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JALT Learner Development N-SIG Forum vol.3. no.1. April 1996

This issue features articles on "Learner Development with Younger Learners,” complementing
the recent formation of the JALT Teaching Children N-SIG (whom we compliment, also!) and the
upcoming IATEFL Learner Independence SIG Conference on Teaching Young Learners in
School Situations and Encouraging Learner Independence (see Learning Learning 2/4 for
details). Learner development has often been (and may still tend to be) considered appropriate
mainly, or exclusively, in adult education or tertiary contexts; however, recent curricular reforms
in a number of European countries seem to indicate that development of autonomous learning is
becoming an increasingly "'mainstream" goal with younger language learners.Stephen Brivati
begins this feature issue with the argument that involvement of younger (kindergarten to junior
high) learners in autonomous learning activities has proved to be both possible and desirable in
his own teaching context in Japan, while Barry Mateer demonstrates similar convictions in
describing an emergent "reader response" approach to oral communication classes which
appears well-suited to encouragement of the independent learning, critical thinking and
language awareness of his own Japanese junior high students. Concluding this feature, Renee
Gaulthier presents an entertaining and instructive account of the way in which control and
intitiative were shifted jointly by her and her own young learners, towards the learners
themselves, in a language school context. On the basis of their own experience, the writers of
these three articles together provide strong indications that learner development is both a
desirable goal and a process which is achievable with pre-school and school children in Japan.
Naoko Aoki and Richard Smith
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Pedagogy and andragogy - a false dichotomy?

Stephen Brivati

Language teachers working with school age learners in
a formal education context are quite likely to concede
that the development of autonomy is "a good thing,"
but this worthy sentiment seldom appears to be
realized in classroom practice. This is hardly
surprising given the workload of a typical day, but
there are other problems, too. One of these may be
that most discussion of learner development tends to
be specifically related to tertiary level or adult learners.
Indeed, teacher training literature often appears to set
arbitrary limits on when learner autonomy can be
implemented :

"...Learner training is most effective at lower
intermediate level..." (Ellis and Sinclair 1989, p. 9)

"Developing student autonomy may be taken to refer to
people who accept more and more responsibility for
their own learning, for setting goals and objectives, for
finding resources, and for evaluating the outcomes of
their learning activities. Such an approach is
predicated on the notion that these are competencies
which are called for in advanced graduate studies.”
(Candy, 1981, p.59)

This article will suggest that the above distinctions
(relating to the possibility or desirability of developing
autonomy) between "more advanced" or "older"
learners and "less proficient" or "younger" learners
have their origins in the history of education and can
usefully be considered from such a perspective. After
situating the terms "pedagogy" and "andragogy" in their
historical context, we shall then move on to argue from
experience of teaching Japanese kindergarten,
elementary and junior high students that learner
development is both possible and desirable with
younger, less "advanced" learners.

Pedagogy versus andragogy
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Prior to the emergence of "formal education," the great
educators of history (Socrates, Lao-Tsu, etc.) worked
with adults in group exploration of problems using
techniques such as the parable. This changed
dramatically in seventh century Europe with the
introduction of formal educaton whose purpose was
preparation of young boys for the priesthood. The
monastic school's primary role was to endoctrinate
young people in the beliefs and rituals of the Church.
From this system there evolved a model of education
that has persisted to the present day.

The word "pedagogy", describing dominant practice in
this educational model, is derived from the Greek
"paid" meaning child and "agog" meaning "leader of."
The term "andragogy" was coined by a German
grammar school teacher in 1833, as a descriptor of the
style of education that Plato used with adults.
Although the term is not yet widely recognized in the
EFL profession, it does have a significant place in the
literature specifically concerned with adult education
(ct. Brookfield, 1986 : 90-122). Indeed, The University
of Amsterdam has had a doctorate in andragogy since
1966.

What then, are the differences between these two
models of education?Pedagogy might be
characterized by the following assumptions:

1. Learners only need to know and learn what the
teacher teaches.

2. The learner is conceived of as dependent (and so
the learner becomes dependent!).

3. The learner's experience is not a resource for
learning. The experience of the teacher and materials
writer is paramount in the classroom.

4. Learners are ready to learn what they are told to
learn.

5. Learners require subject matter content.

6. Learners operate according to extrinsic motivation.
(adapted from Knowles, 1990, pp. 55-61)



By contrast, andragogy implies the following
assumptions:

;1. Adults need to know why they are learning
something. (Aduits almost invariably invest time
weighing the pros and cons of a course of action in real
life). i
2. Adults need to feel in control of their lives. They
have a strong sense of self-concept. Although adults
may take on dependent learner roles relating to their
prior learning experience, this does not mean we can
assume there is no resistance on a subconscious
level.

3. Adults have a far wider range of experiences than
younger people. This creates a need for experiential
techniques, such as group discussion, simulation
exercises, and problem solving activities.

4. An adult is ready to learn what she needs to know in
order to move from one developmental stage to the
next only if she is ready for that new developmental
stage.

5. Adults have a life-centered orientation to learning.
(adapted from Knowles, ibid.)

Implicit in the above characterization of the
differences between pedagogy and andragogy is an
important underlying assumption : there is a
relationship between the maturation of the individual
(from infancy to pre-adolescence, adolescence and
adulthood) and the form that education should
assUime; i.e. encouragement of the skills required for
self-direction must match the individual student's
increasing need for these skills as she matures.

The problem is that the teaching profession has not
assumed a model of education allowing variation on a
case by case basis (as Knowles (1980:43) himself
seems to-propose), but a dichotomy: younger learners
are to be taught pedagogically. and adults from an
andragogic perspective (maybel). It might be argued
that one of the main reasons why this has occurred is
that, given its historical role in the development of
formal education, pedagogy has been invested with
the status of an ideology, whereas andragogy is a
product of more recent trends and demands (thus,
Knowles (1990) defines the latter as a system of
"alternative" assumptions). The outcome of this is that
while adult education will take the form of a pedagogic
approach if required and possibly move towards
andragogic criteria in response to students' needs, the
reverse scenario is rarely considered : pedagogy may
not admit the tenets of andragogy into its practice.

Is andragogy really "for adults only"?

According to Knowles, the kind of situation in which
initial pedagogy is required is one in which "(learners
have) no prior experience with a content area, they do
not understand the relevance of a content area to their
life, they do not need the knowledge to accomplish a
performance and their motivation is extrinsic." (ibid. p.
64)

Superficially, this sounds remarkably like what those
of us teaching younger learners in formal education
contexts encounter on a daily basis! However, it would
be an error to use this as a justification for preserving
the "pedagogic status quo" in such situations. On the
contrary, language learning may be a special case with
regard to prior knowledge. Indeed, Knowles'
"conditions for pedagogy" above provide extremely
helpful criteria in'guiding teaching practice with
younger learners. These criteria and their implications
for classroom practice are considered below :

Do younger language learners have no prior
knowledge?

The fact that the learner - at whatever age - does not
begin second language study as a tabula rasa is well"
established in the second language acquisition
literature. Although a discussion of innate language
universals is beyondthe scope of this article it is worth
noting that the beginning language learner already
possesses both the "knowledge that" language is
organized systematically utilizing a limited number of
universal components and the "knowledge how" any
language can be manipulated to achieve a
communicative-purpose, even with the scarcest of
resources. The systemic organization of the target
language may initially have to be brought to students'
consciousness in a pedagogic manner, but it is
possible to begin moving towards more autonomous
activities (for example, involving pair or group work)
the moment the students have control of a handful of
nouns and a concrete verb such as "take". Indeed, |
have found that Japanese junior high school students,
for example, are very active in demanding new words
the moment they understand that this practice is
encouraged.

Is content of instruction irrelevant to the younger
learner's real life? '

A great deal has been written on this particular topic
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and what the communicative language teacher should
be doing about it. Opinions and options vary from
Widdowson's {1978) arguments that the classroom is
the student's real life to the kind of full scale project
work involving use of resources outside the
educational institution advocated by Legutke and
Thomas (1991). | have no hesitation in muddying the
waters even further by suggesting that the real life of
children is profoundly governed by stories (this is true
of adults too, of course, but the relationship with "real
life" is more complex). Stories can therefore be
exploited in the classroom to good effect. For example,
| use all manner of folk tales and fables to teach
grammar indirectly in precisely the sequence
advocated by the rigid yet eccentric demands of
Japanese junior high school textbooks (have you
noticed that "Goldilocks and the Three Bears" is based
around comparative and superlative adjectives?) The
students listen actively and become very involved in
any related activities, especially seeming to enjoy the
creation of their own part of the text.

Do younger learners need knowledge but not need to
accomplish a performance?

The answer to this is fairly self-evident : young
learners love to perform and evaluate one other's
performance if the atmosphere is non-threatening. |
know some teachers will argue that to require a student
to perform in front of a class is cruel and destructive
and | would tend to agree with them. This does not
however, invalidate the argument that younger
learners are often very willing to perform in front of
others, especially if this is prepared for gradually
through pair and group work. With the right kind of
preparation and support, drama can be central to
teaching young learners. | think it is extremely rare to
find a situation in which performance itself lies at the
heart of distressing students.

Of course, Knowles is using the word "performance” in
a much broader sense, but this issue can be
addressed, too. If the young learner is working in a
situation where her group is responsible for one part of
a whole class product then the student will tend to
collaborate with her colleagues in actively seeking
knowledge, as a social response. This approach, in
which performance is linked to social responsibility, Is
one of the most powerful tools at the teacher's
disposal, at least in my experience with young learners
in Japan.

Do younger learners only have extrinsic motivation?
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I do not think it is so terribly important for teachers to
be concerned with the extrinsic/intrinsic distinction.
However, they can ensure that learners leave the
classroom‘having experienced the following to varying
degrees :

1. They have found something out for themselves.
2. They have created something or used their
imagination.

3. They have had fun doing it.

4. They feel that they have made progress.

My experience with Japanese kindergarten,
elementary and junior high students has shown me that
these factors can be united in the younger learner's
creation and performance of her own texts. Very often
we tend to underestimate the young student's ability to
produce a simple text and illustrate it.

Conclusion

Implicit in the last section has been the argument that
choice of classroom activities may itself be the
determining factor in whether younger learners are
ready or "made ready" for andragogy. Activities such
as | have described which result in the creation of
texts by students themselves have been among those
that | have found to be useful in effecting the transition
from pedagogy to "andragogy" in a Japanese junior
high school. | hope that these limited suggestions will
help to begin dispelling the myth that pedagogy and
andragogy are "worlds apart”, with the former being
regarded as the only pragmatic approach in formal
education, and the latter as the "trendy" and somewhat
irrelevant theory of someone obviously out of touch
with the schoolroom chalk face. | always try and teach
according to the tenet of a card hanging above my
desk inscribed with the words "anything we do that a
child could have done deprives that child of a step
towards independence.”
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Just a reminder to Learner Development N-SIG
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membership at the same time as you renew your
overall JALT membership.
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A Reader Response Approach to Junior High Oral

Communication Classes

Barry Mateer

In second and third year junior high Oral
Communication classes (averaging 20 students per
class) at Nihon University's Buzan Junior High, we
have been experimenting with use of graded readers
as the springboard for oral communication in class. For
homewaork, learners read a graded reader, journaling
instances of comprehension breakdown or any other
questions about the language or story that arise as
they read. Learners are encouraged to become more
aware of language form, meaning, and use, journaling
questions that arise as they compare and contrast
what they have learned 'about' English in
teacher-centered textbook classes with what they
encounter when reading independently. Then, in small
classroom groups, students bring up their recorded
observations and questions for discussion.

Beginning with their independent homework and
continuing through small-group discussions, learners
themselves determine which aspects of the story or of
the language they wish to focus on. When
comprehension is not complete, learners work
collaboratively in groups of three to construct meaning
and to answer the questions they posed in their
homework. Later, in large-group, teacher-assisted
discussion, the students bring up for consideration
any questions or concerns that could not be resolved
to their satisfaction in the small groups. With
twice-a-week lessons, a class can complete five to ten
graded readers during the year, depending on how
often the teacher conducts mini-lessons on grammar
or other aspects of the language raised by students.

Central to the approach, as it has developed, have
been ideas derived from reader response theory,
language awareness training, and, not least, action
research. The last four years have been ones of
exploration for me, my students, and my co-teachers,
and following is a brief description of some features of
the approach, as currently planned, presented in the
hope that it may help others envision both the
interaction that can take place among students and
teachers, and the co-produced outcomes that such
interaction can result in.

Journaling as Homework
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After a period of introduction and support in the
"how-to's" of journaling, the students are expected to
read independently at home and do the following as
homework:

* Read the assigned number of pages (3-5) in the
graded reader, and attempt to comprehend not only
individual words but also whole phrases; comprehend
not only individual sentences, but also sentences in
relation to surrounding sentences; not translate words,
but translate situations through paraphrase.

* While reading, if there is a word or phrase which, after
reflection and rereading, still cannot be figured out,
students enter it in a '‘word list' under the following
categories :

page no. word/phrase my guess dictionary meaning

* The journaling of questions involves the following
steps:

1. Write down the complete sentence which triggered a
question while reading.

2. Underline the part of the sentence that is the focus
of the question. (Underlining allows others to see how
the person posing the problem is going about
'chunking' the language.)

3. Wirite the meaning of the sentence as it is now
understood, and/or write down the situation/context
within the story in which this sentence occurred.

4. Pose a problem / question. This can be either a
language question (about the way English is used) ora
story question (about the content/context of the

story). A handout with a list of common formulaic
sentences allows students to produce questions in
English such as "What does X mean?," "Why did Y say
X?," "Instead of X is it OK to say Z?," "Why is there a
question mark after X?," etc.

5. Write down a possible response to the problem
posed. '

Using loose leaf paper, students make a carbon copy
of the homework above, handing in the carbon copy



#

¢

each lesson and keeping the original (to which they
add comments arising from discussion) in a clear file.

Roles of Learners and the Teacher

The principal role of learners is to be detectives. The
intention is that the students become experienced in
asking appropriate questions, raising certain issues
then going about looking for clues, and céllecting
evidence. There is no need for them to have an
immediate, correct solution that everyone agrees to.
But learners should have a clear idea of the problem
they are posing and/or an idea of a possible solution to
the problem, and if necessary, be able to explain their
ideas clearly to others.

The principle roles of the teacher are to "coach" and
"scaffold” during discussion. Coaching involves
assessing "performance” and giving advice before and
after chunks of performance. Three types of
scaffolding include: (i) as elicitors, teachers focus the
group's thinking by helping students elaborate or
extend their ideas; (ii) as framers, teachers help
students gain perspective on their thinking; (iii) as
group process monitors, teachers help students
negotiate the complexities of face to face interaction.

Action research perspectives

One goal of the lessons is to encourage learners to be
involved in extended critical thinking, minimizing the
gap between learning a skill and being skillful.
Learners are engaged in aspects of critical thinking, or
what might be termed action research; including
identifying a problem, investigating and
hypothesizing, formulating a plan of action (io solve
the problem through discussion), and then recording,
evaluating and reporting on the solution.

At the same time, [ too have been engaged in a
process of action research, along with the students.
My present approach evolved from a rudimentary
understanding of the principles of reader response,
and training in language awareness and critical
thinking. | began my.journey, then, with some borrowed
practices and activities, but subsequently moved on
by studying the underlying theories supporting the
practices. Theories led me to questions; prompting me
to collect evidence from classroom experiences in
order to answer my own queries, and this generated
more questions and more theories. Through inquiry,
theories became activated, the borrowed practices
became owned, and my beliefs were re-examined.

Final comments

The approach | have been describing brings out a rich
variety of language, ideas, and themes and raises
questions for the teacher as well as for the learners.
Since the students pose the problems themselves, the
issues and ideas brought up tend to be seen by peers
as appropriate ones for consideration, especially the
problems which survive small group discussion and are
raised for large group consideration. Problems that
have been posed often result in responses or
proposed solutions that in turn bring up new and
different problems for consideration. Not only are
second year junior high students capable of working
within this approach effectively, many of them appear
to positively embrace the chance to engage with the
language and its various aspects of form, meaning,
and use. The approach adopted allows the students to
show a level of awareness, insight and curiosity that
more traditional lessons do not so easily encourage.

Anyone who is interested in further details, especially
of how small and large group discussion is set up and

conducted, or of sample questions students can raise
is encouraged to contact me at:

1-12-5-101 Shukugawara
Tama-ku

Kawasaki-shi

Kanagawa 214

tel. 044-933-8588
fax 044-935-3685
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Who's Ruling Whom? Shifting Control and Initiative
from the Teacher to Young Learners

Renee Gauthier

A wise, former boss of mine once told me not to expect
children to listen to me if | did not first listen to them.
Through the years, that piece of advice has stayed in
my thoughts. It especially affected my teaching last
fall when | was working with a group of six first year
junior high boys.

I was teaching children at a small language school
where | was the sole teacher and knew all the students
quite well. | had left for the summer to begin my studies
at the School for International Training and returned in
the fall to find that, while my substitute had been
teaching, one boy had ceded from his class and
formed his own with his school buddies. He had
expressed a desire to learn English with his friends
rather than be the only boy in the class, and had
solved his own problem by persuading his friends to
start learning English!

This created a troubling situation where the boys knew
each other very well, but where | only knew one of them
and had little knowledge of what had happened in their
class during the summer. It is quite natural for children
to test the limits of their teachers and, by all means,
this group did a beautiful job, bringing in drinks and
snacks and making a ruckus in Japanese. They
assured me (in quite innocent voices) that the
substitute had conceded to this kind of behavior. The
first two weeks | tried not to react strongly, since my
instinct and experience told me that would only
provoke them.

Instead, I drew upon the knowledge | had gained at SIT
and the bit of wisdom my boss had instilled in me. |
employed two strategies which | hoped would show
them | respected what they had to say, including their
input for the class proceedings. As a start, | called
upon the philosophy and techniques of the
Counseling/Learning approach to language teaching,
Community Language Learning (CLL). Subsequently, |
asked the boys to create their own set of class rules.

In CLL, the teacher lets the students create
conversations as they please. Thus, they are virtually
in total control of the language introduced and
practiced in class. | began one lesson with this kind of
task, 1 think more to see how it would affect my
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students' group learning attitude than their actual
language learning. Believing that they would need
some structure for the activity, | described the setting
as being at the Japan Expo in Wakayama, where there
was a good chance that they would meet native
English speaking people. They were to create the
exact situation and the subsequent dialogue. Given
that this was a comnpletely new experience for my
students, they tested how wild a story | would let them
create. So, there they were in line for a ride next to an
English speaking alien (from which planet or universe,
they did not specify!). The simple dialogue turned out
like this:

"Hi there. Where are you from?"
"I'm from outer space.”

"What did you buy at the expo?"
“| bought everything!"

After | transcribed their dialogue on the board, hands
were slowly raised. "Can | change the aliento a
Frenchman?," meekly asked one of the boys. "Sure," |
replied, "It's your story." They proceeded to alter the
story to one that was more realistic, with the
Frenchman buying ice cream and toys. Granted, |
thought the first version was more amusing. But, the
important thing was that they were given the
opportunity to express themselves as they wanted, in
a largely self-created situation.

The following lessons incuded a variety of tasks for
practice of the language in this and other dialogues.
After teaching the class in this way three times |
decided to more overtly let the students exercise their
control over another part of the lesson, classroom
management, and guided them in making rules for
behavior at the same time as having them determine
consequences for breaking those rules. Surprisingly,
their list proved to be much more strict than any that |
would have created. Indeed, the leader of the pack
suggested the most severe measures of punishment.
Personally, | would not make a student stand for the
rest of an activity if he or she chatted in Japanese! |
was tempted to soften the requirement, but resisted
the urge. Instead, | turned to the rest of the class to
confirm if they agreed with adding that suggestion to
the list. All seemed to be in favor, so we continued



until the list was satisfactory to them. We practiced
saying the rules in English and followed up by saying
them at the beginning of the subsequent lessons. |
found that the boys were eager to catch each other in

. the act and call them on the rules. They were not
simply out to get one another for fun, though. They
also held themselves to the same standards.

During these lessons, from time to time | noticed looks
of surprise on the students’ faces. However, they
gradually relaxed and slowly engaged themselves
more and more in the lesson. | attribute their
increasingly focused attention and desire to produce
the language in dialogues accurately to their sense
that | respected them as intelligent, creative and
talented students. Of course, this assumption may be
incorrect and other factors undoubtedly contributed to
their increasingly "good" behavior. However, | do
believe that they were strongly affected by their
freedom to show their initiative and have control. My
theory is that if children feel invested in the course, if
they "own" it by taking an active role in its creation,
they will be actively engaged. This is helpful in
encouraging motivation, self-confidence, creativity,
and teacher-friendly behavior.

Not only did shifting power and responsibility to the
students prove to develop a greater sense of
commitment on their part to being engaged in the
lesson and building a community, but also relieved me
of having to expend energy fighting against theirs.
Quite honestly, relinquishing this control was
frightening and | had to consciously work on stepping
back and showing respect for their ability to direct and
take responsibility for their class. Seeing these boys
actively try to master language instead of taunting me
with unproductive behavior was definitely one of my
greatest joys in teaching children so far.

If you have had similar experiences or ideas and would
like to share them, | would appreciate hearing from
you.

Note : Renee Gauthier currently teaches junior high
and high school students at Niijima Gakuen in Gunma.

Contact:

Renee Gauthier

3-17-6 Annaka Annaka-shi
Gunma-ken 379-01

Tel: 0273-82-4765

Fax (work): 0273-810630
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E-mail: ragauthier@aol.com
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Journal Reviews/iigsirs

Evelyn Sasamoto and Andrew Barfield are scanning recent issues of journals for articles reléted to learner
, development and report on their findings in this column. In this issue Evelyn has a loock at TESOL Quarterly and

" The Modern Language Jotimal,

# TESOL Quarterly, 29/2, Summer 1995, pp. 235-
260.

"Coping Strategies of ESL Students in Writing Tasks
Across the Curriculum" by llona Leki.

This article summarizes the author's qualitative
research study of five ESL students in their first
semester of study at a U.S. university. The goal of the
research was to identify the strategies these students
used - both those brought with them and those they
developed in response to the writing demands in their
college courses across the curriculum - through
investigation of their academic literacy experiences.

The numerous and diverse strategies identified were
grouped into ten categories:1. Clarifying strategies: to
make sure assignment requirements were properly
understood (talking to teachers and other students,
asking for feedback, etc.);

2. Focusing strategies: to concentrate attention on the
task (e.g. write essay question at top of essay; reread
assignment);

3. Relying on past writing experiences: (this was
sometimes counter-productive);

4. Taking advantage of first language/culture: (e.g.
incorporating something about own country in
assignments);

5. Using current experience or feedback to adjust
strategies: (not only feedback on own work but also
that which classmates received on short, fairly easy
writing tasks early in the term);

6. Looking for models: (finding appropriate real world
models of book/movie reviews, etc. to imitate format,
organizational style and wording);

7. Using current or past ESL writing training: (rarely
used);

8. Accommodating teachers' demands: (attempting -
often superficially - to meet teachers' requirements
even when assignment's purpose was not understood;
e.g. reproducing in writing what was gauged to be the
teachers' position, suppressing own opinions which
contradicted those of the teacher);

9. Resisting teachers' demands: (a) consciously
slighting part of an assignment due to lack of personal
interest or knowledge (mild resistance); (b)
consciously ignoring guidelines professors gave for

writing (stronger resistance); (c) undermining the entire
purpose of an assignment due to perception of own
choice as more logical, more personally interesting or
as a more efficient use of time (strongest resistance);
10. Managing competing demands: juggling workloads
in the following areas: (a) managing course loads; (b)
managing work load for a specific course; (c)
regulating amount of investment made in a specific
assignment; (d) reguiating cognitive load; (e) managing
demands of life.

The degree to which these ESL students came
equipped with a variety of already very well developed
strategies for coping with written assignments is of
interest to EFL/ESL writing teachers. It is also
interesting to note, however, that these students made
no conscious links between ESL writing class training
and what they were required to do in other courses (cf.
7. above). Perhaps the message here is that EFL/ESL
teachers can indeed facilitate their students' efforts by
finding out from them what writing strategies they
already use, helping bring to consciousness others
they use without awareness and, where appropriate,
suggesting alternative strategies for use in
approaching writing tasks. These students' intuitive
search for appropriate writing models (cf. 6. above)
suggests a form of guidance which EFL/ESL teachers
could provide via functional task models, e.g.,
assignments such as "mock" essay exam or writing up
survey results. Grappling with such tasks in the
EFL/ESL classroom would provide valuable experience
which students could draw upon in other contexts. -

# TESOL Quarterly, 29/2, Summer 1995, pp. 261-297.

"A Closer Look at Learning Strategies, L2 Proficiency,
and Gender" by John M. Green and Rebecca Oxford.

Of particular interest to fans of Rebecca Oxford, this
report of research carried out at the University of
Puerto Rico (among 374 students at three different
course levels) relates language learning strategy use
to gender as well as to L2 proficiency level. The
research instrument used was the Strategy Inventory
for Language Learning (SILL) and this study's results
are consistent with previous SILL studies, i.e.,
indicating "significantly greater overall use of language
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learning strategies among more successful learners,
higher overall strategy use by women than by men, and
significant differences by proficiency level and gender
in students' use of the broad strategy categories on
the SILL." (p. 285)

As for individual strategy findings, 14 were used
significantly more often by women but only one more
often by men: watching TV programs and video movies
in English. The strategies more often used by women
are classified as (1) global, (2) introspective and
somewhat affective, or (3) reflective of women's
conversational behavior, characterized by
“rapport-seeking, sociability, and elicitation of
comment by the speaker." (p.290) The only gender
difference without an apparent explanation was
reviewing often, "although this might fit with women's
documented desire to follow rules and be compliant"
(p.290). Although there were significant gender
differences in individual strategy use, there was no
correlation between gender and proficiency. This
article is therefore not saying that females are more
successful at language learning than males, or vice
versa. The conclusion is drawn, however, that
knowledge about individual differences in the
classroom can enable the teacher to provide students
with opportunities to use the varied strategies which
best serve their individual needs.

# The Modern Language Journal, 79/3, Autumn 1995,
pp. 372-386.

"Positive Attitudes and Realistic Beliefs: Links to
Proficiency" by Corinne Mantle-Bromiey.

The author discusses the following three components
of attitude to language learning: (i) affect (evaluative,
emotional reaction to the attitudinal object; ‘degree of
like or dislike), (ii) cognition (what a person knows
about the attitudinal object), and (iii) behavior
(intentions or actions related to the attitudinal object).
Each of these is important because change in attitude
is most likely to occur when there is a dissonance
between the components. This study of middle
school-aged students in foreign Ianguage classes in
the U.S. revealed that:

1. Atlitudes of 7th grade boys were less positive than
those of girls;

- 2. Without teacher intervention, students became less
positive about other languages and cultures followmg
initial exposure to language study;

3. Attitudes of students who participated in
experimental lessons (designed to improve attitudes)
were more positive than those of students in the
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control group;

4. Misconceptions/mistaken beliefs which could lead
to frustration with the language-learning process were
prevalent prior to the first experimental class. For
example :

23% believed L2 to be easy to leamn; 68% believed one
could become fluent in L2 in 2 years' time or less; 41%
believed some people are born with a special
language-learning aptitude; 74% believed they
personally did not have that ability; 36% did not believe
cultural understanding to be necessary for language
acquisition; 44% believed language learning was
mostly a matter of learning new vocabulary; 34%

- believed language learning was mostly a matter of

translation from L1; 23% indicated one should not
speak the language until one can speak it "correctly”;
and 37% said they would feel self-conscious speaking
L2 in front of others.

Reviewed by Evelyn Sasamoto

We still need help with scanning and brief reviewing of
Japanese language journals. This involves looking out
for learner development related articles in publications
you have regular access to, and writing brief reviews
for the Journal Reviews column in "Learning Learning.”
Sukero Ito, LD N-SIG co-librarian, is waiting to hear
from you if you can help out. Sukero can be contacted
at:

Tokyo Univ. of Foreign Studies
5-10-1 Sumiyoshi-cho, Fuchu-shi, Tokyo 183
Fax (w): 0423-68-0393
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# TESOL Quarterly, 29,/2 Summer 1995, pp. 235-
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“Coping Strategies of ESL Students in Writing Tasks
Across the Curriculum” by llona Leki
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# TESOL Quarterly, 29/2 Summer 1995, pp. 261-
297.

"A Closer Look at Learning Strategies, L2 Proficiency,
and Gender" by John M. Green and Rebecca Oxford
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pp. 372-386.
"Positive Attitudes and Realistic Beliefs: Links to
Proficiency” by Corinne Mantle-Bromley.
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Members' Publications

AY R—=QBWREERD

Members are encouraged to share information about
their learner development related publications in this
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column. Please don't be madest! Send details to either
of the Learning Learning co-editors (addresses at the
back of this issue), including a copy of the publication
itself, and a very short summary if possible). We'll
encourage Learning Learning readers to contact you
directly if they're interested in receiving copies of your
pubiication(s), unless you tell us that you don't want
this to happen.

On offer this time round are :

Hinkelman, Don & Pysock, Jay. (1992) "The need for
multi-media teaching methods: A psychological
investigation into learning styles". Cross Currents.
Vol. XIX, No. 1, Summer 1992, pp. 25-35.

This paper summarizes research on learning styles
and tests the applicability of a perceptual styles model
{0 200 Japanese university EFL students. A twelve
question survey onivisual, auditory and kinesthetic
styles was administered to four homogeneous English
classes. The variance in learning style was evenly
mixed in each class. Then a common vocabulary
lesson was taught using either predominately visual,
auditory, kinesthetic or mixed methods. The class
which was taught using a mix of V/A/K methods
outperformed the other classes which were taught via
only one modality.

Copies of this article can be obtained by sending a 190
yen stamped, self-addressed A4 or B5 envelope to :

Don Hinkelman

Hokkaido University of Education
Ainosato 5-3-1, Kita-ku

Sapporo-shi, 002

Fax(h): (011) 382-9947

Email: hinkel@atson.sap.hokkyodai.ac.jp

Murphey, T. (1995). "Conversational Shadowing for
Rapport and Interactional Language Acquisition," in
Proceedings of The 6th Conference on Second
LanguageResearch in Japan, International University

. of Japan, pp. 42-65.

This article analyses transcriptions of non-native
speakers {NNSs) interacting in English with native
speakers (NSs), where both are using conversational
shadowing (repeating the other's utterances). Different
subjects adopted their own particular strategies, which
enlightened the researcher as to more effective ways
to get students to learn and adapt through shadowing.
A basic finding was that complete shadowing gets the



NS to slow down and chunk to the psychelinguisitic
processing capabilities of the NNS. However, too much
shadowing may be unnatural, and students can be
taught to do selective shadowing and/or interactive
shadowing (with questions and comments). NS
shadowing is a gentle means for correction which
usually produces uptake (or reverse shadowing).

A copy of this article can be obtained by sending a 190
yen stamped, self-addressed A4 or B5 envelope to :

Tim Murphey

Nanzan University

18 Yamazato-cho,

Showa-ku

Nagoya 466

Fax(h): (052) 833-6985

Email: mits@ic.nanzan-u.ac.jp

(L1

Hinkelman, Don & Pysock, Jay. (1992) "The need for
multi-media teaching methods: A psychological
investigation into learning styles." Cross Currents.
Vol. XIX, No. 1, Summer 1992, pp. 25-35.
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Murphey, T. (1995). "Conversational Shadowing for
Rapport and Interactional LanguageAcquisition," in
Proceedings of The 6th Conference on Second Language
Research in Japan, International University of Japan,
pp. 42-65.
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An Upceoming Ervent
Teacher And Learner
Development Action
Workshops

Saturday, May 18, 1996

1to7 PM

Meiji Univeristy, Tokyo Izumi Campus, AV Building;
Meidaimae Station (Meidaimae is about 7 minutes from
either Shibuya on the Inokashira Line or Shinjuku on
the Keio Line) - see map on page 29 of the April issue
of The Language Teacher.

Attention: The announcement in Learning
Learning 2/4 was incorrect. The venue of
the workshops is NOT Surugadai Campus!

Fee: 500 yen/students, 1000 yen/JALT members,
1500 yen/non-JALT members

Information: Kevin Mark, 0423-33-9456 or
Cheiron McMahill, 0270-64-4382

With many overlapping interests and common
perspectives between Learner Development and
Teacher Education, the Meiji One-Day Meeting sets
out to make these links explicit, and to involve you in
an exciting program of 12 hands-on, hearts-on action
workshops. The day's sessions are
participant-centred. Your experiences, ideas and
perceptions will form the basis of each workshop -
providing an ideal springboard for you to make creative
connections. What's more, with relaxing breaks
between workshops, the program offers you many
chances to meet old friends and make new ones. Why
not come along and discover new paths of
development for yourself and your learners?
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Workshop Highlights:
{Call for times of specific workshops or check on the
day of the conference.)

"How to Create and Sustain a Writing Support Group for
Professional Development” Christine Pearson
Casanave & Amy D. Yamashiro

Experience the initial stages of creating a writing
support group and discuss its implications for your own
professional development as an educator.

"Ghetto or Haven? Learning and Teaching in a
Women's School or University" Cheiron McMahill
We'll mine our collective experiences teaching or
studying English at an all-women's secondary school
or university in Japan for greater awareness and
insights into how a women-only environment can be
turned to its best advantage.

"Getting Started on Action Research in the Classroom"
Janina Tubby

We'll identify an area in our own classrooms for action .
research and begin to put together a plan for
accomplishing it.

"Sharing ldeas for English Self-Study"Richard Smith
and Trevor Hughes Parry

We will work together to come up with alternative
resources and strategies for improving our abilities in
English.

"One Intercultural Communication Program's Alignment
with Corporate Values, Direction and Realities" Patricia
Keeler and Ed Smyth

Identify key trends / changes in training needs and
discuss the direction of on-the-job intercultural
communication needs.

"Development through Drama through Reflection™ Andy
Barfield

We will use reflective listening and drama to reach a
deeper awareness of personal changes in our own
lives, and to use this as a springboard for planning
changes in what we do as teachers.

plus workshops on learning kanji and use of the MBTI
(Myers Briggs Type Indicator), and others to be
announced

Bilingual Final Panel, facilitated by Naoko Aoki

At the end of the day, we'll all gather together. One
participant in each workshop session will share their
observations and impressions.
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This workshop has been arranged by the Learner
Development and Teacher Education N-SIGs of JALT
with the assistance of Tokyo Chapter of JALT.
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News from around
the world | 558
Publication of SALL 1

The Hong Kong Association for Self-access Learning
and Development (HASALD) brought out the first issue

21

of its bi-annual newsletter, Self Access Language
Learning (SALL), in January this year. This issue
features: "Self-access and collaborative learning” by
Phil Benson (reprinted from Independence 12), "An
autonomous conversation group” by Elaine Martyn &
Alisa Wong, "Resources for Cantonese self-study” by
Geoff Smith (see Learner to Learner 3/4 for a
shortened version of this article), "Towards an
effective self access centre" by Sara Cotterall,
“Developments in the Independent Learning Centre,
Chinese University of Hong Kong" by Eva Lai, and
conference reports by Lindsay Miller & Peter Voller
(the report by Peter on the 5th Nordic Workshop has
also appeared in Learning Learning 2/4).

We'll be reprinting articles from SALL in the future,
according to an agreement between LD N-SIG,
HASALD and IATEFL LI SIG whereby we can reprint
any of each other's newsletter material and thus help
articles reach a wider audience.

For more information on SALL and HASALD, contact
Richard Pemberton at lcrpem @usthk.ust.hk.

Letter from IATEFL Learner Independence
SIG coordinator, Jenny Timmer

Dear members of JALT {D N-SIG

Greetings from London! Qur cooperation is proving
very fruitful - | have had a number of our members
writing in for photocopies of articles from Learning
Learning. Your Newsletter is making available some
innovative and inferesting ideas.

We have a full programme of events set up fori996.
As well as our International Conference at Keele
there is the SIG Symposium at Vienna (26-28
September), and our first event taking place
outside the UK - in the Czech Republic over 10-11
May which will be for the benefit of teachers in:
schools. [Ed. note : for details of the latter event
see Learning Learning 2/4].

We have three other meetings planned - one in early
June in Hull, Yorkshire (a practical day on
encouraging Learner Independence in the
classroom), one in tate August at the University of
Stirting in Scotiand, which will co-incide with the
Edinburgh fFestival and one in London to celebrate
our [0th Anniversary.

The Recipe Book of photocopyable material,
"Recipes for Independence,” is being edited and
assembled by one of our members and we hope that
will be ready in time for the September SIG
conference. It looks as though it will be a useful
tool. A register of Seif-Access Centres is being
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compiled as a result of a questionnaire survey. We
will also be running an edition of our Newsletter on
different types of Self-Access Centres and are
loaking for people to contribute, especially if they
have something very different or very specific to
their own situation.

We wish you {ots of success in your own
development as a teacher in 1996, and hope that
your students make progress as they take
responsibility for their learning. The LI SI1G {ooks
forward to further collaboration with your SiG.

Best Wishes

Jenny Timmer,
1ATEFL Learner Independence SIG coordinator

Details of some of the events Jenny mentions in her
letter:

7th-8th June -' Practical Implementation of
Independent Learning’ with Dr Edith Esch (Director,
Language Centre, University of Cambridge) and Susan
Sheerin (Director of Studies, Bell School, Cambridge),
at the University of Hull.

23rd-25th August, 1996 - 'Learner Independence -
Differences and Diversity' at the University of Stirling,
Scotland, to coincide with the Edinburgh International
Festival. Leslie Dickinson and Felicity O'Dell are
speakers, and proposals for talks (40 mins) and
workshops (90 mins) will be accepted untit 1st June.
Details from IATEFL.

26th-28th September, 1996 - IATEFL SIG Symposium -
"Language Links" - in conjunction with the British
Council, Vienna, at the University of Vienna. Barbara
Sinclair is the LI SIG keynote speaker.

9th November, 1996 - LI SIG 10th Anniversary
Conference - 'Learner Independence - Past, Present
and Future' - at Eurocentre, Victoria, London. Founder
LI 8IG members Vic Richardson (International House,
Hastings} and Gill Sturtridge (CALS, University of
Reading) will be speaking, as will Debra Marsh (on
computer conferencing and e-mail learning), from the
University of Hull and last, but certainly not least,
Catherine Walter.

For more information or to contribute to Independence,
contact Jenny Timmer, Learner Independence SIG
coordinator, c/o IATEFL, 3 Kingsdown Chambers,
Kingsdown Park, Whitstable, Kent CT5 2DJ, England.
You can join the Learner Independence SIG through
membership of IATEFL (JALT members can join

Learning Learning 3/1, April 1996 22

IATEFL by using the "furikae" form at the back of The
Language Teacher).

Publication of The NeSSLA Report, Volume
2 (February, 1996)

The NeSSLA Report is a newsletter of The Network of
Styles and Strategies in Language Acquisition
(NeSSLA), based at the University of Minnesota,
Center for Advanced Research on Language
Acquisition. This newsletter provides updates on
publications and other work relating to learning styles
and strategies, along with details of upcoming
professional meetings and other events, mainly in
North America. If you would like to be added to The

. NeSSLA Report mailing list or have colleagues that

would like to receive this newsletter, contact the editor
at the address below. The next issue is scheduled to
go out in September 1996. You're also invited to send
updates of your work (for it to be reported on in the
newsletter) to :

Susan J. Weaver, Editor
The NeSSLA Report

clo CARLA

Suite 111, UTEC Building
1313 5th St. SE
Minneapolis, MN 55414
Email: carla@tc.umn.edu
Fax: 1-612-627-1875

The NeSSLA Report will soon be featured on the World
Wide Web, within the Center for Advanced Research
on Language Acquisition (CARLA) web site. You can
access the CARLA web site at:
http://carla.acad.umn.edu/.

Summer Institute at University of Minesota

Improving Language Learning: A Practical Course in
Strategies-Based Instruction. 17th- 21st June 1996.
For more information, contact CARLA (See above).

National Association of Self-Instructional
Language Programs (NASILP)

Annual conference in Washington, DC on 1st- 2nd
November 1996. Contact NASILP, Critical Languages,
022-38, Temple University, Philadelphia, Pennsylvania
19122,
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From the editors | &M, D

Just a reminder that contributions to Learning Learning
are always welcome! Lesson reports, letters,
reflections, responses to articles or comments you've
read here, news of publications (by yourself or others),
other news items, announcements, book reviews,
longer articles, presentation reports, or anything else
related to learner development! A big thank you for
help with translations in this issue to Tomoko lkeda,
Sukero Ito and Akiko Kashiwamura. Our very special
thanks go to Tomoko for getting all translations ready
in such a short time. Finally, a reminder that anything
you write for Leaming Leaming might be reprinted in
sister publications by IATEFL, HASALD or Thai
TESOL. Let us know if you'd prefer this not to happen.
All contributions (hard copy and Mac-compatible disc
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in text format, if possible, or uploaded in text format by
email) to either of the Learning Learning co-editors :

Naoko Aoki

Department of Education

Shizuoka University

836 Oya, Shizuoka 422

Telffax (h) : 054-272-8882

E-mail : eanaoki@ed.shizuoka.ac.jp

Richard Smith

- Tokyo University of Foreign Studies

4-51-21 Nishigahara, Kita-ku, Tokyo 114
Telffax (h) : 0273-26-4376
E-mail : VYB0B713@niftyserve.or.jp
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