEM). |
tried to understand how people design these
centres, how many advisors are employed for
how many students, what the limitations of the
centres are, and what kind of students tend to
make use of the facilities in the centres. |
enjoyed my interviews with both the advisors
and the students there in this sense. | did the
same during the SAC visit before the LA SIG
event at Kanda. | found out that, if not
integrated into the curriculum in any year,
mostly  final-year  students  (fourth-year
students) visit self-access centres aiming to
obtain some materials in their majors to assist
them with their career after graduation. In other
words, they hoped to find opportunities in
English for academic and specific purposes. |
observed that there were not often enough
advisors in SACs. Another problem was not
the diversity of materials but the limited
number of the same materials.

My teaching experience through autonomy
taught me that learner autonomy is a kind of
character education. As one gets older, |
believe it gets difficult to change a person’s
character. Hence, it would be better to start
nurturing autonomous learners when they are
young. And | insist that, even before beginning
school, children should be brought up as
autonomous individuals. In other words,
parental attitudes are of crucial importance.
There is a famous Turkish saying: “A tree gets
shaped when young.”

In the conference, | visited the poster
presentation entitled “Advising using parenting
skills” by Yuki Hasegawa and attended the
presentations entitled “Advisor versus advisee”
by Umida Ashurova, “Developing a deeper
understanding of learning processing during
complex learning tasks” by Luke Carson, “How
a learner changed: Linguistic evidence of
metacognitive awareness in advising sessions”

by Hisako Sugawara, and “Encouraging
learner autonomy through peer feedback in the
writing classroom” by Jennie Roloff-Rothman.
My colleagues Eyyup Akil, Ferhat Dolas and |
gave a presentation entitled “Difficulties of
classroom-based advising”.

The themes of these presentations suited my
interests and the questions in my mind. Yuki’'s
poster introduced the concept of STAR
Parenting (respond to cooperation,
acknowledge feelings, set limits, teach new
skills, and avoid problems). These components,
which are originally proposed for not perfect
parents but growing parents, are used in face-
to-face advising sessions and also in
written feedback on the students’ work by
teachers and aim to assist children in
becoming autonomous by giving them
responsibility to make choices on their own.
Although very practical, the steps of this study
look very difficult to practice in a crowded
classroom in terms of dealing with each
student in details. Nonetheless, | believe that
these steps can be useful with students who
are really eager to learn English at a
reasonable level in spite of their harsh
conditions. What is more, this study positively
confirmed my belief that not only teachers at
schools but also parents at home can do
something to nurture autonomous individuals.

Umida and her two third-year student advisors
talked about the linguistic gains from peer
advising to first-year students through positive
feedback. They shed light on the importance of
the interference of peer advisors’ own learning
styles, and learner beliefs and attitudes in
advising sessions. Some other variables that
they emphasized were cooperation between
peers, credibility of peer advisors, personality,
age, gender, culture, motivation and language.
| asked Umida about her thoughts concerning
the integration of self-access centres into the
curriculum as in their case. She replied that as
a limitation of their curriculum they had to
separate listening skills from reading, writing
and speaking skills and learner training.
Students worked on their listening skills in their
self-access centre as a compulsory part of the
curriculum  while  practicing the other
components in the regular classrooms. One of
the participants suggested that integration of
the self-access centres into the curriculum
raises awareness in students and makes them
explore more about their strengths,
weaknesses, wants and needs. | have seen
that there are different set-ups with regards to
SACs: some are completely integrated into the
curriculum, some are integrated partially into

LEARNING LEARNING 19(1) 13
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the curriculum, and others are separate from
the curriculum. | think it might be a burden for
teacher-dependent students to visit such a
centre and try to make their own way through
their learning. However, as they get
accustomed to the centre and start to be more
successful in their learning, that is, once they
get a taste of success, this burden might turn
into a habit of them making use of centres.

Luke’s presentation was on how cognitive and
metacognitive processing interact in complex
learning situations. In his study, teacher
guidance was replaced with learning advisors’
working with advisees — a very dynamic and
continuous movement between upper and
lower levels of cognitive processing. This
process was improved by all learners’
metacognitive behaviours to various extents.
To him, the upper level of cognitive processing
is a must for the completion of a complex
independent learning task and must be
accompanied by metacognitive learning
concepts such as planning, monitoring and
control of learning. Most of my students are
passive and have low motivation to learn
English. They prefer playing the secretary of
the teacher while they take notes in the
classroom and memorising their notes before
exams as much as they can. Putting aside
whether they can direct their own learning in
terms of planning, monitoring and controlling it
(metacognition), they do not even try to
discover their own wants and needs. Neither
do they try to understand the tasks that they
are assigned (cognition). Thus, parallel to the
findings of this study, cognition and
metacognition should go hand in hand.

Hisako’s presentation described one way to
assist learners to reach their learning goals: by
autonomous  dialogues through  multiple
advising sessions instead of assigning them
with a long to-do list. Hisako’s case study with
one female student put forward some linguistic
evidence as to how her learner’s metacognitive
awareness developed to take responsibility of
her own learning process. At the end of this
informative  presentation, one of the
participants commented that teachers should
focus on not only “what is the student doing”
but also “what does she think she is doing” In
addition, he added that even parents should
personalise the learning process for their kids
and support them metacognitively at their own
reasonable pace instead of asking them to do
everything that teachers require, including
staying up late all night studying. Yes, this was
one of my viewpoints concerning autonomy. |
felt elated to see that there are academics
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thinking in the same way as me.

In Jennie’s workshop, participants discussed
the significance of peer advising and peer
feedback for dynamic and effective
autonomous writing lessons. During the
workshop, through sample essays and peer
reflection worksheets, we played the adviser
and learner. At the end of the workshop, we
found opportunities to speculate on the
applicability of the presented writing materials
to our own contexts and encourage the
promotion of peer feedback in the writing
classroom. | believe that peer advising and
peer feedback should be aimed for when
autonomy is in practice. However, when writing
(a productive skill) is in question, teachers
should be attentive and keep monitoring the
learners’ work.

My colleagues and | aimed to draw attention to
some other elements apart from the learning
advisor which is still a crucial component of
autonomous learning: the education system,
fellow teachers, learners, administrators and
parents in the Turkish EFL context at the
secondary school level. The foreign language
teaching system has imposed ready-made
curriculums and materials. Fellow teachers
have been uninterested in professional
development and have showed resistance to
change and shifts in their roles. Students have
been unwilling to take on more responsibility in
their own learning and are disturbed and
reluctant to leave their comfort-zones.
Administrators have been strictly loyal to the
ready-made issues and concerned about the
students’ disturbance just like parents. At the
end of our presentation, one of the participants
told us that we were not alone in experiencing
these issues. He meant they experienced the
same problems in Japan. Another academic
complained about the restrictions made by
policy makers. In addition, Andy Barfield asked
whether there was an autonomy association in
Turkey. It was an honour for me to say that we
have already started a new association with
my colleagues. We aim to conduct autonomy-
related research at school — starting from
universities down to primary school. In order to
be able to practice learner autonomy in any
circumstance as effectively as possible — at
secondary schools in my case — | believe that
everyone involved (teachers, students,
administrators, parents) needs training.
Additionally, a radical change is needed in the
foreign language teaching system. Fortunately,
the system in Turkey has changed since the
beginning of this academic term. We would like
to start with the three universities in our city
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(Gaziantep). At the same time, we are in close
touch with the Provincial Administration of
National Education to train the English
teachers to help them gain positive beliefs
towards learner autonomy as an initial issue.
Thus, they will be able to encourage their
students, administrators and student-parents
to practice learner autonomy as well. The
students may be encouraged to gain more
responsibility related to their own learning
processes. The administrators and the student
parents may be more patient with the process
and provide the teacher and the students with
some support both financially  and
pedagogically.

All of these points reminded me of two realities
of the Islamic Turkish educational system:
medreses (a kind of religious and scientific
higher education institution) and Holy Quran
courses. At medreses (although rare in
number nowadays, they have been functioning
for centuries), the scholars have their own
classrooms, just like individualised rooms for
different skills at self-access centres. They
educate groups of two students at the same
time by means of assessing their individual
learning out of class. This is to not only
personalise the learning but also provide
opportunities to negotiate in groups. Students
follow their own paths of learning and try to

accomplish the requirements at their own pace.

That is to say, even though some students
start the programme on the very same day,
they may soon find themselves following
different paths according to their levels,
background and pace. As for the Holy Quran
courses, there is a hodja (a teacher) helping a
group of successful learners to go ahead and
work at their own pace. After finishing their
daily requirements, these leading successful
learners are assigned with teaching and
helping some other groups of learners learn at
their own pace. In other words, they play the
role of peer advisors. In both cases (medreses
and Holy Quran courses), learning is not
limited to school or course hours. Rather,
students do research and study out of school
and are scaffolded in their learning when
necessary.

All in all, many questions come to my mind
regarding nurturing autonomous learners and
individuals: How can the teacher be
encouraged to let go of some of their control
and to let their students gain more
responsibility? When should we start giving
responsibility to the students? What criteria
should be taken into consideration while
deciding on the tasks? Should students

choose from ready-made materials or develop
their own materials? When should students
start to develop their own materials? What
kinds of training programmes should be
organised for students, teachers,
administrators and parents? Where should the
advisor start and stop? Is peer advising
practical in all levels? What are the typical
characteristics of an advisor? What are the
roles of teacher-, peer- and self-assessment? |
am planning to pursue my post-doc studies to
find answers to these questions.

Mehmet Boyno received his MA in English
Language Teaching from Gaziantep University,
Gaziantep, Turkey, in 2003 and his PhD from
Cukurova University, Adana, Turkey, in 2011.
His main interests include learner autonomy,
English for specific purposes, teaching young
learners, personal and professional
development, and teacher education.
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Reflections on Autonomy
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in Tokyo last November. I'd like to thank the
LD SIG members for this support. | think these
grants, however small, make a big difference
to part-time teachers. The professional
development costs of courses, books, and
conference fees and transportations costs can
add up over a year when coupled with no
research grants from the universities. Last year,
| had a new addition to my little family, and
before | received notice that | would receive
the LD grant | was seriously considering
cancelling my attendance in Tokyo. However
in the end | participated in five presentations.

My learner autonomy “history”

I've always been a bookworm, so when | first
heard of Extensive Reading (ER) through a
pamphlet written by Rob Waring and published
by Oxford University Press, | was an instant
enthusiast. However, my teaching context at
the time was not conductive to experimentation
so | soon started doing my M.Ed at Temple
University. | think my interest in both ER and
learner autonomy started from my own
learning style and interest in reading. | actually
joined the LD SIG at that time but was unclear
on how to participate besides going to the
national conference, so | let my membership
lapse.

Another source of my interest in learner
autonomy is from my classroom experience.
Like most teachers | experiment in the
classroom to see what works best. Essentially,
| do my own action research daily and | found
the obvious pattern that students would
engage in learning much more readily when
dealing with topics they were interested in and
in ways they were comfortable with. Luckily, in
the past 3 years | have had teaching situations
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that allowed me to be flexible and experiment
with different materials and methods to follow
up this interest. Some materials and methods |
have tried are extensive reading, portfolio
assessment, negotiated syllabi, projects,
vlogging (video blogging), webquests, and
various social media applications.

Autonomy research group

Last year | joined a group of 6 researchers
from various universities but based at Kansai
University of international Studies. The focus
of the group is learner autonomy. We
administered a survey to almost 1000
participants at various universities around
Japan.

The research was inspired by a study
conducted by Holden and Usuki (1999), which
attempted to correct the misconception that
Japanese university students are somehow
less autonomous than learners from other
cultural backgrounds. Their study utilized 10
open-ended interview questions to elicit
students’ attitudes and beliefs about learning,
their expectations of themselves, and their
expectations of their teachers in the learning
process. Our study, however, utilized a
questionnaire used by Ustunluoglu (2009) in
Turkey. This questionnaire contained 22
questions to elicit: what learning decisions and
tasks students perceive as their responsibility,
what learning decisions and tasks are their
teacher’s responsibility and what learning
decisions and tasks they perceive they are
capable of doing. The final goal is to measure
students’ perceptions of responsibility and
ability in the classroom - two main learner
autonomy dimensions laid out by Littlewood
(1999).

The process of doing this research has been
as interesting as the outcomes. As the last
person to join the group, | had no say in the
initial structure of the research. However,
being able to collaborate with a large group
and participating in the process of collecting,
coding, and analyzing data from a study of
over 1000 respondents was a valuable
experience.

My classes

| have been lucky enough to have been
teaching in places where | have teacher
autonomy. To me, teacher autonomy is the
freedom to experiment and be creative in the
classroom. This has allowed me to experiment
with using new technologies, peer assessment,
syllabus negotiation and other student-
centered teaching methods.
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| saw Steve Quasha’s Best of JALT 2008
winning presentation at a Kobe chapter
meeting on portfolio and peer assessment, and
have been working on variations of that idea
for over 3 years. Some things | like about this
method are: the students reflect on what they
have done over the whole course, the
audience is more than just the teacher, the
students have choices about what they will put
in their portfolio and how they will present it. As
well as English skills the students need to use
artistic  skills, and, most of importantly,
students choose to share some surprising
personal information about their successful
experiences that brings the group closer
together. Students always give this sort of
evaluation good feedback.

| have also been experimenting with new ways
for students to present their information. Some
ways | have tried have been Pecha Kucha
(see pecha-kucha.org), Prezi (see prezi.com)
presentations, poster presentations, and video.
Recently, the production and consumption of
video has been a major area of student activity
in and out of class. One reason for this is
Facebook and smart phones make it extremely
easy for students to make and share short
videos and interact with each other.

Recent interests

For the last few years | have been really
interested in polyglots, people who speak
multiple languages, and their take on language
learning. Their perspective is a little different
than that of a language teacher, but they are
the ultimate successful autonomous language
learners so they must have something to say.
Of course, throughout history there have been
many good examples of polyglots, but in the
digital age there are a few that have caught my
attention: Steve Kaufman
(thelinguist.blogs.com and lingg.com),
Khatzumoto (alljapaneseallthetime.com), and
Benny Lewis (fluentin3months.com). All three
are very successful and autonomous language
learners. They are not particularly supportive
of language classes and teachers, but rather
advocate Krashen-style input learning methods
such as extensive reading and listening.

JALT National

Autonomy seems to have become a buzzword
in the teaching community. At every session |
attended the presenters mentioned autonomy
and how their topic would positively affect
student autonomy. This may have been due to
my own focus but the presentations were often
random ones | chose for their time and location

next to my presentations rather than their
particular topics. Since then | have noticed
learner autonomy mentioned in almost every
local presentation as well.

I’'m embarrassed to say | had not heard of Phil
Benson until his keynote speech, which piqued
my interest. Through attending the LD SIG
forum and dinner, | had the good fortune of
talking to him at length. | have since bought his
book and am currently working through it.

| participated in five presentations at the 2011
JALT national, four of which were connected to
learner autonomy. The first was titled
‘Examining Learner Autonomy Dimensions”
from the project described in the third section
of this article. The second was titled “The 24
Hour English Challenge”. In this project we
asked students to volunteer to use English all
day on a non-school day. Originally, the idea
was for students to individually try a variety of
autonomous activities but in collaboration. It
evolved into groups of students interacting in
English in the community while completing fun
tasks. This worked well and was very
satisfying when students recreated the idea
themselves without direct teacher input (but as
invited participants). The third presentation
was entitled “Using Google Docs in the Writing
Classroom”. This was mainly an introductory
presentation describing for teachers on how to
use the Google Docs tool. However, the focus
of the activities was on groups of students
working autonomously on writing projects
collaboratively on line. The last presentation
was titled “Developing an Audience for ESL
Writers”, which looked at using the Internet to
create spaces for students to create real
meaningful content that others want to read
and in turn motivate students to learn more.

Future

My main project next year is how to create an
audience on the Internet for student work.
Students react positively to an appreciative
audience for their efforts. With the
development of the Internet and social media,
this has become easier than ever before. I'd
like to start a blog, YouTube channel and
Facebook page where students write about
what interests them about Japan in English
and attract people around the world who are
interested in Japan.

A second project is an English Speakers’ club.
Students from various universities would meet
to do fun activities in English only. Students
often express a need to find social situations to
use their English and meet others who want to
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do the same.
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ere anyone to
conduct a
genre analysis

of ELT conference
reports, they would

doubtless arrive at the &i'm
conclusion that -
conferences are A N
unremittingly sunny T
affairs, and —

presentations always professional, thought-
provoking and engaging. But of course the
reality is not quite the same. Conference-going,
like any other activity, has its fair share of
frustrations and disappointments. It's just that
these aspects of the experience rarely seem to
make it as far as the reports, and with good
reason considering the huge amount of
volunteer work that goes into organising a
conference on the scale of JALT National. It
seems almost inconceivable to report on a
conference in anything less than glowing terms,
as if to mention a negative experience is in
some way a criticism of the conference as a
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whole. Even though this is most emphatically
not the case, it is thus with some trepidation
that | must report that my two days in Yoyogi
included both ups and downs.

Despite the risk of living up to the common
stereotype of the British as being obsessed
with the weather, it would be difficult to write a
balanced report on this year's conference
without mentioning the torrential rain which
persisted throughout the whole of the first day.
| wish | had been able to ignore the effect of
the downpour which set in when | was in the
that a walk across the park from Harajuku
would be a more pleasant way to get to the
site than attempting to change trains at the
intimidatingly complex (to a non-Tokyoite at
least) Shinjuku station. Sadly though, that
would require a more phlegmatic character
than that which | possess. Needless to say,
arriving soaking wet was not a good start to
the day, and with events split between three
buildings drying out was never more than
temporary. This combination of bad luck and
my own bad judgment led me to reflect upon
how these two factors can impact upon the
conference-going experience.

A more predictable, but equally unavoidable
problem, relates to scheduling. While one of
the great advantages of a conference the size
of JALT National is that there will almost
certainly be a presentation appealing to your
interests at any particular time, the downside
of this is that there will often be more than one.
Thus, when deciding on my first presentation
of the day during my shinkansen journey from
Kyoto, | was faced with the dilemma (trilemma,
perhaps?) of choosing between three
presentations which, for very different reasons,
appealed to me roughly equally. Greg Sholdt's
Featured Speaker Workshop - Getting started
with quantitative research, sounded just the
kind of thing | needed to help me with my
current research, in which | am looking at ways
teachers can encourage learners to make self-
directed revisions to their writing, rather than
relying on teacher feedback. Yet on the other
hand, | really wanted to hear Marcos
Benevides introducing his new series of
graded readers, based on the Choose your
own adventure series | enjoyed as a child. As
next year | will be starting a new job at a
university with a well-established extensive
reading programme, | was especially
interested in discovering whether the ELT
version of the series had managed to retain
the atmosphere of suspense and reader
involvement | recall from my own reading.
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Finally, a short paper by Paul Leeming and
Stuart Cunningham on group dynamics and
leadership in the classroom, the importance of
which | feel to be vastly under-represented in
ELT research, was something | didn’t want to
miss. In my own teaching, | have long been
mystified as to why certain classes seem to gel
far more successfully than others, and was
hoping to gain some insights as to how | might
be able to promote greater cohesion in my less
successful groups.

Ultimately, my poor planning led to me arriving
late and took the decision out of my hands, but
the process of deliberation made me think
about how any one delegate can only ever see
a tiny fraction of what is on offer at JALT
National, and how the decisions that we make,
which involve both luck and judgment, are to a
large extent responsible for our perceptions of
the event as a whole. Luckily, | was able to
attend a later presentation by Sholdt on a
similar topic, and was thoroughly glad | did so.
Even more fortunate was the fact that no
Health and Safety officers happened to look in.
By the time the presentation began, a room
designed for around 20 people held twice that
number. However, it was well worth the effort
to squeeze into the room. While quantitative
methods can seem intimidating to the novice
researcher, Sholdt’'s clear explanations and
sheer enthusiasm for his subject left me with
the feeling that quantitative research was no
longer the impenetrable mystery | had
previously thought, but something | could see
myself eventually getting to grips with. While |
doubt | will ever attain a true appreciation of
what the presenter termed the ‘beauty behind
the numbers’, Sholdt's example of an early
research project he conducted into extensive
reading helped me to realize both that potential
sources of quantitative data are readily
available in the classroom, and that results can
be analyzed and presented in ways that are
both meaningful and comprehensible. To
practicing language teachers, such as myself,
who have only a rudimentary knowledge of
statistics, it would be a refreshing change were
more quantitative researchers to consider just
how accessible their work is to the typical
reader.

By 5.30 on Saturday evening, many delegates’
enthusiasm may have been starting to wane,
and my thoughts were turning to the first beer
of the night rather than the last presentation of
the day. After an early start and a long,
information packed day, what | needed was a
presentation that could re-energise me. Given
that Richard Silver is not only co-coordinator of

the LD SIG, which generously sponsored my
participation in this year’s conference, but also
a colleague and a good friend, | am about to
lay myself open to charges both of sycophancy
and subjectivity. However, not to mention
Richard’s presentation in this report would
seem fundamentally dishonest, as it was by far
the best | saw at this year's JALT, providing
me with just the burst of energy | needed at the
end of the day. Focusing on the issues and
challenges  which  arise  when using
presentations in the language classroom,
Richard suggested several ways in which the
activity can be transformed from one
dominated by one-way transmission of
information by a single student to an
experience in which the entire class can be
more actively involved. Even more than the
highly stimulating content, what set this
workshop apart was the innovative way in
which the presenter managed to create
genuine interaction between participants who
had been strangers at the start of the session.
Too often, in my experience, presenters’
attempts to promote audience interaction in
workshops feel forced, awkward, and at times
pointless. Yet in this case, the group activity
Richard engaged us in was not only integral to
his theme of Growing autonomy in
presentation-discussions, but also immensely
enjoyable. In spite of the knowledge that that
first beer was waiting for me, | left the room
wishing the presentation could have gone on
longer.

After such a positive ending to the first day,
and with a dry pair of shoes on my feet and a
blue sky overhead, my expectations were high
as | set out on Sunday morning for the first
plenary speech of the day. A quick glance
inside the cover of any of the books in the
Cambridge Language Teaching Library
reinforces the view that Jack Richards,
responsible for more titles in this series than
any other author, is without doubt one of the
giants of our field. Yet a speaker being an
‘internationally renowned applied linguist,
teacher educator, and textbook author’, to
quote Richards’ biodata from the conference
handbook, does not necessarily guarantee a
good speech. Richards though, more than
lived up to his reputation, delivering a wide-
ranging plenary covering some of the most
fundamental issues in our profession, and
doing so without apparently feeling the need to
pause for breath! As Richards himself
acknowledged, the scope of this plenary was
such that to do his subject full justice in a mere
hour was an ambitious goal. But while the
sheer breadth of topics covered meant that at
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times the audience may have been left wishing
for greater depth, personally | felt that Richards
did a fine job in walking (perhaps sprint would
be a better choice of verb?) the tightrope of
offering something to novice teachers, 40-year
veterans, and everyone in between. As a
member of the latter group, of particular
interest to me was the importance Richards
ascribed to disciplinary knowledge and
pedagogical content knowledge. While | would
certainly agree with the presenter’s assertion
that teachers who possess both types of
knowledge are more likely to be more effective
than those who do not, | also wonder about the
potential impact of when and how that
knowledge was obtained. My practical
experience of teaching preceded the
theoretical knowledge | have gained, a
situation which would be decidedly odd in most
professions, but which does not seem unusual
among EFL teachers in Japan. It seems to me
that overlaying theory onto practical
experience, rather than vice versa, may have a
significant impact on the ways in which we
develop as teachers.

As Sunday drew to a close | faced my final
scheduling conflict of the weekend, with my
own presentation beginning at the same time
as the LD Forum. Thankfully, although I
missed most of the poster session, | was able
to arrive in time to enjoy the stimulating round
table discussion which closed the event, and
for me, the conference. While the need to
return to Kyoto that evening meant that, much
to my disappointment, | was unable to join
other SIG members for dinner, | was at least
provided with food for thought: Phil Benson’s
observation that there is a degree of conflict
between the principles of learner autonomy
and sociocultural theory leading me to reflect
on the need to be aware of this potential
conflict in my own classroom. And it was with
that thought in my head that my participation in
JALT 2011, made possible by the much
appreciated grant | received from the LD SIG,
ended. Now, looking back through the
conference handbook as | write this report, |
am reminded once again of the incredible
variety of expertise that language teachers in
Japan possess, and only regret that limited
time allows us to enjoy such a small amount of
what is on offer at JALT. But perhaps it is
better to be left wanting more.

Matthew Coomber has been teaching English
in Japan since 2001. Having spent the past
five years working at Ritsumeikan University,
he is looking forward to different challenges
when he takes up a new position at Kyoto
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Sangyo University in April 2012.

5-year membership of
JALT: Buy 4 Get 1 free!

JALT is currently running a ‘5 years for 4’
membership campaign where you can
pay for 4 years’ membership of JALT (4 x
10,000 yen) and receive one year free
(i.e., get a total of 5 years membership of
JALT). The campaign runs from March 1
to August 31 2012. If you sign up for a 5-
year membership within that period,
you will also have a chance to win a fees
waiver for this year’s conference, to be
held in Hamamatsu, Shizuoka, October
12-15 2012. For more information about
joining JALT, go to:
http://jalt.org/main/ membership.

At present there is no SIG-wide
agreement about running a similar offer
for your SIG memberships, so if you do
pay for a 5-year JALT membership,
please note that you will - for the time
being - still need to pay your 1500 yen
SIG memberships(s) on a yearly basis.
For detailed information about joining
the LD SIG as a JALT member or
becoming a LD SIG subscriber as a non-
JALT member, please go to http://1d-
sig.org/join/.

If you have any questions or comments
about any of the above, please contact
the Learner Development SIG

membership chair Rachelle
Jorgenson
rachellejorgenson@gmail.com.

Many thanks.
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Developing an online environment to enable the
independent learning of English pronunciation
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Mathew Porter
Hiroshima Bunkyo Women’s University
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Abstract: This exploratory study examines an online pronunciation course designed to (a) help
university students develop meta-linguistic knowledge about pronunciation, (b) gain familiarity with
cognitive and meta-cognitive strategies (c) develop self-monitoring skills, and (d) develop phonological
competency individually and at their own pace. 110 low-intermediate, first-year university students in a
required listening course completed eight post-module questionnaires and provided feedback on six
areas using a 5-point Likert scale. Two additional questionnaires administered at the end of the
semester asked students about their perceived improvement, performance, helpfulness of the
assignments, and other aspects of the class in general. All questionnaires allowed for open comments.
The results showed students desired more guidance with segmentals and preferred Japanese
instructions. Open comments suggested the course provided a satisfactory environment for achieving
the above goals, but improvements could be made by including more multimedia, more freedom, and
more voices.

Keywords: pronunciation learning strategies, metalinguistic, self-monitoring, autonomy, CALL
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students struggle to accurately perceive and reproduce the sounds of English. According to

Pawlak (2010), the complexity of foreign language pronunciation and the difficulty of achieving
phonological competence in an EFL environment can be alleviated by fostering learner autonomy.
Learner autonomy, as it relates to pronunciation learning, entails being able to self-monitor and self-
evaluate so as to set goals, plan the learning process, and choose suitable strategies for improving
one’s pronunciation (Pawlak, 2011). However, this may prove impossible without a phonetic and
phonological awareness of English (Vitanova, 2002) which can be developed through training in
pronunciation learning strategies (PLS).

M any teachers of Japanese students of English are already undoubtedly aware that many
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Research into PLS is still in its early stages, and there have been few studies examining what kinds of
strategies exist and which would be beneficial to introduce to adult EFL students. Peterson (2000),
describes 21 different tactics that her participants—American university students of Spanish—had
used when studying pronunciation and organized them according to Oxford’s (1990) classification
system. Cognitive and metacognitive strategies, made up of naturalistic and formal practice, learning
about and analyzing the sound system, setting goals, planning for language tasks, and evaluating
oneself, were the most common PLS used. (For other studies on PLS see Derwing & Rossiter, 2002;
Eckstein, 2007; Osbourne, 2003; and Varasarin, 2007.)

Getting students to self-monitor and self-evaluate means explicitly teaching students about specific
features of English pronunciation (Vitanova, 2002). In the metacompetence model of phonological
acquisition, Wrembel (2008) describes phonological metacompetence as “conscious knowledge of
and about the grammar of the language and which may be developed by making the learner
metalinguistically aware of L2 phonetics and phonology” (p. 2). Wrembel has proposed an approach
for teachers to help students develop phonological metacompetence, made up of basic awareness-
raising activities, articulatory control exercises, informed teaching techniques, and the use of
multimedia learning aids, which will “equip students with self-monitoring strategies” (p. 2). This
strongly suggests that there is value in explicitly teaching pronunciation features even though this has
been seen as incompatible with the communicative approach (CA). However, pronunciation teaching
has gradually come to focus on the importance of producing comprehensible speech (over nativeness)
because it facilitates communication. This means that both segmentals that have a “high functional
load” such as vowel sounds found in minimal pairs and meaning-rich prosodic features should be
taught so students can develop phonological competency (Celce-Murcia, Brinton, & Goodwin, 1996).

Perception plays a key role in the development of phonological competency, and the L1 greatly
influences how L2 sounds are perceived because the perceiver must have enough prior knowledge to
identify, interpret, and sometimes even review and reappraise the underlying phonological units in
order to accurately process language (Tatham & Morton, 2011). Research has shown that adults can
become able to perceive and produce phonemes crucial to communication in the L2 and create new
categories for those sounds (for an extensive discussion of this and other aspects of the Speech
Learning model, see Flege, 1995). It has also been shown that L2 vowel production is influenced by
how L2 vowels are perceived and that non-native subjects’ accuracy is related to their accuracy in
perceiving the same sounds (Flege, 1997). There is also evidence that perceptual training can lead to
improvement in production, even without teacher-instructed articulation practice (Thomson, 2011). For
suprasgementals, Abe (2009) found that providing Japanese university students with instruction about
rhythm, linking, assimilation, and elision produced gains in perception and production of those features.
(For other studies documenting the effectiveness of teaching suprasegmentals in order to improve
perception and production see Derwing & Munro, 1998; Pennington & Ellis, 2000; Tanner & Landon,
2009.)

In the case of Japanese, the influence of the student’s L1 creates serious perception and production
problems at both the segmental and suprasegmental levels. Two influential features of Japanese that
effect English pronunciation are the lower number of vowel and consonant possibilities and its
predominantly consonant-vowel (CVCV) syllable structure. Since Japanese only has 5 vowels and
lacks consonants such as v (/v/) and th (both / 6/ and /&/), English words represented in Japanese are
noticeably different and often far removed from their English equivalents. Also, the syllable structure
makes consonant clusters and closed syllables problematic (Rogerson-Revell, 2011).

Unfortunately, the use of katakana as an aid in English reading and the large number of loanwords
from English modified to fit the Japanese sound system reinforces these problems (Martin, 2004).
Furthermore, there are prosodic differences as well because Japanese is a mora-timed language,
which means that almost all sounds represented by the kana syllabary are of the same relative length
when spoken. In other words, (& (ha) andd (a) are the same length, but &% A (an) or % d (aa) are
actually twice as long. Additionally, stress is distributed equally on each syllable and vowels are
seldom reduced, so both rhythm and intonation are markedly different from English (Tsujimura, 2007).

Although Japanese students’ formal study of English begins in junior high school, most students don’t
receive enough pronunciation guidance or extensive exposure to comprehensible listening input
before entering university. Historically, the approach to English teaching at the junior high and high
school levels has focused on reading and grammar while preparing students for entrance
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examinations, which until recently did not focus on communication and therefore comprehensible
pronunciation. In addition, junior high and high school teachers have reported lacking an
understanding of English phonetics and phonology as well as training in methods for effectively
teaching pronunciation in their classes (Kochiyama, 2011). Naturally, the majority of pre-university
Japanese students of English have been exposed to non-Japanese English through popular culture
and perhaps access to non-Japanese English teachers at the primary or secondary school levels, but
by the time they reach university they still lack extensive experience listening to simple, non-Japanese
English with their attention focused on pronunciation features (Nakashima, 2006).

University teachers hoping to assist students in developing students’ ability to perceive and produce
English more accurately might find it hard to effectively support their students due to large class sizes,
time restrictions, curriculum constraints, and individual differences in ability and motivation. As more
universities adopt Moodle and similar virtual learning environments, teachers might be attracted to
such environments as a way of coping with classroom limitations and start to design and share
multimedia content for pronunciation study. Such online environments, especially if they incorporate
web 2.0 features allowing for collaboration and interaction, could help to foster autonomy (Bailly, 2010)
as students learn to pay deeper attention to English and monitor their own pronunciation.

This paper introduces an exploratory project | undertook to develop an online Moodle environment
where students could access explanations and examples in English and Japanese in order to develop
their metalinguistic knowledge of English pronunciation, gain familiarity with cognitive and
metacognitive strategies in order to develop self-monitoring skills, and explore activities and links to
external sites where they could develop phonological competency individually and at their own pace.
This project is in its early stages and this preliminary study was initiated to discover if the above goals
were being met and in what ways the online environment could be improved. My hope is to create a
shared, collaborative space for teachers and Japanese students of English which effectively achieves
the above stated goals.

The class

The Moodle course was made up of 8 modules covering, in chronological order: morae, phonemes,
syllables, vowels, consonants, ellipses and elision, stress 1, and stress 2. Since Moodle allows
creators to hide or show content to course members, pronunciation modules were prepared in
advance and hidden until that week’s class had finished. At the end of a class, a new module was
revealed and students were told to complete it by the next class.

The first three modules - morae, phonemes, and syllables - used a contrastive approach to get
students to notice particular features about the English sound system vis-a-vis the Japanese. All three
modules included English introductions to the topics with exercises, discussion board activities (for
example, posting rhyming words or haiku), and quizzes. Beginning with the vowel module, the
remaining modules were delivered using Japanese.

Two modules were created to reintroduce and review phonemes. The vowel module dealt with the
differences between Japanese and English vowel sound categories, the physical articulation of vowel
sounds, and self-awareness activities such as reporting about the shape of one’s mouth when making
Japanese vowel sounds. The approach used in the consonant module was similar except students
were given instructions to go offsite to a free phonetics lab
(http://www.uiowa.edu/~acadtech/phonetics/) which has flash animation, video, and native examples.
Using these materials, students were asked to report which consonant sounds were difficult to hear
and make. Although the morae topic was not reintroduced in Japanese, syllables were reinforced in
the remaining suprasegmental modules where possible. The ellipses and elision module used
recorded examples and quizzes to introduce students to the elimination of unstressed sounds
(ellipses) and the addition of glides (the semivowels /w/ and /j/) between vowel sounds to aid in
pronunciation (elision). Stress 1, the most independent module, asked students to select unknown
words from the unit vocabulary list and note the word’s syllables and stress pattern in their vocabulary
journals. It also included a listening activity where students listened to two words and answered
whether their stress patterns were the same. The final module, Stress 2, introduced stress differences
in noun-verb homophones with word and sentence examples for practice and testing.

Since each module was created after viewing feedback from a previous module, the development of
materials and the approach was organic and tried to respond to student needs within the limitations of
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the environment. As will be discussed below, the lack of feedback and desire for further guidance
were ever-present challenges, so where appropriate | addressed this by making Japanese-language
videos and uploading them to the course. Being reactionary, these do not neatly fit into the modules,
and could be conceived of as a “review” section added into the following week’s modules. In total, |
made 11 videos for the course. Using the information about difficult consonants reported by students, |
made 10 videos explaining how to articulate the difficult sounds, indicating where a similar sound
might already exist in Japanese, and introducing practice exercises. The final video explained how to
notice syllable boundaries using the mouth’s movements.

Additionally, for homework students were responsible for listening to a 15-minute Voice of America
(VOA) Special English (http://www.voanews.com/learningenglish/home/) short story, completing one
video on English Central (EC) (http://www.englishcentral.com/), doing the self-study unit from the
textbook (Listen In 1, Nunan, 1998), and keeping a vocabulary journal of unknown words from a word
list from the VOA short stories and textbook.

Participants

The participants in this study were 111 first-year students from a university in western Japan majoring
in Law (n=51), Commerce (n=37), Economics (n=29), or Human and Environmental Sciences (n=4).
All students were enrolled in English I, a required listening course focusing on TOEIC preparation,
which met once a week for 90 minutes, 15 times during the first semester. The TOEIC Bridge was
used as a placement test for incoming first-year students, and all students had tested into level 3 (low
intermediate), the highest first-year English level at our university. Two classes were made up entirely
of students from either Law (TOEIC Bridge average 145; Listening section average 69) or Commerce
(146; 68), while the final class serviced the Economics department and Human and Environmental
Science (145; 68) department.

Method

Data was collected using Moodle questionnaires (Appendix 1) in which students were asked if they
completed the module (P) and for feedback on 6 areas: ease (E), meaningfulness (M), comprehension
(C), interest in studying further (1), need for guidance (G), and language (L) using a 5-point Likert scale.
They were also given space to freely write comments. The first questionnaire was delivered
electronically in class and covered the first three modules: morae, phonemes, and syllables. It was
given after a test and all students were able to finish before the end of the period. In subsequent
weeks, a questionnaire was available online as the final step of each module and students responded
to them on their own. From this data, | tabulated student participation on each module and calculated
the means and standard deviations for each area. | then translated, coded, and tabulated open
comments.

After the final exam, students completed a final Moodle questionnaire (Appendix 2) in class asking for
feedback on course assignments, including the pronunciation modules. Afterwards, they filled out the
university’s course survey. Again, students had enough time to complete all of the questionnaires. |
was able to instantaneously view responses to Moodle questionnaires and received the analyzed data
from the university’s survey along with any open responses after the semester ended. | tabulated the
responses from the Moodle questionnaire and then translated, coded, and tabulated all of the open
comments from both questionnaires.

Results
Figure 1 shows students’ self-reported progress for each module based on questionnaire responses.
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Figure 1: Participation per module

As Figure 1 shows, all students report having either completed or attempted the first three modules
(N=110). After the third module, students began to fail to respond to the questionnaire, so it can only
be assumed that they did not attempt the weekly activities. The final module was undertaken by only
half of the original 110 participants, although the weekly participation is not a simple downward trend.
The number of students attempting but not completing the modules does decrease steadily.

In the final Moodle questionnaire at the end of the semester, students were asked if they had
completed all of the modules in the pronunciation course and 74% of the respondents (N=108)
reported that they always did, 23% reported that they sometimes did, while only 3% said they had not
completed one module. Figure 2 shows the distribution of completion numbers based on responses to
the module questionnaires.

Modules completed 0 1 2 3 4 5 6 7 8 9 | Total

Number of students 5 4 6 17 17 18 15 14 14 10 | 110

Figure 2: Total number of modules completed

Accordingly, only 13% of students completed all of the modules and 83% completed some of the
modules. The questionnaires were voluntary which may account for the large discrepancy.

The means and standard deviations for student responses to the 6 areas investigated are displayed in
Figure 3. The greyscale represents the scope of the first questionnaire and (N) is the number of
respondents. In the first three modules, only English was used, and language (L) above shows that
students had a strong desire to have the modules presented in Japanese, which was subsequently
accommodated.

N E M c | G L
Mora 110 281 349 303 305 359 3.88
SD 087 1.00 100 097 096 0.99
Phonemes 110 263 327 271 294 349 388
SD 094 082 088 089 088 094
Syllables 110 282 335 312 305 336 3.77
SD 094 093 087 092 100 1.00
Vowels 73 204 389 285 333 392 31
SD 088 105 1.08 109 100 097

Consonants 65 251 388 317 343 374 3.03
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SD 095 105 094 093 085 086
E&E 0 279 375 331 341 359 315
SD 092 107 091 099 081 080
Stress1 67 322 378 351 349 343 312
SD 099 123 1.00 106 098 094
Stress2 56 355 409 395 376 356 3.35
SD 1.02 1.08 109 103 095 079

Figure 3: Means and standard deviations for the six areas

E M c I G
Stress 2 Stress 2 Stress 2 Stress 2 Vowels
3.55 4.09 3.95 3.76 3.92

Stress 1 Vowels Stress 1 Stress 1 Consonants
3.22 3.89 3.51 3.49 3.74
Syllables Consonants E&E Consonants Morae
2.82 3.88 3.31 343 3.59
Morae Stress 1 Consonants E&E E&E
2.81 3.78 3.17 341 3.59
E&E E&E Syllables Vowels Stress 2
2.79 3.75 3.12 3.33 3.56
Phonemes Morae Morae Syllables Phonemes
2.63 3.49 3.03 3.05 3.49
Consonants Syllables Vowels Morae Stress 1
2.51 3.35 2.85 3.05 343
Vowels Phonemes Phonemes Phonemes Syllables
2.04 3.27 2.71 2.94 3.36

Figure 4: Means ranked by area

Two areas, (E) and comprehension (C), were the most variable and did not seem to be related to the
language of delivery. The means for meaningfulness (M) were higher once the modules were
presented in Japanese. Starting with the fourth module, it can be assumed that only the students who
found the pronunciation modules meaningful continued to pursue their independent study. Interest (1)
in studying the module topics in greater detail was low when the modules were in English, climbing a
little after they were presented in Japanese. Desire for additional guidance (G) was highest with
segmentals; however, students seemed to consistently want guidance on other modules regardless of
language of instruction.

In Figure 4, the means of five areas—ease (E), meaningfulness (M), comprehension (C), interest (l),
and guidance (G)—have been rearranged in rank order from highest to lowest.

Morae, Phonemes, and Syllables could be considered the test phase of the project as the modules
were not well received and the results of the questionnaire were taken into immediate consideration to
improve the following modules. These areas ranked worst in meaningfulness, comprehension, and
further interest. Even though they were in English, they ranked higher in ease than modules covering
segmentals in Japanese. Although 110 students completed the questionnaire, comments were
received from only 12 students on the Morae module, 10 students on the Phoneme module, and 6
students on the Syllable module. Their responses are recorded in Figure 5 further below

The responses show students had difficulty dealing with unfamiliar topics and they wanted more

support in the form of additional explanations, in-class guidance, or Japanese language. The two
modules dealing with segmentals, vowels and consonants, ranked low in ease and comprehension,
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high in meaningfulness, and highest in desire for guidance. This suggests that there is something that
made the segmental modules difficult and hard to understand while participants believed that the
content was important to know. Comments from 17 students on the vowel and consonant modules are
summarized in Figure 6.

Although the module had asked students to focus closely on the physical aspects of sound and the
desire for more guidance was requested in the articulation, this proved challenging for some students
form of in-class teacher intervention and the use of more examples. In response to this, more visual
and aural examples were created to help students understand consonant articulation. As a result,
students had remarked how much easier the consonant module had been thanks to videos,
animations, and recordings.

Respondents

Comment M P S
| don’t understand. 2 3 2
| want to know more. 1 1 0
Please explain it more. 3 2 2
I don’t even understand this topic in Japanese. 1 2 0
I've never studied this before. 0 0 1
Please talk about it in class. 2 1 1
Please use Japanese. 2 0 1
I'm not good with computers. 1 0 0

Figure 5: Comments from Morae, Phoneme, and Syllable modules

Respondents
Comment v c
Articulating vowel sounds is difficult. 5
| want more guidance. 5
I'm trying to pay more attention when articulating 4
vowel sounds.
The vowel charts were helpful. 2
The recordings were helpful. 1
The consonant module was easier than the vowel 3
module.
It is hard to read/write pronunciation symbols. 3

Figure 6: Comments from Vowel and Consonant modules

The Ellipses and Elision module ranked around the middle in most areas, but low on ease. Both
ellipses and elision rely on an understanding of syllable boundaries, with which students were still
having a problem. Comments were received from 18 students and are listed in Figure 7 (see below).
This time students commented on my Japanese, although more comments were expected because
there was no native Japanese input on any of the Japanese language materials produced. In addition,
these comments are what lead to the creation of the syllable video with link to additional syllable
practice at http://www.bbc.co.uk/skillswise/game/ en01soun-game-syllables-factory.

Both stress modules were at the top of the rankings for ease, comprehension, and desire to study
more deeply, with Stress 2 also ranking highest in perceived meaningfulness. This was reflected in the
comments received. The Stress 1 module received comments from 24 people while the Stress 2
module had comments from 15 people. Relevant comments are shown in Figure 8 (see below).

LEARNING LEARNING 19(1) | 27



JALTERBEFT 1~ 7 A FSIGOELH

Comment Respondents
| don’t understand syllables yet. 4
| need to practice. 2
This is important in order to sound more native. 2
The audio was helpful. 1
I'm paying attention to vowels and consonants 1
more.

Adding w/y makes it easier to say words. 1
The Japanese explanation was helpful. 1
Your Japanese was a little strange. 2
Learning pronunciation is fun, but | want to study 1
in class.

Figure 7: Comments from the Ellipses and Elision module

Although the comments allude to why the modules were easy to understand through the use of
multimedia resources, they also suggest that the high ratings received for meaningfulness are due to
how comprehension can be affected by a lack of proficiency with stress (and syllables). The
comments also point to a need for improved use of dictionary skills using IPA.

Comment S1 S2
| think | need to understand syllables first. 1
| think stress is important. 1

If | pay attention to how my mouth opens, | can
understand syllables.

The syllable video was easy to understand. 3
The syllable game helped me to understand )
better.

The syllable game was fun. 3

| have a deeper understanding thanks to looking
things up on my own.

| don't know how to note stress in my vocabulary
journal.

| can now notice that verb-noun homophones
have different stress patterns.

| will use this new knowledge to monitor my
speech and comprehension.

| don’t know what to do when my dictionary gives
me conflicting information about stress.

Figure 8: Comments from Stress 1 and 2 modules

On the final Moodle survey at the end of the semester, students were asked if the pronunciation
course had been helpful and 81% responded that it had been very helpful with only 5% answering that
it hadn’t been helpful at all. When asked if their pronunciation had improved, 74% believed that it had
improved a lot, while 13% reported that they had felt no change. Of the 55 participants that left
comments, 12 specifically mentioned the pronunciation course. See Figure 9 below for their responses.
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As can be seen, the comments were both positive and negative, and the desire for in-class guidance
continued to be a theme until the very end. In a class survey given by the university, another 54 open
comments were collected, 15 of which focused on the pronunciation course. The comments are
presented in Figure 10.

Although these final comments are positive, they should be interpreted holistically with all previous

comments in order to serve as catalysts for further improvements to materials, approach, and delivery,
as will be discussed in the next section.

Comment Respondents

The materials were helpful. 3
The pronunciation course was too difficult. 3
| wanted more in-class help with pronunciation. 3

3

| want to continue working on my pronunciation.

Figure 9: Final Moodle questionnaire comments

Comment Respondents
| can understand pronunciation better than before. 4
The materials were helpful. 4
The detailed explanations were helpful. 2
| liked studying at my own pace. 2
| like that this class focused on pronunciation. 2
| am more aware of my pronunciation now. 1
| liked using the internet to study pronunciation. 1

Figure 10: Comments from end-of-semester class survey

Discussion

This exploratory project was envisioned as a way for students to (a) develop their metalinguistic
knowledge of English pronunciation, (b) gain familiarity with cognitive and metacognitive strategies for
improving their pronunciation, (c) develop self-monitoring skills, (d) develop phonological competency,
and (e) work on goals 1-4 individually and at their own pace. Whether the project has met any of these
goals and in what ways is up for debate; however, | think there is a case to be made for this type of
environment to support the independent learning of pronunciation.

First, metalinguistic knowledge of phonetics and phonology is gained by learning about the features of
not only the target language but also one’s mother tongue. Students were exposed to information,
through a variety of media, explicitly drawing their attention to pronunciation features. | believe that
comments in which students report understanding something better or now being able to understand a
specific highlighted feature are evidence that these students are on their way to developing cognitive
awareness of English pronunciation that can be put to use in their practice of English listening or
speaking. Ideally | think it would be best if future participants in the course were also enrolled in a
class that spent some classroom time on communicative activities to supply students with a natural
environment for further pronunciation practice.

Cognitive and metacognitive strategies for pronunciation were introduced inductively throughout the
modules. These included those cognitive PLS mentioned in Peterson (2000) such as listening to and
imitating English speakers, practicing through repetition, talking aloud or silently to oneself, noticing
the position of articulators, noticing contrasts between the target language and your mother tongue,
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and metacognitive PLS such as learning about phonology and phonetics, focusing on particular
sounds, or listening to one’s own pronunciation (possible in EC). Although there is some evidence in
the comments that students were beginning to use these strategies, | think more research is needed
as it is unclear if students had just used the strategies within the limited confines of the online
environment or if they had indeed acquired them and started applying them in other learning or
communicative situations. Furthermore, since students were not given a PLS battery at the start of the
semester, it remains unclear whether some students were already using these strategies especially as
they are not often introduced in junior and senior high school.

Monitoring skills are theorized to rest upon phonetic and phonological awareness (Pawlak, 2010;
Vitanova, 2002), so it is possible that those students whose metalinguistic awareness of English was
strengthened by the pronunciation course could also have developed or strengthened their ability to
self-monitor, and again there are a few comments from students who reported actively trying to pay
attention to specific pronunciation features. However, more detailed and experimental classroom
research is needed to discover if the course really realizes this goal as well as to measure the
existence of this skill before the start of the course.

Phonological competency is a very large area and one that takes years to develop. Pennington's
(1994) research asserts that "the typical case in L2 acquisition seems to be that learners approach
new values for phonological features gradually and piecemeal, rather than as the outcome of a rapid
shift" (p.95), meaning that a single lesson is not going to awaken some large and powerful shift in
phonological competence. Although it would be difficult to provide evidence of gains in phonological
competency as a result of this course; | believe the online course did lay the groundwork for
improvement by providing students with an environment in which to develop their metalinguistic
knowledge, use of PLS, and self-monitoring ability. With the additional out-of-class work as well as
short communicative speaking opportunities in the listening classroom, | am not surprised that 87% of
students reported that they felt their pronunciation had improved. Once again, controlled, longitudinal
investigation is needed to measure change in both production and perhaps students’ personal
approaches to pronunciation learning to see how effective the course has been in achieving this goal.

Finally, was this environment conducive to independent learning? Looking at the number of students
who completed all or a significant portion of the lessons, | believe it may not have been. My initial
approach may have been a contributing factor in dissuading people from undertaking the
pronunciation course because students at this level were overwhelmingly unprepared to study the
topics in English. The addition of Japanese explanations improved student understanding, but perhaps
it was too late. A second reason could be the lack of in-class guidance related to the pronunciation
modules of which many students seemed eager for in their comments. Unfortunately, my classroom
situation limited the amount of explicit, individualized pronunciation teaching that could be done
because our limited class time was already committed to vocabulary and comprehension quizzes and
listening and speaking activities. To remedy the lack of individualized feedback, | created a forum on
Moodle and encouraged students to ask questions there or come to my office and talk with me, but
none used either support line.

As a topic, suprasegmentals seemed to be easier to digest in an online environment, but one of the
reasons could be that every week students had a lot of opportunities to hear comprehensible English
in EC and VOA assignments and notice the features that were being introduced. Segmentals,
especially vowels, proved to be harder, and | have since become aware of an online resource that |
would like to introduce to students for improving the perception and production of vowel sounds
(http://www.englishaccentcoach.com/).

One improvement that needs to be made relates to the degree of freedom students have within the
pronunciation course. The modules in the course were required and linear, and a new module was
introduced every week. This means students worked at my pace although | had hoped that they would
work at their own. This could be allievated by providing a can-do survey or test related to
pronunciation features or to specific goals allowing access to a related module with explanations and
activities. Modules also should include more activities, explanations, and materials. Although students
did comment that diagrams and charts were helpful, audio recordings that provided students with an
opportunity to hear a non-Japanese English speaker and video recordings of Japanese explanations
seemed to have had a greater impact on students. However, the non-Japanese samples used in the
Moodle course featured only my voice, which could mean that students had grown accustomed to my
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speech and generalized phonological competence could be limited. Therefore, future versions of the
course need to provide exposure to a variety of male and female voices from various English
backgrounds. Finally, a review module could be made freely accessible for students wanting more
guidance and practice in a specific area at any given time.

The original intention for the data collected in this study was to feed back into future modules and
incarnations of the pronunciation course, so there are obvious flaws in how the data was gathered and
analyzed and a lot of opportunity for future research. Nevertheless, much time and effort went into
designing and creating this environment and the research that was undertaken to write this paper has
made me feel that the investment has been worthwhile and is worthy of further pursuit. In the future, |
hope | can continue to develop the course and design empirical research studies specifically looking at
the development of self-monitoring skills and the use of pronunciation learning strategies within this or
a similar environment.

Mathew Porter has been working with English learners in the U.S. and Japan since 1999. He
currently works at a self-access learning center and is making a transition from classroom
teacher to learning advisor, which has been a great opportunity for reflection and growth.
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Appendix 1

I'd like to ask you about the online pronunciation course so that | can find ways to improve it. Please
answer the questions below. There is no right answer and your responses are anonymous. Thank you
very much for your help.

1. Did you complete the entire module?

2. In the next section, I'd like to ask you how much do you agree or disagree with the statements
below. Click on a number from 1 to 5.

1 = Strongly disagree

2 = Disagree

3 = Neither agree nor disagree
4 = Agree

5 = Strongly agree

This module was easy.

| think studying this is meaningful.

| was able to understand.

| want to study this more deeply.

| want it to be explained more.

| want you to use more Japanese (English*).

3. Please use the space below to write any comments or suggestions you have.

*From the fourth module.

Appendix 2

I'd like to ask about your beliefs and behavior in regard to this English 1 course. Please answer the
questions below. There is no right answer and your responses are anonymous. Thank you very much
for your help.

1. Read the statements below and answer (1) yes, (2) no, or (3) no change.

| think | did better on TOEIC this time.
| think my listening ability has improved.
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I think my vocabulary has increased.

| think I like English more.

I think | have goftten used to listening to English.
| think my pronunciation has improved.

2. Read the statements below and answer (1) always, (2) sometimes, or (3) never.

I did the vocabulary journal homework.

| did the self-study homework from the textbook.
| listened to and read the VOA short story.

| just listened to the VOA short story.

I just read the VOA short story.

I did English Central.

| did the pronunciation homework.

3. Read the statements below and answer (1) yes, (2) no, or (3) no change.

The vocabulary journal homework was helpful.

The self-study homework from the textbook was helpful.
The VOA short story was helpful.

English Central was helpful.

The pronunciation homework was helpful.

4. Complete the statements below with one of the following words: (1) easy, (2) hard, or (3) just right.
The vocabulary journal homework was

The self-study homework from the textbook was

The VOA short story was English Central was

The pronunciation homework was

5. Please use the space below to write any comments or suggestions you have for next semester.
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Private tuition as a learning format for Japanese adult
learners of L2 English
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Abstract: Japanese learners of L2 English in secondary and higher education have often been
characterized as group-oriented and risk-averse. Yet adult Japanese continue with L2 development for
necessary employment and career purposes, often in private lessons, to an extent that may contradict
stereotypical characterizations. While commercial language schools have responded to such needs
and interests for adults, cost is often a factor. Adult learners are nonetheless seeking this format both
inside and outside of commercial ELT, perhaps with a latent desire for learner autonomy and a
rationale grounded in adult life experience. Such desire, with life experience as a component, may
enrich the profile of Japanese learners across the board if taken into account, and may elevate one-
on-one lessons into a broader scheme of private tuition for adult L2 learning.
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dynamic that he believed had gone largely unnoticed: the potentially negative influence of L2

learners in groups on individual L2 learners. He traced this lack of attention to the striving in
second language acquisition (SLA) studies for research legitimacy in applied linguistics rather than
education, and to a preoccupation with details of methodology and psycholinguistic accounts of SLA.
Such details increasingly, and ironically, centered on the what the individual underwent, rather than
the role social interaction played, in the SLA process. This had the effect, in his view, of ignoring the
classroom as a social setting in its own right and how social dynamics shaped the learner (p. 7).

'_\ llwright's (1995) paper on the social context of classroom language learning highlighted a

In Japanese ELT contexts, however, the social dynamic is significant to the extent that some teachers,
especially those new to the country, may see individual Japanese learners as defined by the group so
completely as to be unable to rise above it. In such a view, the needs of the individual may be seen as
lesser in importance to the needs of the group, reinforcing Allwright's (1985) concerns all the more and
circulating an image of Japanese as ultimately too dependent on the group to be capable of full L2
mastery.
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Yet if such an assumption of group definition is even true, it is true only part of the time.
Mainstream Japanese university research in English, understandably focused on its
predominantly late-teens/early-twenties learner demographic, overlooks what many Japanese may be
capable of achieving in the L2 once they leave higher education and make their way into the working
world. Indeed, Japanese adults must often continue L2 development for the purpose of real-life
engagement across a spectrum of public and private interests wherever the L2 is required. Given the
action, choices and demands involved, there is no room for passivity or inhibition.

For adult learners, the joys and difficulties of their lives may form a powerful source of L2 motivation
and development. Yet such a source is still largely untapped as a basis for expanding the sense that
Japanese are ultimately more capable of realizing greater L2 learner development than what they
have often been given credit for. This paper will therefore explore Japanese adult L2 learner
capability by way of a format that may draw the most from their life experience - the private lesson.
Such a framework could potentially serve as a developmental context for the autonomy that fits with
adult learner orientation, unobstructed by negative social dynamics and connected to the bottom-up
initiative that adult deliberation calls for. The following will be an account of two adult learners | have
had in private lessons — one at a language school where | was once employed, and the other in a
private arrangement.

A reflection on two adult learners

Dr. Takeda (a pseudonym) was a highly educated medical science professional in a hospital affiliated
with a medical school northeast of Tokyo. In once-a-week sessions, he made it clear from our first
meeting about how the lessons should go and what materials he wanted to use. While the materials
were recommended by the school, he had a sense as to what he wanted from them - specifically,
smoother spoken output with improved pronunciation and grammatical cohesion. While | privately
questioned such emphasis given how proficient he already seemed, | agreed to work with him on
these terms.

In each lesson, we would work through some structures he was comfortable in as warm-up activities
towards his target structures. He insisted on repeated dialog pair practice with me on these structures,
and based on these forms we would create new personalized conversations, with work on
pronunciation points if needed.

As the year continued, we would deal with readings in the text with these forms as his confidence
grew. He challenged me on the structures and insisted on deeper answers for their rationale and use.
Any preparation on my part soon focused more on supplementary exercises, including my own
materials which centered on particular structures and their use.

He showed me, progressively over time, what his particular goal for the week's session was. He knew
how to discuss issues in his field; he was drawing from the outside as a way of attending to what
doubts he may still have had with his output. | soon stopped assigning homework; he did it without
being asked. At the end of the year, when my schedule was to change and | could no longer continue
our lessons together, he brought me a box of Belgian chocolates and a letter of praise to the school
director about my work.

A few years later, a private student | had taken on directly was similarly unique for the reflective
character he brought to bear. Mr. Nishimura (also a pseudonym) was a young minister in a church
who expected to be sent to Canada for a number of years with his wife and infant daughter. His aim
was discussion on topics of his choosing with social issues, particularly those that overlapped with
what he expected to hear from his Canadian church members should he be posted there.

He had selected a reading text and had ideas about what he wanted from it, and while | believed it
was suited for him, | advised him to push beyond it into discussion based on reflection of the topics
themselves, rather than weekly updates on what he had read. He undertook this eagerly and soon
began emailing me in advance on what he would talk about from a particular reading, saying that this
would enable us to focus on discussion in our sessions.

While he wanted to hear my thoughts on these issues, he also wanted feedback on how well he had

presented himself in his talk on them and how thought-out a certain view on an issue at hand had
been. He told me that he did not expect me to agree with him, and sometimes | did not — but that was
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not central to the aim of our sessions. | nonetheless advised him on how he might handle himself with
those who may disagree and push things with him with strategies that would be most useful in such
cases. Based on his own initiative, he began using such points in discussion, asking for critiques on
them. | began emailing him these critiques, which he then replied to in unsolicited but well-thought
reflections that sometimes showed change in his views. He eventually received his assignment to
Canada, thanking me in a card for our sessions and confident that his English came away
substantially improved.

Both of these learners brought a sense of purpose, great confidence, initiative and determination to
their learning, even with any doubts they may have had in areas of their language. The case of Dr.
Takeda in particular fits with Krashen's (2006) description of the autonomous language acquirer, in
terms of the vigorous pro-activity in execution he shared with Mr. Nishimura in what he wanted to
achieve in the L2. If fully maximized in these terms, the one-on-one setting for adult learners moves
away from a group lesson tailored to one person towards an individualized vehicle more like an
ongoing tutorial. It may therefore be better to refer to it as private tuition, and requires a different
approach by a teacher and realization by the learner engaged in it. The notion of an individualized
learning scheme may nonetheless be problematic, and calls for a review of issues that may negate the
effects of private tuition.

Issues of private tuition

The marketability of private lessons in commercial ELT may admittedly represent a personalization of
choice among learners in that connectedness to the instructor, particularly the native-speaker, and the
L2 can be bought, reinforcing the notion of learners as consumers. As many English conversation
schools also tend to charge more for one-on-one lessons than in groups, a narrow learner base may
only be reached — namely, middle-class corporate workers with the disposable income for such
lessons. The greater learner capability that the one-on-one format may show promise for may
therefore not develop over a wider range of adult learners.

In addition, the type of psychosocial dependence with a corresponding expectation of indulgence
identified by Doi (1973) as peculiar among Japanese, explored further by Befu (1983), Clancy (1986),
and McDaniel (2005), and treated as an aspect in a number of L2 learning issues involving Japanese
by Bohn (2004), Doyon (2000, 2003), Pritchard (1995) and Yoneoka (2000) may indeed play a role in
hampering learner capability even into the adult years, to a degree that the private lesson format may
not be able to remedy.

While outside of ELT, Hofstede's concept of uncertainty avoidance (1980), which emerged from his
insights about the scope of interaction within cultural boundaries, has bearing as well. His uncertainty
avoidance index (1991) expanded this concept further; on this scale, countries and their cultures were
gauged on the degree that withdrawal from ambiguous or uncomfortable outcomes within sociocultural
interactions are permitted to individuals. In his findings, he ranked Japan somewhat highly for the
great importance attached by a significant number of Japanese to procedure and certainty in outcome
over ranges of interaction across business, educational and other societal settings and situations
(Hofstede, 1991). Doyon (2000) also provides an account of shyness in the Japanese university L2
classroom that may be formidable as a learning barrier. He traces this phenomenon to the compulsory
educational years, particularly on the secondary level, where student performance appears to be
evaluated to a degree that goes beyond learning and into the assessment of students themselves as
people; as a result, low self-esteem can arise in many students, with the possible result of a
performance-oriented dependence on the approval of others, especially those in authority (p. 13). As
most Japanese leaving school will have likely gone through such an orientation, those teaching in
higher education will receive what it may produce — hesitant, easily overwhelmed and fearful learners
who may be unlikely to develop a heartfelt love of learning free from external approval.

Breaking through issues and stereotypes

Given the economic and sociocultural obstacles present, why are adult learners still seeking out one-
on-one learning? One explanation is that dissatisfaction with the typical group lesson may have
emerged and that they have perceived a learning format they can engage in within a safe haven,
where proactive effort can be freed. With regard to the learners in my reflection this may have been
the case, as they controlled the question of their learning, but on their terms and time.

More importantly, it may be possible that they are seeking out this format as a release from the social

LEARNING LEARNING 19(1) | 37



JALTERBEFT 1~ 7 A FSIGOELH

tensions Allwright (1995) points out. They may have accepted the interpersonal risks that can come
with one-on-one interaction as a price that must be paid in order to break through the L2 pain barrier,
perhaps even coming to feel that such a barrier is best broken away from their peers. On these terms,
a more meaningful conception of private tuition is enhanced when it maximizes greater release from
such psychosocial tensions and sets learners as agents who can shape their learning.

The negative influence of the group in the L2 classroom what Allwright found may be seen as a
network of patterns among individuals in relation to groups — perhaps of value in tracing certain
aspects of behavior in relation to other learners, but falling short when examining individual learners.
Indeed, accounts of dependence, avoidance and shyness may even be unhelpful when we look at
adult learners themselves, let alone men and women with rights and responsibilities.

On those terms, if Japanese adult learners are to be taken with their existential characteristics into
consideration, tropes of dependence, avoidance and shyness must be put aside. Even more, there
must be a departure from the temptation to see these elements as forming a narrative about Japanese
as a whole. Only then will it be possible to see them in their own right as workers, professionals,
spouses, parents, travelers and returnees to Japan. Ultimately, for Japanese adult life to meet the
demands placed upon it, the group dynamic may not hold sway in the long run. An account by Kirk
(1999) of adult students admitted into EFL classes at a regional university in southwest Japan
demonstrate the advantages they bring in interaction, motivation, and networking to their younger
classmates. If such students can have this kind of impact in a higher educational context, what might
be gained by explicitly seeking it out in a one-on-one format?

Realities of adult learners and Knowles' andragogy

The lives of adult Japanese living and working within the current social and economic realities of
Japan may be increasingly contradicting stereotypical images. Those who have left the country for
travel or extended living and working situations more often than not return changed from their
engagement with foreign cultures. Many are increasingly forced into changing jobs and careers as well
given the erosion of traditional patterns of lifetime employment. The societal pressures that may have
given rise to certain psychosocial conditions in the past may now be gradually breaking down - or
being engaged with by a newer type of Japanese adult, one more resilient.

In the light of such realities, teachers could ask who these learners are in their work experiences,
career paths and daily lives. Indeed, what are they looking for? What has been the character of their
previous learning and life experience? Where do they wish to position their current and future L2 use?
What is in the research literature that will help us to understand who they are? Adult life experience
may be expressed within such learners consciously or not, because such experience goes to the heart
of who they are as people.

Such questions were raised by Knowles (1973), in holding that adult learners situate their learning in
relation to their life experience. This was the culmination of his research on the differences between
adults and children in learning styles, and rounded out his body of thought about adult learning,
dubbed andragogy, or the education of adults (Knowles, 1970; Merriam & Caffarella, 1991). To
Knowles, the adult learner is driven by a sense of application that is direct, immediate, and
instrumental, centered in the way “(...) both programmed experiences (psychotherapy, adult
education) and unprogrammed experiences (marriage, child rearing, occupational activities) produce
deep-seated changes in the ways adults approach problems, handle risk and organize their thinking”

(p. 46).

Knowles' scheme is grounded in a North American context of individualism and bottom-up initiative
that seems at odds with Japanese sociocultural patterns. Yet what may reconcile these seemingly
opposed sources is an instrumental focus that may possess cross-cultural applicability. Such focus
draws from an adult what a given situation may require — something that demands, for example, as
much from the new recruit at a Japanese company as it does from his or her counterpart overseas.
The ability to handle what emerges may therefore be a sign of mature adult development regardless of
cultural contexts and societal factors.

Extending this line, he proposed that one's readiness to learn coincided with one's developmental
maturity towards the assumption of social roles:
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This assumption is that as an individual matures, his readiness to learn is decreasingly the
product of his biological development and academic pressure and is increasingly the product of
the developmental tasks required for the performance of his evolving social roles. In a sense,
pedagogy assumes that children are ready to learn those things they “ought” to because of
their biological and academic development, whereas andragogy assumes that learners are
ready to learn those things they “need” to because of the developmental phases they are
approaching in their roles as workers, spouses, parents, organizational members and leaders,
leisure time users, and the like (1973, pp. 46-47).

How may private tuition bring this formulation into Japanese adult learning contexts, especially with
regard to the existential characteristics of learners? It may be best imported through a focus on the
content of adult experience, contextualized into L2 areas most relevant for the learner, and on the
character of communication that most fully brings out the richness of such content.

Structure and features of private tuition

While private tuition may not necessarily be about conversation, the character of discussion, either to
personalize the content of lessons, or as an extension of themes within it, is central on three counts:
first, in the freer range of discussion and engagement that will be opened up from the nature of one-
on-one interaction; second, from the way that alternatives to the grammar-orientation in much
Japanese instruction of L2 English can be explored; and third, in how context frames the spoken
discourse that occurs in analytical and practical terms.

Brown (2000) points out that the rules governing conversation, even where they belong to a
fundamental area of linguistic competence in the learner's L1, have been given little attention in the L2
classroom (p. 255). Attention-getting, topic nomination, topic development, and topic termination, with
skills such as turn-taking and clarification, are culturally-specific and may not always transcend cultural
boundaries. Grice (1967) gave what Brown calls conversational “maxims” that form a four-point guide
for topic development, clarification, and maintenance that may aid in bridging such gaps:

1. Quantity: Say only as much as is necessary for understanding the communication.

2. Quality: Say only what is true.

3. Relevance: Say only what is relevant.

4. Manner: Be clear. (cited in Brown, 2000, p. 257)

Where conversation may make the whole, or even part, of content, Guest (1998) argues against the
use of written forms as models. His corrective focuses on ellipsis, in how it shows what the L2 and L1
have in common with regard to unmarked forms and other less complex structures. In his view,
ignoring spoken forms in favor of so-called “standard” language not only tends to overemphasize the
differences between the L1 and L2 at their greatest points of divergence, but circulates a false image
of the L2 to the extent that it “may increase psychological barriers to acquisition” (p. 22). His response
is concise: “Freeing students from unnecessarily complex grammatical deliberation by focusing on the
common shortcuts and interpersonal features of English that are manifest in spoken grammar (SG)
can serve to lessen possible resultant cross-cultural misunderstandings and interpersonal friction” (p.
22).

In choice of material, the previous reference to Krashen's (2006) autonomous language acquirer may,
at least in some cases, fit the characterization of some adult learners and make room for a similar
degree of liberation in content. His analysis of the potential of narrow listening and reading for
pleasure holds promise for the autonomous acquirer (p. 4-5); the focus that may be enabled was
realized by my two learners in their approach to their material even given their more instrumental
purposes, and may suit a wider range of adult learners in one-on-one interaction as well. When taken
further with the conversational features described, more meaningful discussion from such material
may be realized.

Rights and responsibilities in private tuition

The question still remains on what is there to prevent individualized tuition from becoming a
reinforcement, rather than a release, from any misconceptions of learner role or L2 learning an adult
student may have. Could this prevent a learner from drawing on the fullness of his or her social roles
as valuable assets? What indeed is there to prevent individualized tuition from enabling dependence?

Teachers must make it clear that private tuition still calls on learners to draw from the changes
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Knowles (1973) captured that leads to adult response to situational events. Yet given the expectations
attached that are still reasonably within what adult responsibility can handle, there is little room for
dependence or avoidance, as the purpose of the format will be defeated.

To summarize, here is a set of guidelines for both teachers and learners that may be used to structure
an individualized plan of tuition. For learners:
1. Private tuition gives an adult learner the right and responsibility to control the method and
content of learning.
2. Private tuition necessitates proactive effort by the learner to a greater degree than in group
lessons.
3. Private tuition requires the learner's life experience to form some part of its content.

For teachers:
1. Private tuition calls on the teacher to be a cooperator and facilitator with the adult learner.
2. Private tuition necessitates as much thinking on the part of a teacher as that of group lessons.
3. Private tuition dictates proactive thinking by the teacher to respond to a learner's direction.

These guidelines can be laid out with prospective students as conditions of private tuition, with room
for more to be added. As a whole, they can form the structure for a plan tailored for a learner that
dictates equal input from both sides.

Conclusion

What Japanese adult L2 learners may be capable of achieving in private tuition, despite sociocultural
and economic barriers, may make it worth more than what it has previously been conceived. Yet its
true measure comes when there is understanding about how private tuition differs from group lessons,
placement of learners and their life experience at the center, and clarity by both teachers and learners
on what it calls for. The maturation of Japanese adult learners from their life experience and the
learning orientation it may result in could nonetheless enable them to realize greater autonomy.

Lee Arnold is a part-time lecturer in the Hoshi University General Studies Department in
pharmaceutical English, the Seigakuin University English Communication Arts program, and the
Shibaura Institute of Technology Department of Engineering English program. He has been living and
working in Japan since 1997, first in Ibaraki and Chiba prefectures, and since 2007, in Tokyo. He
holds a Graduate Certificate in Education and an M.Ed. (Honours) in TESOL from the University of
Tasmania and his research interests are in adult language learning, and vocabulary organization for
enhanced reading comprehension and speaking ability.
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the plenary speakers at the JALT national conference in Tokyo last November. As Phil has

been a writer and researcher at the forefront of learner autonomy for many years, we wanted to
interview him to get some insight into how his interest in autonomy started, how his ideas have
evolved, and what advice he could give to teachers who wish to promote learner autonomy. Sitting
down over coffee, Michael started the ball rolling with an important question...

' ackie Suginaga and Michael Mondejar were thrilled and honoured to meet Phil Benson, one of

Michael: So why do you think promoting learner autonomy is important in second language
acquisition?

Phil: | think it's important in learning and | think it's especially important in second language
acquisition because of this idea that really there’s no curriculum for a second language. If you're going
to learn a second language to a high level, first of all you have to do a lot of work outside the
classroom and second, everybody’s going to learn in their own way, anyway. So, it's that idea that
second language acquisition is a very variable thing already, whether you are introducing autonomy or
not. So, | believe that autonomy is important, because that's what people need to do — they need to
learn a language in their own way, to use it for what they want to use it for.

Michael: How would you respond to people who have researched first language acquisition and have
stated that people’s first language is acquired in stages? Wouldn'’t those people say that you have to
structure language learning in a certain way?

Phil: Well, | don’t think that that idea is incompatible with autonomy. | mean, | myself would think that if
| was learning a new language, | would want to learn the tense system, | would want to learn how to
make singular and plural, those basic grammatical things. That's how | was taught French at school,
and there’s nothing wrong with that. But | think that that's actually a very small part of learning a
foreign language. So, | am not against the structure at all. | think there are some things that are better
as structured. But in fact, | think that that can generally be done in a very short time. It's the
development - it's going beyond that kind of beginner, intermediate stage and so on — that takes time
and requires autonomy. In my own experience of teaching myself languages, I've started with a
grammar book and tried to get on top of the grammar, the basic vocabulary, the kind of vocabulary
you find in a list of common words. That doesn’t take long, but then that’s when the difficult part starts.
I think you can also learn a language autonomously from the beginning. But what I'm saying really is
that autonomy doesn’t mean that you have to learn everything autonomously and everything in a kind
of deconstructed way.
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Michael: | wanted to ask you something that occurred to me when | read your book, Teaching and
Researching Autonomy. Students who are already very motivated to learn a language, wouldn’t they
automatically become autonomous?

Phil: Well, | don’t think they would automatically become autonomous, because that’'s something that
schools and universities can discourage. | think institutional education often demotivates students. The
biggest risk in education is that you will actually discourage the students rather than encourage them.
But there is a link between motivation and autonomy, so | would agree that autonomy is perhaps more
for motivated students than for less motivated students.

There are also unmotivated students, right? There are students in language classes who really don'’t
want to learn those languages. | think autonomy means that students should be free to not learn a
language, free to spend their time learning something else instead. We can take a step outside
language learning and look at autonomy as having a choice about the kind of subjects we want to
learn.

This is the thing with English language teaching though, isn’t it? Everybody has to learn English,
particularly in Asia. In Europe and the West, we talk about language aptitude — that is, some people
are better at learning a language than other people. But in Asia, you rarely hear people talk about
language aptitude. It just seems that everybody has to do it, and it's how hard you work that
determines your success.

Jackie: Why did you first become interested in autonomy?

Phil: The reason why | got interested in autonomy was because | myself would prefer self-instruction. |
prefer to teach myself than to go to classes. I've learned Spanish, Portuguese and ltalian in this way. |
tried to learn Japanese and Cantonese too but had a lot less success with those. So, | guess | am
pretty autonomous myself. That's how | got interested in, first of all, self-access because when | went
to Hong Kong it was to help set up a self-access center in Hong Kong University. | thought that that
was a really great thing for me because this was the kind of thing that | would love to have myself. So,
to help set something like that up for students was really interesting.

Michael: Could you tell us more about the self-access center?

Phil: Well, that was in the early 1990’s, and at that time they expanded the university education
system. These were all English-medium universities, so when they expanded by about 20%, they
were very concerned about the level of the English of the students. They gave a lot of funds to the
universities for what they called “language enhancement”. Most of the universities at that time set up
these self-access centers, with various degrees of success. | think the ones that have worked
particularly well were City University, The Science and Technology University and the Polytechnic
University. The one we worked in at Hong Kong University, it's been OK, but we had a lot more
difficulty than the other universities in terms of trying to integrate the self-access and the teaching
together. | think other universities were more successful in doing that.

Jackie: Would, for example, students research their own projects at the self-access center? And was
this combined with some classroom teaching?

Phil: Yes, we tried various things. For example we had a course where 60% was classroom teaching
and 40% of the course was actually set up so that you could do what you want. You could choose to
complete a project yourself, you would set targets or carry out the learning yourself, and keep a record,
and so on. That kind of approach was less successful because there was a lack of connection
between what students were doing in the classroom, which was mainly academic writing, and what
they were doing in the self-access center, which would often be at a much lower level. At other
universities they developed programs that were 100% self-access, and you could get credit for that.

Michael: So there was no classroom instructor, or no classroom time?
Phil: In some cases. There was a program called the Independent Learning Program at City

University, where students could opt for that. The students had to take an English course, but they
could opt to take it in a classroom or they could opt to take it through self access. If they opted to take
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it through self-access, | think there was no classroom instruction. There may have been a kind of a
learner-training workshop, but there was no curriculum, no set of skills that you had to improve — it
was all self-directed.

Jackie: But there was a teacher there for guidance?

Phil: Yes. So, say if it was a classroom course, you would have 20 students in your class. If it was a
self-access course, you would also have 20 students who you were responsible for.

Michael: Was there any research in, say, gains in language proficiency?

Phil: I'm pretty sure there wasn’t research on language proficiency, no. It would be really difficult to do
because they were pretty short courses and the students are pretty advanced already when they go in,
compared to other levels. At this age in Hong Kong, they have already done about 15 years of English
classes, so it’s very difficult to measure their language proficiency anyway, and then if you are looking
for an improvement over 10 weeks. There are some interesting articles written by Jean Young and her
colleagues about that course.

Jackie: With regards to teacher autonomy and learner autonomy, do you think that they are
connected in any way?

Phil: Well, | should say that | understand what learner autonomy is. | am not sure that |, or anybody
else, really understands what teacher autonomy is, in the sense that there are a number of ways that
you can use that term, teacher autonomy. You can talk about whether teachers are autonomous
learners or not, so that’s a sort of learner autonomy of teachers, they are autonomous in their learning
to teach. Then, there is teacher autonomy in the sense that they have a freedom to do and to make
decisions in the classroom. So, you know, there are so many different ways to define it that it’s difficult
to say. | am a lot less comfortable with teacher autonomy than | am with learner autonomy.

The other problem with the idea of teacher autonomy is that if teacher autonomy means teachers
having more freedom in the classroom, is that an end in itself? If teachers have more freedom in the
classroom, they can use that freedom any way they want. It might not necessarily be to promote
learner autonomy. So, the way | prefer to look at the whole issue is in terms of the specific constraints
that prevent teachers from allowing students to be more autonomous rather than more general
constraints on their own behavior.

But not everyone would agree with that. I'd be very reluctant and slow to take on this idea of teacher
autonomy. | understand what people are talking about, but | think our priority here is learner autonomy,
and then teacher autonomy. Yes, there’s a link, but it also takes you off into other areas about
teachers’ lives, professional work, etc. which are not necessarily related to learner autonomy.

Michael: What do you think about this idea of filling students with knowledge, like pouring water into a
vessel, versus nurturing them like a seed, providing them with the necessary conditions in which to
grow?

Phil: Well, | prefer the second, but | am not sure how helpful these kinds of metaphors are. | don’t
know if this is a metaphor, but | like to think of students as people. | don’t want to be critical about how
other people conceptualize things. But for me, | find it very important to remember that students are
people. They are people like me, they are just as tired as | am, and they have the same kinds of
concerns that | have. | think it is easy for teachers to forget that and treat students like they don’t have
lives or that they don’t have their own particular concerns. Particularly in language learning, that’s
important. That’'s where you begin: the idea that students are learning languages for particular reasons
or for a particular purpose and so on, and if you can help them develop those reasons and purposes,
then that’s good teaching. That's teaching for autonomy. That’s like the seed growing - so it's not a
bad metaphor. | think the idea that learning is growth is a valid idea. Otherwise, you're going to see
the learner as an empty vessel, and you’ve got to try to fill it up. So we are all looking for alternatives
to that idea of filling up an empty vessel with knowledge.

Michael: Isn’t this idea still prevalent in Asia? The idea that the teacher has to bestow this knowledge
upon the learner and then the learner has to absorb it?
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Phil: My impression is that it is prevalent in education systems. It's odd, actually, because when you
look at policies and curriculum documents and so on, that idea is not there. It's all learner-centered,
it's all lifelong learning, it's all communicative and task-based and so on. But it seems that at the level
of the way that schools organize things, you tend to get that filling-up-the-vessel idea, and | think it’s
got a lot to do with the big high-stakes public examinations. | think that once you get that, it
encourages a lot of conformity.

Hopefully, in Hong Kong at the school level, it's changing a little bit because they’ve just introduced a
lot of in-class, in-school assessments. But we have a system where you have one examination for the
whole territory, for the whole city. In principle, | should be able to go into a school on Tuesday, for
example, and see what’s happening in that school and | should be able to go anywhere in the city and
see exactly the same thing happening. That's the ideal situation, but I think it's impossible and they
can’t enforce it. It just doesn’t work. And that’s irrespective of the level of the students. You've got
really good students and really weak students, and they’re all supposed to be doing the same thing.
The driving force of that is the examination. So, | guess within educations systems, you have a lot of
different drivers and they conflict sometimes.

But this is the case all over Asia. We have these education policies, particularly at the school level,
which are in favor of learner centeredness, communicative teaching, autonomy, etc., but it seems that
the school systems themselves and the examinations systems conflict with that — they disconnect.

And this is why you can talk to teachers about autonomy. This is why they want to talk about it. It
creates a kind of fertile ground where you can actually have a discussion. But at the end of the day the
teachers are quite likely to go away and say “yes, but | can’t do anything”. So, | feel that it’s important
that we try to address that problem.

Jackie: How has your thinking towards autonomy evolved?

Phil: Well, | think there’s a big autonomy and a smaller autonomy, and the big autonomy is really
about education reform, about really changing the whole approach to language learning and language
education. And then there’s a small autonomy, which is what teachers can practically do without
changing the whole system. If you work in teacher education or even when you are speaking at
conferences like this, it's not really helpful to tell teachers that the entire education system should
change, or even that they should change it. Well, maybe they can do that, but they can’t do it
tomorrow. So, | think that we try to put that idea in their minds that it would be great if the whole
education system would change, but there are also things that you can do now that will be good for
your students.

Michael: How do you feel about democratic schools such as Sudbury — where they promote a
Rousseau-like curriculum, where the learners have more freedom to explore different kinds of stimuli
and take up whatever interests them? Also, learners have a stake in deciding the rules in the school;
they can propose rules and have the same voting power as school staff. There are several of these
schools even in Japan. I'm wondering how successful they are?

Phil: This is a whole informal education system in the States, right? | think every big city, every state
has one or two of these schools and some are better known than others. The impression | have of
these schools is that they generally serve kids who are dropping out, who are failing in the state
system. So in a sense, as a parent, you only send your kind there when they fail everything else. It's
really a last resort. If they fail there, it doesn’t really matter because they’ve failed everywhere else. It
does seem that they work for many of those kids. You’re talking about kids who have taken almost no
responsibility for their learning, and are very, very demotivated. These schools can have an effect in
motivating or empowering the students.

Michael: Do you have any experience working with these schools?

Phil: No, | don’t have any experience, no. To my knowledge, there was a well-known one in England —
Summerhill. If you're interested, get the book (http://www.amazon.com/Summerhill-School-New-View-
Childhood/dp/0312141378). A.S Neill was the headmaster — he wrote the book on it. It was one of the
first of these free schools in the 60s. There were no rules, you didn’t have to go to class, you could do
anything you wanted. Well, what they claimed was that normally the kids would just sort of lie around
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and do nothing for six weeks, and then they would get bored. They started going along to lessons
because they were interesting. There have been a number of very well-known graduates. But whether
that's a model for an entire education system — | don’'t know. These schools have a particular role
within the mainstream education system in that they are taking up the kids who really can’t cope with
mainstream education.

Michael: Do you think technology has had an effect on learner autonomy, particularly with increasing
use of online and mobile technology? Anyone can access any kind of information in the blink of an eye.

Phil: Yes, | think it's had a massive effect, actually. | think that it is probably the most important thing
that is influencing autonomous language learning, especially in countries or in situations where
students don’t have direct access to the language they’re learning. The Internet has really quite
radically changed that situation because kids are spending hours every day on it. It's like that’s
another country that they live in. All the research I've seen which has looked at students, the language,
and the Internet is really showing that they do access, particularly in English, the foreign language that
they are learning out of class on their own. They don’t tell the teachers. It's not part of homework.
They just do it. Whether they connect it to what they’re learning in school or not, | don’t know, but |
think often they don't.

Jackie: What about the situation in Hong Kong? Do students access the Internet to learn English?

Phil: The major complaint that I've heard in Hong Kong year after year is the students don’t practice
English outside class, but actually they do now. We know that they do, especially at the secondary
level. They get into things on the computer, and they’re doing it all the time, even if only they’re playing
games. Maybe it's very different in Japan. In Hong Kong, very few people play video games in
Chinese. Most people play in English because of the quality of the games. So Japanese games come
out in an English version and a Chinese version. But normally the English version is much better than
the Chinese version. It's much more sophisticated. It's because the Chinese game is a copy, it's not
under license. It's not exactly the same game. Actually, it's not just the language, but the game itself.
The English games are always ahead. They may even be a year ahead of the Chinese games. That’'s
why more people play games in English instead of Chinese. But lots of kids are finding ways to use
the Internet in a foreign language, so | think that’s really going to have a very big impact.

Michael: Do you think technology will have an impact on the role of the teacher in the future?
Computer-assisted language learning is still a relatively new field. Do you think it may change our
goals?

Phil: If you're teaching English to students in Japan, or you’re teaching English to Japanese students
who are at a British or American university, the approach would be very different, right? To
oversimplify, you’ve got a foreign language approach and a second language approach. So, what I'm
thinking is that in foreign language situations, the Internet is making English more of a second
language. So | think it's that kind of adaptation - you have to adapt teaching to account for the fact that
students have so many more opportunities to talk to people or do things outside of class. And the idea,
for example, that we take all the text into the classroom for the students for reading — we find the text
and give it to the students — is so unnecessary now. It is very easy to ask the kids to go out and go
find a text for themselves. If they’ve got mobile phones they can even do it while they’re sitting in the
classroom.

| think this applies particularly to the self-access context. People involved with self-access are already
rethinking this. You don’t have to provide all of the resources anymore. It's probably more important to
be knowledgeable about the resources that are available on the Internet. Students don’t necessarily
have to come to your self-access center. To a certain extent, self-access is maybe becoming
redundant as well. Self-access centers may become more like social centers for people interested in
learning foreign languages.

Jackie: What have been the most crucial moments in developing your own thinking about researching
and promoting autonomy?

Phil: Well, | started off in self-access with the idea that autonomy was about self-instruction, about
providing people with resources for self-instruction. And | think the major way in which my thinking has
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developed is that it shifted from the idea of providing resources in a particular place to looking at types
of learners and to what extent they are autonomous inside and outside the classroom. So, that’s been
the biggest development over 20 years or so. And | think a lot of other people in the field have gone
through a similar development as well.

Michael: What advice would you give for teachers seeking to promote learner autonomy in an
environment where teacher-centered instruction is still the norm?

Phil: My advice is — and you can quote me on this — do what you can and don’t worry that you are not
achieving the really big goal. Try to do small things that you can do and that won’t get you into too
much trouble. Like a lot of people, | thought of learner autonomy as a kind of goal, something you're
trying to achieve with students. That's fine, but sometimes | just have to prepare my next lesson.
When | do that | can just think about ‘how am | going to teach this stuff. But if | add in autonomy, |
think ‘how am | going to teach this stuff and ‘how am | going to introduce some autonomy in the
course as well’, and | will prepare in a different way. The way | prepare it may not achieve the goal of
autonomy in the end, but it will be different — it will take autonomy into account. So going back to
advice for teachers, when you’re planning lessons, when you're planning a course, just think about
where autonomy can fit in. If you think about autonomy, will you do this a little bit differently?

There’s an interesting thing that Kumaravadivelu (2003) says - | was actually quite strongly influenced
by him and his ‘post-method pedagogy’. He has ten principles, ten things you should think about
whenever you're planning a curriculum or a course. What struck me is his idea that autonomy is one of
these principles. So, I’'m excessively interested in autonomy, but for everybody else, autonomy is only
going to be one of ten things to consider. So, in terms of practically making autonomy work in teaching
— just factor autonomy into your planning. There will be a very small number of people who actually
plan their courses to achieve autonomy, but for everybody else, what we can hope is that they
incorporate it in one way or another.

Jackie: How do you factor autonomy into your courses?

Phil: Mainly by trying to create spaces where the students can have more choices and make more
decisions. People expect my classes are really autonomous, but they’re not, actually, because of the
situation | teach in. For example, in one class | have 160 students in a lecture hall. I'm supposed to
give a lecture — that’s the way this course is structured. So | do little things in the lecture to try to give
them choices, try to get them more engaged, but it’s still a lecture; it’s still not the best way to teach.

Jackie: How about learners who prefer the teacher to do everything for them and think they’re too
busy to be autonomous?

Phil: Actually, that’'s a real problem. My kid goes to an international school where they do a lot of
project work. It's progressive in the sense of having the students more actively involved in what they’re
doing. But the number of things he has to keep in his head and managing the workload is challenging
because he’s involved in many project groups. You can handle one or two...but what if you have five
of those? Five different subjects, five different groups to manage? You’ve got to plan everything and
so on. So | think, in schools that adopt that approach, the problem that they face is the complexity of
managing learning. My feeling is that the filling-up-a-vessel approach is very efficient in terms of the
amount of knowledge you can pour in, but if you’re going to have more of a constructivist approach, |
think there’s a trade-off: You have to say that they’re not going to learn quite as much — their learning
may have to be more focused. The benefits that you get in terms of the student’s development of
learning skills outweighs the number of words they know. It's quality versus quantity.

But this is a very difficult argument because people think it's important that autonomous learners
should get to the same level of proficiency as non-autonomous learners. And | think they may not,
actually. We may have to accept that and persuade people that there are more important things than
level of proficiency — for example, relevance, usefulness of what you learn. When we measure
proficiency, we are very often measuring useless, trivial knowledge. There may be other things we
have to consider, personal relevance in particular. These things are difficult to weigh and measure.

Michael: So while autonomy may be an ideal, it doesn’t always mesh well with current beliefs and
goals.
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Phil: Well, no, if you're looking at the bigger picture, and you look at education policies, it does mesh
well. | think what doesn’t mesh well are the education policies and the systems. It's the
institutionalization of education that is the problem, which makes it difficult to implement these policies.
There seems to be a willingness among people who are at policy decision-making levels, but it's
difficult to put it into practice, and it’s difficult to get people to practice what they preach.

Jackie: That's something for us all to think about. Do you have any last words to say?

Phil: | think it's what | said before: Please think about autonomy when you’re planning your teaching.
Keep it in mind.
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ndy Barfield
and Stacey
Vye started off

the Tokyo LD-SIG
get-together with an
introduction of the
SIG and what goals
they envision for the
get-togethers. The
goal of the get-
togethers is for =
participants to discuss our teaching contexts
and research interests related to learner
development issues — how our students learn
and understand language and how we as
teachers learn too. By getting together, we can
better collaborate, develop ideas for research
or classroom practice and support each other.

Reflection: For me this is really important. In
my Teacher's College Columbia University
days | had my classmates to bounce ideas off
of and | found that discussing different
concepts with others helped me a lot to clarify
not only my understanding but also focus in on
what was really important and how | wanted to
approach my own classroom. | did a lot of
presentations and research projects with my
classmates in the final year of my master’s

degree and | found working in a group to be
not only extremely helpful for confidence
building but also fun. The LD SIG get-
togethers are providing me with the same kind
of learning and researching atmosphere that |
enjoyed at Columbia.

Since there were a lot of new members joining
the get-together, Andy and Stacey had the
new participants make a group with a person
who had attended the December meeting to
bring them up to speed. My group was Mike
Nix, Masuko Miyahara, Fumiko Kurosawa and
me. Fumiko had attended the December
meeting so she told us what they did and then
proceeded to tell us about what she was
interested in researching. She is interested in
“tandem learning.” It was very interesting to
hear that there is an international association
of tandem learning that pairs language
learners up with native speakers over the
Internet. Masuko also had a chance to tell us
her research interest, which was “Autonomy
and ldentity.” It was very inspiring to hear that
her university wants to implement autonomous
learning underlying the whole curriculum at her
university. Unfortunately, Mike and | didn’t
have a chance to talk about our research
interests.

Reflection: | felt this activity really helped
make the new members feel welcomed into
the fold. Even though we had missed the
December meeting, we could still catch up and
participate in the get-togethers to follow.
Fumiko and Masuko’s stories were really
inspiring!

In the next
part of the
get-
together,
we  were
asked to
write a few
of our
research
interests
on a A3 paper and walk around the room with
the paper facing outwards so that others could
see if they had similar research interests. My
A3 paper had two areas of interest. The first
was helping my students establish more
effective vocabulary learning practices outside
the classroom and how does encouraging
feelings of happiness, excitement and
energized focus affect memory. My second
research interest was helping my students
become better critical thinkers and agents of
change. | ended up talking to Andy and Lee
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Arnold a lot as they were both interested in
vocabulary too. But | talked to a lot of other
people as well.

Reflection: | thought this was an efficient and
creative way of getting a large group of people
to quickly find others with similar interests. |
also enjoyed the fact that | met a lot of different
people though briefly. As the contact person
for the get-together, it was great to meet
people and start connecting the names of
people | had contacted by email with their
faces. | wanted to have more time to talk with
people but we had to keep things focused.
After the A3 paper activity, we sat down in
groups of people with similar research
interests. My group was Andy Barfield, James
Underwood, Lee Arnold and me. | hadn’t
talked to James at all before so | wasn’t sure
exactly what specifically he was interested in.
Lee and | had talked a lot. We are both
teaching content classes in which the students
were having difficulty discussing topics due to
lack of vocabulary. We wondered how we
could better help our students. | could be
mistaken but | think James was interested in
vocabulary acquisition strategies. Andy had
been doing research related to vocabulary for
one year already. His students had written
reflections about the way that they learn
vocabulary. He is teaching a content class in
which students have to do a research project
on some social, political or global issue and
though vocabulary is not explicitly taught,
students have to be able to explain their
research to their classmates in presentation
format. In preparation for this activity, students
initially felt that they needed to study “new and
difficult” words but when they went through the
process of explaining their research to others,
they realized that their vocabulary focus shifted
to “important and useful for explaining my
research.”

Reflection: My initial feeling in this meeting
was that | needed to start doing a lot of reading
on my own so that | could get a feel for what
kind of research is being done in this area and
what | would like to do with my own classes.
Andy had mentioned reading Paul Nation’s
Learning Vocabulary in Another Language as
a good base for the field. Later on he
recommended another source, Folse’s
Vocabulary Myths. | plan to get a hold of these
resources and others and start familiarizing
myself with the field.

In the later part of the get-together, John

Fanselow, in his usual unique and creative
way, asked us to watch a video clip of an “ideal
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class.” He had us transcribe what the teacher
and students were saying. Although the class
seemed very positive, we learned that by
transcribing it, there were “issues.” The
teacher was not really listening to her students’
responses but instead focused on the answer
to the question she had asked. His point is that
when we audio or video tape our classes and
do a bit of transcribing, we can realize a wealth
of information that is not readily available to us
compared to if we just reflect about our class
afterwards. He encouraged us to ask the
question, “What do students learn from this
kind of teaching? Is the instruction useful and
helpful or is it stupid and useless?”

Reflection: This exercise reminded me of
when | took the Observation course at TC. |
had some basic questions about my
movements in the classroom and how |
interacted with students. | video taped my
class and was quite surprised by what |
learned. | think that when we are teaching, we
often are in our own “zone” thinking about what
we have to accomplish in that time period
allotted. We do things that we don’t realize and
| was reminded that either video or audio
taping my classes is an excellent way of
collecting data for research!

Final reflection: | thoroughly enjoyed the
January 29" Tokyo get-together! It was
inspiring on many levels. My current work
situation is so busy and sometimes | feel that it
is all 1 can do just to keep up with my
responsibilities. But this gathering helped me
get back my motivation to start exploring my
students’ learning and researching again. |
teach a class about social and cultural issues
in which students read a lot of articles and then
discuss and debate them. The students find it
difficult to discuss and debate various topics
due to a lack of vocabulary. | want to help
them with their productive vocabulary and
vocabulary coping strategies. | still have a lot
of reading to do but | look forward to future
gatherings for more support and inspiration! ©

Rachelle Jorgenson is an assistant professor
at Showa Women's University in Tokyo. Her
current research interests are learner
autonomy, vocabulary building and critical
thinking.
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Tokyo Campus, February 19™, 2012
My Reflection on the February 19"
Get-Together, Teachers College
Columbia University
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Tomoko Kurita, Kawamura High
School

Key words: learner development interests,
getting to know each other, self-assessment
within a self-directed framework, language
learner vs language user, identity

recently
became a
member of JALT

as well as LD-SIG
in January 2012.
This was my
second time to
attend a LD-SIG
get-together. In
reviewing the
January meeting, |
enjoyed getting to
know other members’ learner development
interests and different teaching contexts. |
decided to join the group which had an interest
in self-assessment within a self-directed
framework, although vocabulary development
and collaborative learning were also
fascinating topics for me.

Getting to know LD-SIG members

I thank Andy for providing us with the
opportunities to learn new things and get to
know other members of LD-SIG. Talking with a
LD-SIG member made my vague ideas of self-
directed projects clearer. | talked to an

attendee named Ken, who teaches in a college.

| teach English in an elementary school. Our
teaching contexts were different but we shared
a lot of interests about vocabulary
development and autonomous learning
amongst others. Ken talked about his
vocabulary building practices at the college. |
talked about the project | recently started

which is a kind of self-directed assignment. In
the project, each student chooses a topic and
a web site to view, and then uses a notebook
to record what he or she learned from the web
site. Finally, he or she makes a presentation
about it to share with other classmates.

Group discussions

| joined the group “self-assessment within a
self-directed framework”. Some people left and
some new people joined our group, including
Sachiko, Chris and Lynn. Chris and Lynn
shared their English drama project in which the
students wrote and performed a play, showing
the video by iPhone. Peter had summarized
the previous discussion in January and it
helped a lot to confirm our shared perspectives
at this meeting. We discussed our various
interests and teaching contexts. However, it
seemed difficult to narrow our interests into
specific research questions. This was because
we have such different teaching contexts,
which would make the content of assessment
varied.

Although it seems important for students to
self-assess their performance and
improvement within the self-directed
framework, the ability of learners to self-assess
themselves depends on the student’s age and
proficiency level. Although it seemed difficult
for our discussion to move forward we tried to
brainstorm ideas. | suggested a self-
assessment of learner’s identity as an L2 user
vs. an L2 learner. From my experience as a
Japanese learner and teacher of English, |
have been wondering if having identity as an
English learner might be critical to Japanese
learners of English.

| found a difference between Japanese people
who view themselves as English users who
use English as a foreign or the second
language in a real context and Japanese
people who view themselves as English
learners in terms of confidence and autonomy.
Recently, | had two returnee students (one is a
4th grader from Canada, the other is a 5"
grader from Indonesia) at the elementary
school. | noticed the returnees who had
confidence in speaking and writing English
even though they had no more grammar and
spelling knowledge than some classmates who
had learned English only in Japan. On the
other hand, good students who study in Japan
feel less confident comparing themselves to
the returnees. As for learning, Japanese
people as English learners tend to try to get
more knowledge about English in school
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context but not use it in a real context. They
tend to be passive learners. They don'’t like
making mistakes and even think it is
impossible to be an English user unless they
master the language perfectly.

After talking about my insight above, we
shared ideas about differences in identity
between an L2 user and an L2 learner. Peter
shared his insight that the English user vs.
English learner might be relevant to fluency vs.
accuracy. Sachiko, who is teaching at an
English conversation school, shared her idea
that her students seemed to have identities as
English users rather than English learners
because they were aiming to study abroad. We
agreed that our group would explore the
relationship between self-assessment, learner
identity, socio-cultural aspects and motivation.
| am excited to see how our group research
will develop.

Tomoko teaches English at Kawamura High
School. Her current research interests are
listening for acquisition, autonomous learning,
CALL and cooperative learning. She has an
MA TESOL degree from Teachers College
Columbia.

Looking forward
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LD SIG Forums in 2012
2012 LD SIGD #—F L (6

A

JALT CALL Conference 2012
Konan University, June 1-3, 2012
http://conference.jaltcall.org/201 1/jaltca
[1-2012/

Darren Elliott
LD-SIG Forum Coordinator

forum at the JALTCALL Conference

2012. JALTCALL 2012 will be held at the
Konan CUBE, Hirao School of Management,
Konan University from June 1-3, 2012.

The JALT LD-SIG will be holding another

From self-access centres with cassette
libraries to m-learning, technology has played
an important role inlearner autonomy in
language education. However, CALL activities
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are not intrinsically autonomous and Learner
Autonomy need not make use of educational
technologies. In this forum, we will explore
CALL as viewed through the prism of learner
autonomy, and vice versa, in an attempt to find
common ground.

Each presenter will give his or her fifteen-
minute presentation twice (including questions)
within the 90-minute slot, giving participants
the opportunity to see four different
presentations. Of course, visitors are welcome
to join the full session or just come in to see
one or two presentations. We will have short
presentations on Facebook, CALL in self-
access centres, e-learning, blended learning
and other autonomy / technology-related topics,
from a number of experienced and talented
presenters.

The JALTCALL conference itself is always well
worth attending, with visitors from around the
world and a lively atmosphere. This year, the
conference welcomes a true leader in the field
with the visit of Dr. Stephen Bax as featured
speaker.

Nakasendo 2012 Conference
Urawa Citizen’s Hall, June 2, 2012
http://nakasendoconference.com

Robert Moreau
International Christian University
High School

he LD-SIG forum this year at the
I Nakasendo 2012 Conference in Urawa,
Saitama on June 2™ promises to be an
interesting space in which participants can
share a variety of ideas on teaching and
learner development. Since December 2011,
members of the LD-SIG have been meeting on
a monthly basis and, in groups, have been
discussing ideas and conducting small-scale
practitioner research in the following areas:
collaborative learning, language learning
strategies, self-assessment, and vocabulary
development.

In this forum, members of each research group
will set-up display stations where people can
learn more about what members of each group
has been working on, ask questions and
engage in dialogue on the different topics that
people have been exploring so far. Finally,
participants will be invited to share thoughts
and ideas about what they have seen and
discussed.
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The goal of the forum is to better acquaint
conference attendees with the work of LD-SIG,
and also, through the sharing of ideas, allow
participants to take away with them new ideas
that may be useful for their own learning and
teaching practices.

JALT Pan-SIG Conference Literacy:

SlGnals of Emergence
Hiroshima University's Higashi-
Hiroshima campus, 16-17 June

http://www.pansig.org/2012/
LD SIG Forum: Language, Literacies,
Learners - Development Beyond the

Classroom

Jim Ronald
Hiroshima Shudo University

UL-AFILE, LBEEBEXRF

Outside the classroom is Japan, where English
is typically perceived as a very foreign
language with which our students will have
little contact. Through rotating  mini-
presentations, we will report explorations of
different ways of exploiting, or creating, a world
beyond the classroom to challenge this
perception, helping our students become more
motivated, focused, and independent (or
interdependent) language learners. We will
address these topics: the purposes, planning
and running of English camps; language
learner histories and digital comics; media
literacy development; online pronunciation
resources, finding and talking with English
speakers outside the classroom; running
Scrabble contests; and assessing learner
autonomy.

Learner Development SIG Forum

at JALT2012, ACT City, Hamamatsu
October 12-15, 2012

Bill Mboutsiadis
Meisei University and the University of
Toronto

ear Learner Development SIG
members and newcomers,

This year we are proposing to hold a forum on
“‘Defining Learner Development: Different
Interests”, and we would like to invite you to
take part.

The plan is for this year's LD-SIG forum is to
involve many presentations exploring how
learner development can be theorized from
different practices, so that overlapping and
conflicting definitions and ideologies of ‘learner
development’ can be discussed ahead of the
SIG holding a 20th anniversary
retreat/conference in 2013 (more details to
follow in the coming months).

Definitions and ideologies of learner
development may draw from:

* Different theories of learning and the
learner (e.g. cognitive, constructivist, or
socio-cultural views);

* Different areas and tools of, and/or
approaches to, learning (e.g. advising,
self-access, self-assessment, collaborative
group-based learning, learning strategies,
vocabulary development);

* Different issues and principles to do with
interaction and learner development (e.g.
agency, autonomy, criticality,
differentiation, identity, motivation,
narrative knowledging, near-peer modeling,
positioning, scaffolding);

e Other discourses of learning and
development.

Each contributor to the forum will present (a)
particular case(s) of learning and learner
practices, and also theorize from such cases
about what learner development may mean/is
about within their local context and practice.
Cases may be drawn from classroom learning,
self-access learning, outside-class learning, at
different levels and ages of education and
development. Cases may also be fully
language learning-based or to do with
academic study, content-based learning, or
learning across the curriculum.

At present we envisage that the forum will
feature simultaneous displays or presentation
corners (poster, laptop, tablet, kamishibai, and
so on), with plenty of opportunities for
audience interaction, discussion and plenary
round-up.

Many thanks — we’re looking forward to seeing
you there!

Bl
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SIG Matters
A2TAA—3Y

Bt ##, & LD SIG Financial Report
20115108 - 2012438 Oct2011- March 2012

Oct-11 Nov-11 Dec-11 Jan-12 Feb-12 Mar-12
10/1/11 11/1/11 12/1/11 1/1/12 2/112 3/1/12

Balance in bank account $81THES &S 493,059 | 645,063 | 391,877 | 344,160 | 344,162 | 344,164
Reserve liabilities JALTAERTET & 250,000 | 250,000 | 250,000 | 250,000 | 250,000 | 250,000
Cash on hand & 0 95,000 0 0 0 0
Balance carried forward §i A EER S 743,059 | 990,063 | 641,877 | 594,160 | 594,162 | 594,164

The current month activities

Total revenue liabilities R Z & H 1248 0 0 0 0 0 0
Total revenue #4X A 269,304 | 146,394 303 2 2 20,003
Total expenses 23 -22,300 | -494,580 | -48,020 -0 -0 -0
Total expense liabilities R #h & ZE#2%48 -0 -0 -0 -0 -0 -0
End balance ¥ B iRERS 990,063 | 641,877 | 594,160 | 594,162 | 594,164 | 614,167
Balance in bank account $R{TOEN %S 645,063 | 391,877 | 344,160 | 344,162 | 344,164 | 364,167
Balance in other accounts ZMD b A ER% S 0 0 0 0 0 0
Reserve liabilities JALTAERTET & 250,000 | 250,000 | 250,000 | 250,000 | 250,000 | 250,000
Cash on hand B 95,000 0 0 0 0 0
LD SIG balance & B &R S 990,063 | 641,877 | 594,160 | 594,162 | 594,164 | 614,167

Major revenue X 7/ZUXA 2011£E108 -20124£3A October 2011- March 2012

Membership dues SIGEZ (A) 139,500

Tohoku donation from LD members

LD-SIGE B oD R IL#E K th [ 1+ F 44 FEHY(B) 55,000 20,000
RA conference registration fees

RAHMEEHVTI7LUR SME(C) 12,500 80,000

RA conference table fees from publishers
RABME AV IFLYR RRUY—-F—T )L
fERAH 12,000 | 24,000

Bridge loan repayment from FLP-SIG
FLP-SIG~ M HEE 1R % (D) 50,000

Temporary cash out from Treasurer
SEHEMLDRZE (E) 42,090
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Major expenses £ #&E#E 20114108 -201243F October 2011—- March 2012

Expenses for RA conference 1,700 | 231,350
RAHKREE ZEHVI7LUVRABERE

. 20,000
Donation to the Best of JALT

Best of JALTAMD & {+

Co-sponsoring a JALT2011 plenary speaker
JALT2011 DEEEE L EIREE A 100,000

Conference grants

LD SIG ERAXEES MM E (F) 80,000

IATEFL-KANDA Conference grants
IATEFL-KANDAA> 7LV RS MER (G) 80,000

Shipping LD materials for JALT2011
JALT2011 =/~ DOLDE HHESE H 5,270

Repayment to Treasurer (temporary cash out)
KEHFEALDHEZEIRFE (E) 42,090

NOTES
(A) 1,500 X 93 members (for 6 months)

B) The following LD members have donated for the SIG’s future plan to support those in Tohoku. UL F ®OLD-SIGE:
B26 . AL 2 B 89 TE A 2 FH > TV B (1)Richard Silver (35,000yen) (2)Funds surplus at an
informal SIG party (20,000yen) FEAXDSIGE A TO4:F (3)Andy Barfield (15,000yen)

(4)Philip Brown (5,000yen). Also, we reserve the following amount for the future donation: F 12, kD%
fTHEYT, L&A %4 & LTA LTW5 : SIG's original budget SIGOZEA(T HAJT% 50,000
Alison's donation (June 2011) 30,000 In total we currently have 155,000 yen for the donation purpose. #&
REC, FTEMT155000M = BIERA LT3,

LTFOLD-SIGRE ML, RILH KT IEBMTEHHEEN > TS,

Also, we reserve the following amount for the future donation:
BISFEOBFMBMT. UTORBEERBELLTRALTLS:
In total we currently have 155,000 yen for the donation purpose.
A48T, BT BRI TI55000MEFHRERAL TS,
(C) From 54 participants at “Realizing Autonomy” conference held in October
10 A BA#E 0 “Realizing Autonomy " ho I7L U R IZHTHEMES4ELE N LD SME
(D) Bridging Loan for FLP-SIG (December 2010) was repaid in full.
FLP-SIGAN D B EHEF(2010/12 AR, FEBEY 2ERFS NI,
(B) Treasurer temporarily used her own money to send grants, which was returned to her in December.
RN REPREZAETHOIC, —HHUICEDDESZME oA 12812ITRFENT=,
(F) 40,000 X 2 members
(G) 40,000 X 2 members

SIG fund balance March 31% 2012 / SIGE £ % 52012438 31H

Balance in bank account fRITOEDE S 364,167
Reserve liabilities JALTAERTET& 250,000

TOTAL &&t 614,167
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PLANNED EXPENSES April to Dec 2012 2012448 -12H T &R &

Table Rental for JALT2012 ALT2012TDSIGT—F )L (17.000)

Shipping LD materials to JALT2012 JALT2012~ D & #f % $3 (10.000)

Shipping fees for other events DA R kA D& $} (10,000)

LD web site cost (including domain name registration)

LDERVITHAER(FA VR BHEHED) (7,200)

Financial support for Nakasendo H{lliBHh 772 R B A (10,000)

Donation for Best of JALT2012 JALT2012( Best of JALTZ 4+ (20,000)

2 Tohoku JALT+LD SIG membership grants *1*2

RALIALT-LD SIGREBIR 24 (20,000)

2 Pan SIG conference grants (25,000 yen each)

JALT PAN-SIG 202 EXR =S MBIALE 24 (50,000)

2 LD SIG research grants (25,000 yen each)

LD SIG BAZEBIRLE 24 (50,000)

2 National conference grants (40,000 yen each)

ALTEE XS MBIRE 24 (80,000)

Donations to the disaster-stricken area ¥t~ D& (155,000) *3

Other miscellaneous {th D & (20.000)
SUB-TOTAL /Mt (449,200)

PROJECTED REVENUE April to Dec 2012
20124:4H -12H FEIA

Membership 75 members (150 members * 6 months/12) &&
FEH 112,500
SUB-TOTAL /Mgt 112,500

Projected SIG fund balance Dec 31st, 2012
FESIGE ®7%E2012412A31H

Balance in bank account fRITOED S 127,467
Reserve liabilities JALTARERFE T & 150,000 *4

TOTAL H&3&t 277,467
NOTES

*1 JALT membership fees vary, but do not exceed 10,000 yen a year. JALTO LB (XFIFELEHI HIN. o FE
BE(T1HH,
*2 We have other grants, but they require no cash out. fIZ31#HBIEHIE X H I . REDHEIFE:

(1) 10 First-time LD SIG subscription grants / LD SIGIAER A & - S E B (EIALTR B F11)104
(2) 10 First-time LD SIG membership starter grants / LD SIGIAER AL - £ BB (JALTR B M) 104
*3 See the Notes in Actual TR IDHEERSR

*4 We will need to have 100,000 yen back from Reserve Fund to have enough operating funds.

JALTAEFEITENS10FMHEREL T, BiE L4 HRIIVENDH S,

Hiromi Furusawa &i# #5A3E LD SIG treasurer LDSIGEA7%
May 6th, 2012 2012458 6H
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Contributing to Learning Learning T Z

Learning Learning is your space for continuing to
make the connections that interest you. You are
warmly invited and encouraged to contribute to the
next issue of Learning Learning. We welcome
writing in Japanese and English, and in different
formats and different lengths about different issues
connected with learner and teacher development,
such as:

* Articles (about 2,500 to 4,000 words, with a 100
word summary)

* Reports (about 500 to 1,000 words)

* Learner histories (about 500 to 1,000 words)

» Stories of autonomy (about 500 to 1,000 words)

* Book reviews (about 500 to 1,000 words)

* Letters to the SIG (about 500 words)

* Personal profiles (100 words more or less)

» Critical reflections (100 words more or less)

» Research interests (100 words more or less)

* Photographs

* Poems... and much more...

We would like to encourage new writing and new
writers and are also very happy to work with you in
developing your writing. We would be delighted to
hear from you about your ideas, reflections,
experiences, and interests to do with learner
development, learner autonomy and teacher
autonomy.

We hope to publish the next issue of Learning
Learning in October 2012. Ideally, we would like to
hear from you well before July 31, 2012 — in reality,
the door is always open, so feel free to contact
somebody in the editorial team when you are ready:

Jackie Suginaga  jackiesuginaga AT MARK gmail.com
Michael Mondejar mikemondoman AT MARK gmail.com
Hugh Nicoll hnicoll AT MARK gmail.com, and
Fumiko Murase fumikomurase AT MARK gmail.com

Learning Learning is the newsletter of the JALT
Learner Development SIG. We aim to publish twice
a year in April and October. All pieces are copyright
of their respective authors.

All pieces are copyright of their respective authors.
Permission to re-print and/or re-produce
online writing from Learning Learning should be
sought directly from the author(s) concerned. If
arrangements are made for the reprinting and/or re-
production online of an article originally published in
Learning Learning, we respectfully request that the
full citation reference for the original article in
Learning Learning be included with the re-
printed and/or re-produced online versio.
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Jackie Suginaga

jackiesuginaga AT MARK gmail. com
Michael Mondejar

mikemondoman AT MARK gmail. com
Hugh Nicol |

hnicol | AT MARK gmail.com, and
Fumiko Murase

fumikomurase AT MARK gmail.com
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