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Greetings From the Editors
Alison Stewart & Jackie Suginaga
Welcome to the Fall issue of Learning Learning, the third issue to
appear this year. The Learner Development SIG has had an
exceptionally busy year so far, with members participating in
conferences, forums, get-togethers, meetings and discussions. This
activity is reflected in the contents of this issue.
Firstly, the coordinators, Andy Barfield and Rich Silver report on the
latest news in the SIG, while Alison Stewart summarizes a recent
discussion on projects and plans by the LD SIG Publications team.
Next, we have self-introductions from four new members of the
editorial team, three of whom have been assisting in the production
of this issue. James Underwood and Glenn Magee will be lead editors
of the next issue, with Fumiko Murase and Monika Szirmai assisting
and shadowing them.
The LD SIG has greatly expanded the number of grants it awards to
teachers new to learner development, conferences, and research.
Here, we feature personal essays from four of our 2012 awardees:
Masashi Nakamura, Caroline Ross, Yukiko Shimizu, and Mayumi Takizawa.
Andy Barfield introduced the SIG to Vocabulary Histories in his workshop at the Realizing
Autonomy Conference last year. Here, a number of SIG members contribute their personal
vocabulary learning histories (VHs). These histories are intended to inspire reflection in the
reader, and we encourage you to add your own story to a growing collection of VHs, which
can be used for reflection and research.
We have conference reports from the JUSTEC Conference, participant reflections from
Nakasendo in Saitama and Pan-SIG in Hiroshima, plus an essay on the Pan-SIG from one of
the non-presenting participants, another of our grant awardees, Nathan Ducker. We also
have a dialogued report on the Independent Learning Association Conference in Wellington
by Steve Brown and Alison Stewart.
Finally, Bill Mboutsiadis oﬀers us a host of good things to look forward to at the JALT2012
Conference in Hamamatsu, including a preview of the LD SIG Forum. We look forward to
seeing you there!
Last but not least, we wish to thank everyone who has helped to bring out this issue of
Learning Learning: our assistant editors, Glenn Magee and James Underwood, James again
for layout, Fumiko Murase, Tomoko Kawachi and Aiko Minematsu for translation into
Japanese and proofreading, Andy Barfield, Jim Ronald and Rob Moreau for compiling and
editing reflections, and Hugh Nicoll for putting this issue up on the web. Otsukaresama.
Please enjoy reading.
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編集者よりご挨拶
アリソン

スチュワート、ジャキー

スギナが

Learning Learning「学習の学習」秋号へようこそ。今年の第3号です。今年はLD SIGにとって格
別に忙しい年となり、SIG会員たちは学会やフォーラム、エリアミーティング、会議やディス
カッションなど様々なイベントに参加しております。今号はこれらの活動を反映した内容と
なっています。
まず、LD SIG コーディネーターのAndy BarfieldとRich SilverがSIGの近況を報告し、Alison
StewartはLD SIG出版チームによる今後のプロジェクトと計画についてまとめています。次に、
編集チームの新メンバー4名（うち3名は今号の制作にも協力しています。）による自己紹介が
あります。James UnderwoodとGlen Mageeは次号のlead editorを担当する予定で、Fumiko
MuraseとMonika Szirmaiは二人を手伝い、見習いとして経験を積んでいきます。
LD SIGは自律学習・学会・研究の経験が浅い教師のための助成金の枠を大幅に拡大しました。
今号では、2012年度の助成金受賞者4名 Masashi Nakamura、 Caroline Ross、 Yukiko Shimizu、
Mayumi Takizawaによるエッセイを特集します。
昨年開催されたRealizing Autonomy大会でのワークショップで、Andy BarfieldがVocabulary
Histories（語彙学習の履歴）をSIGに紹介しました。今号では、多くのSIG会員たちが彼ら自身
の語彙学習の履歴を寄稿しています。これらは読者の皆様の内省を促すことを意図したもので
あり、皆様にもご自身のストーリーをこの学習履歴のコレクションに加えて頂きたいと思って
おります。それらは今後の内省や研究に利用されることでしょう。
報告のセクションには、JUSTEC大会の報告、中仙道大会（於：埼玉）とPanSIG大会（於：広
島）の参加者によるリフレクション、そしてSIG助成金の受賞者の一人であるNathan Duckerに
よるPanSIG大会についてのエッセイがあります。また、Steve BrownとAlison Stewartによる
Independent Learning Association Conference（於：ウェリントン）についての対話形式の報告
があります。
最後に、Bill MboutsiadisがLD SIGフォーラムをはじめとする、浜松で開催されるJALT年次国
際学会での多くの楽しみなイベントについて紹介します。現地で皆様にお会いできるのを楽し
みにしています！
最後になりますが、Learning Learning「学習の学習」の最新号を発行するにあたり協力して頂い
た皆様に感謝を述べたいと思います。アシスタント・エディターのGlenn MageeとJames
Underwood（Jamesはレイアウトも担当しました。）、翻訳者のFumiko Murase、Tomoko
Kawachi リフレクションをとりまとめて編集して下さったAndy Barfield・Jim Ronald・Rob
Moreau、そして今号をウェブサイトに掲載して下さったHugh Nicollです。お疲れさまでした。
それでは、どうぞお楽しみ下さい。
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Learner Development SIG News
These three diﬀerent forums involved around
30 presenters in total. and we would like to
May 2012-October 2012
oﬀer our thanks to Rob Moreau, Darren
学習者ディベロプメント研究部会近況報告
Elliot, Jim Ronald, and Bill Mboutsiadis for
2012年5月~2012年10月LD SIG 委員会代表
organising these forums, as well as to the
Andy Barfield & Richard Silver
many presenters and participants for taking
part. Many people involved with these forums
With just a few weeks before the JALT2012
were students of Nanci Graves at Teachers
Conference in Hamamatsu in October, we are
College Columbia in Tokyo. Nanci, as you
happy to announce that Cory Koby in Sendai
will by now know, sadly passed away in early
and Aiko Minematsu in Tokyo are this year’s
June, but her loss is somewhat mitigated by
Learner Development SIG JALT Conference
the fact that so many of her former students
Grant Awardees. On behalf of the SIG we
are brilliantly active in the learner autonomy
extend our congratulations to Aiko and Cory.
field.
We hope that many SIG members will have
July saw the online release of the Realizing
the chance to meet and talk with them at
Autonomy Proceedings, edited by Kay Irie
JALT2012.
and Alison Stewart, and our thanks go to
Alison and Kay and the many diﬀerent
In May Rob Moreau put the finishing touches
contributors for their contributions. The SIG
to the updated version of the Learner
will be publishing the Proceedings in book
Development SIG logo. This logo now adorns
form too, with a launch at JALT2012. Also in
the SIG website (see http://ld-sig.org/) and
July, under the leadership of Masuko
has been used for the new paper banners used
Miyahara
and Alison Stewart, the SIG
at diﬀerent events to heighten the profile of
publications team was expanded, with Glenn
the SIG. In the coming year, Rob hopes to
Magee, Fumiko Murase, Monika Szirmai, and
consolidate and develop further publicity
James Underwood coming on board to help
tools for the SIG, and he would very much
with
Learning Learning. We would like to
like to hear from SIG members interested in
thank Jackie Suginaga and Michael Mondejar
working with him on this. Please contact Rob
for all their work on Learning Learning over
at <im AT MARK plum.plala.or.jp>.
the last year.
The month of May also saw the SIG pass the
We know that many SIG members are giving
annual audit of its financial activities. We’d
individual and group presentations at
like to thank Hiromi Furusawa for doing the
JALT2012, and we wish you every success if
SIG’s treasury work with such aplomb for the
you are. As the SIG moves towards
last few years. Kay Irie, who was shadowing
JALT2012, members of the committee are
Hiromi in 2011, has now become the SIG
already making plans for 2013, including a
treasurer. We wish Kay every success too. If
retreat in Tohoku in March and a 20th
you would like to help out by shadowing
anniversary one-day conference in Tokyo in
Kay’s work as treasurer, please contact her at
November next year. We warmly welcome
<kayirie AT MARK mac.com>. June and July
your participation and continued involvement
were particularly active months for members
in the coming weeks and months.
of the SIG. In June the SIG put on a Learner
Development Forum at three diﬀerent
On behalf of the Learner Development SIG
conferences in Japan: the Nakasendo
committee, and with our very best wishes,
conference in Saitama, JALTCALL in Kobe,
and the 2012 Pan-SIG in Hiroshima.
Andy Barfield & Richard Silver
LD SIG Co-Coordinators
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Publication Team Discussion
Alison Stewart, Masuko Miyahara, James
Underwood, Fumiko Murase & Steven Paydon
On Friday, 14th September, five members of
the LD SIG Publications Team met for
dinner at Tribeks on the 20th floor of the
Hotel Century Southern Tower in Shinjuku.
Over squid fritters, bagna cauda and pasta, we
talked about the role of the publications
team, possible projects leading to
publications, and the future direction of
Learning Learning.

JALT学習者ディベロップメントSIGの会報
Language Learning Narratives
Masuko Miyahara and Chika Hayashi are
interested in putting together a collection of
language learning narratives together with
responses to them from various diﬀerent
theoretical perspectives. We discussed what
kind of narratives would be appropriate, and
ideas ranged from narratives from
participants in a workshop at a future
conference, to narratives from learners from
diﬀerent age groups, to fictional narratives of
language learners and learning. As a first step,
Masuko will look into organizing a workshop
at one of the conferences, or a separate
meeting/retreat next year.

Role of the Publications Team
The Publications Team aims to provide a
support service to the SIG membership with
regard to publications. This means helping
facilitate discussion and development of new
research, for example, in get-togethers,
conference forums, workshops, panels,
symposia etc., helping new writers to develop
their writing for publication in Learning
Learning and other SIG publications, and
supporting initiatives aimed at publishing
research and thinking about learner
development as well as resources or materials
for language learners.
Possible Projects
Critical Understandings of Learner
Development (draft title)
Andy Barfield and Aiko Minematsu have
already initiated a new project aimed at
producing an anthology of papers developing
out of the Tokyo get-togethers and the LD
SIG Forum at JALT2012. This anthology is to
comprise of articles by SIG members,
together with responses to them from inside
and outside the field, on defining learner
development through diﬀerent practices.
Papers for the edited collection would also
form a major discussion forum at the LD SIG
20th Anniversary Conference in November
next year.

Criticality/ Critical Thinking
Following the warm reception of the plenary
session by Richard Pemberton and Mike Nix
at the Realizing Autonomy Conference in
Nagoya last year (see also the article in the
Realizing Autonomy Conference Proceedings
<http://ld-sig.org/LL/19two/pembertonnix.pdf>), we discussed the possibility of
getting people together who are interested in
working on Criticality or Critical Thinking.
This could involve collaboration with groups
outside of LD SIG, such as the new Critical
Thinking SIG and the Global Issues in
Language Education SIG. A first step would
be a workshop or panel at a forthcoming
conference or retreat.
Tohoku Stories Readers
As the SIG has been actively involved in the
Tohoku recovery eﬀort since March last year,
one idea to extend this involvement is to
create a bank of “stories”, graded readers of
stories by and of people aﬀected by the
earthquake and tsunami and involved in the
recovery and regeneration of the area. One
idea that was discussed at the dinner was
oﬀering this as an online resource together
with a prominent link for the downloader to
make a donation to various relevant charity
organizations.
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Two new ideas for projects that came out of
etc. Possibly including an advisory board
the dinner discussion were:
and independent peer review for article.
• Resources for teachers and learners.
• Lesson plans and materials which can be
downloaded or copied. The emphasis would
be on practical use, but would also include
an introductory section which would
outline the theoretical assumptions behind
the practice.
Best of Learning Learning
As the LD SIG will be celebrating its 20th
anniversary next year, a call for nominations
from the SIG membership for the 10 best
articles in Learning Learning since its
inception. The top 10 nominations would be
published in English and Japanese as an ebook or special issue of Learning Learning. We
will be sending out calls for nominations on
the LD Discussion List over the next few
months, but please feel free to suggest
articles you would like see in this publication
at any time. Once we have more than 10
nominations, we will start a Survey Monkey
to identify members’ top choices.

The two publications could be renamed
(suggestions for names to be sent to Alison or
Masuko and then voted on by Survey
Monkey) and launched at the 20th
Anniversary Conference.
This is just a taste of the very productive
conversation we had. If you would like to add
your own suggestions for projects that would
involve many SIG members and could lead to
a publication, whether in print or online,
please feel free to contact us. We’ll also be
continuing discussion about these ideas at the
AGM, so we hope you will come along and
add your thoughts and ideas.
Alison Stewart (stewart1411@gmail.com)
Publications Oﬃcer
Masuko Miyahara (masukom.m58@gmail.com)
Shadow Publications Oﬃcer

Learning Learning: New Directions?
Since two of the dinner meeting participants
are incoming editors of Learning Learning, a
lot of discussion time was devoted to the
purpose and possible future direction of the
SIG newsletter. One issue is that as Learning
Learning is a newsletter, it does not have the
status of a journal, and so the question was
raised whether it would be featuring journallike research articles at all? One solution is to
split Learning Learning into two publications:
• a much shorter bi-annual newsletter for
SIG news, reports on recent events,
conferences etc, and information on
upcoming events
• a journal or review of original research,
research work-in-progress, opinion pieces,
book reviews, and other less traditional
genres: e.g., fiction, poetry, digital histories
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New Editors Introduce Themselves
新しい編集者の自己紹介
Glen Magee
My name is Glenn Magee
I’m from London, England.
I have lived in Japan and
taught primarily at public
junior high schools for over
a decade now. Currently, I
am studying an MA TEFL
through Birmingham
University whilst working
part-time teaching business
English in Ise city, Mie
prefecture. Once a month I volunteer at a
local facility for children with learning
diﬃculties because I want to contribute to
the local community I live in. My research
interests include neuroscience, learner
autonomy, teacher development and the
process of academic publishing. It is a
privilege to be part of this SIG and I look
forward to working with many members in
the future.
Monika Szirmai
I graduated with an
MA in both French
and English Language
and Literature from
Debrecen University in
Hungary, and with
teaching qualifications
needed for high
schools and universities. In fact, I taught all
age groups, including primary school children
and pensioners. For a couple of years, I also
had to teach Russian, so I can well
understand the situation of Japanese primary
school teachers who suddenly find themselves
in a situation where they have to do
something they have not been prepared for.
I was extremely lucky with scholarships as an
undergraduate student and also as a
practicing high school and university teacher.
In 1993, I received a one-year British Council

Scholarship to attend an MA course in TEFL/
TESL at the University of Birmingham, U.K.,
which changed my life. I became interested in
corpus linguistics, and wanted to continue my
studies to gain a PhD from the same
university. It was in a desperate eﬀort to
finance my studies that I applied for a job in
Japan, and I was accepted.
I came to Japan the day after the sarinjiken,
the Tokyo underground sarin attack in 1995,
and experienced my very first earthquake the
following day. What a start! My first job was a
two-plus-one-year contract at Kanda
University of International Studies. Since
1998, I have been teaching at Hiroshima
International University. In 2001, I got my
PhD in Linguistics, not from Birmingham in
the end, but from Debrecen University.
I have many research interests but I cannot
pursue all of them at the same time, so
sometimes I focus more on one or the other.
Being a teacher, methodology is implicitly
present in everything I do. Corpus linguistics,
CALL, translation studies, humour,
multiculturalism-multilingualism,
comparative linguistics, and pragmatics are
probably the most important areas for me. A
strong believer in autonomous learning, it was
unavoidable that I should become involved
with the Learner Development SIG. As
“autonomous” should not be synonymous
with “lonely and abandoned”, I felt that
tutoring distance MA students at
Birmingham University would be helpful for
the students and insightful for me as well.
As I like new challenges, not just learning
languages but any other skills, I have
volunteered to do the layout for Learning
Learning. I hope that the quality of my work
will equal the support I am getting from
other members in the process of preparing
for this job.
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Fumiko Murase
Hi, my name is Fumiko
Murase. I was born and
raised in Aichi
Prefecture, Japan.
Recently I moved to
Tokyo for my new job at
Tokyo University of
Agriculture and
Technology. This is how
I started my career as a
teacher of English.
As I have always been interested in learning
foreign languages and cultures, it was very
natural for me to major in English at
university. After finishing my BA studies, I
was lucky to be oﬀered the opportunity to
teach English as a teaching assistant there.
Since then, I have been teaching English to
first- and second-year students for a total of
six years. The first turning point in my career
came when I decided to study at a MA
program after four years of teaching. From
2004 to 2006, I studied at Nanzan University,
where I first came across the idea of learner
autonomy through my supervisor. When I
completed my MA studies, I realized that I
had become very much interested in learner
autonomy and wanted to continue my studies
at a higher level. In 2006, I quit my job and
moved to Sydney, and started my PhD studies
as a full-time international student at
Macquarie University–this was the second
turning point in my career. My PhD thesis
focused on the measurement of learner
autonomy in the Japanese EFL context and
the multidimensional nature of the construct
of learner autonomy. In 2010, I received a
PhD in Linguistics from Macquarie
University and came back to Japan.
I have been a JALT and LD SIG member for
about six years now. I first joined both JALT
and LD SIG soon after I moved to Sydney
because I wanted to keep connected with the
research community in Japan while I was
physically away. In the third year of my PhD,
I found the call for papers for “Realizing

Newsletter of the JALT Learner Development SIG
Autonomy” and submitted my proposal. After
three years, it was finally published earlier
this year. It was a great experience for me to
contribute a chapter to the book. I learned a
lot at each stage of drafting, writing, revising,
and also reviewing each other’s paper and
from all the people involved in the book
project. Through this experience, I became
interested in academic publishing and so I
joined the SIG’s publication team last year
and started to get involved in the publication
of Learning Learning. Now, I am taking over
a more challenging job as one of the editors
for the newsletter. I am thrilled to be able to
learn new skills as an editor through working
with my fellow team members and have the
support from other SIG members.
James Underwood
I have been teaching
English in Japan for eight
years. Currently, I teach
part time at Chuo
Gakuin High School and
Reitaku University,
which are both based in
Chiba. I have a CELTA
and a Masters in Applied
Linguistics and TESOL,
which was awarded by
the University of Portsmouth.
I joined the LD SIG as I was interested in
finding out more about Learner Autonomy
and how it could be applied both in and out
of the classroom. This past year has been
great to meet fellow LD SIGers at the Tokyo
get-togethers and hear their stories about
how they are applying autonomy in the
classroom. As a result of the many valuable
discussions I’ve had with fellow practitioners,
I have been encouraging learners to be more
autonomous in the classroom in the form of
Language Learning and Vocabulary Learning
Histories, as well as using project-based
learning to give the students more
opportunity to be autonomous.
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LD SIG Grant Awardees: Essays on Research Interests
LD SIG研究助成金受賞者：研究課題についてのエッセイ
Learner Autonomy from the Perspective of a Teaching Assistant
ティーチング・アシスタントの立場からみた学習者オートノ
ミー
Masashi Nakamura, Meisei University (LD SIG Pan-SIG
Conference Grant Awardee)
Email: masashi042@gmail.com
Key words: 授業助手, 学習アドバイザー, ニアピアロールモデル, 自律学
習性)
In this paper, I would like to introduce the research I conducted in a learner autonomy class
at Meisei University with my colleague, Bill Mboutsiadis. I will also reflect on how I have
become more autonomous, as a teacher and learner. The word autonomy means diﬀerent
things to diﬀerent people. However, to me, it suggests “the students take on responsibility
for their own learning” (Cook, 2008, p. 118).
Five years ago, I went to study abroad in Sacramento, California for one year. I became
curious about many things and started to seek out various situations where I could learn
English. Returning to Japan, I found a student assistant (SA)/ teaching assistant (TA) system
at Meisei University, which I have now been involved in for three years. One of the classes
that I have been a SA/TA for is a learner autonomy class. The class runs for 90 minutes, 15
times a semester, and is compulsory for freshmen and sophomores in the Department of
International Studies. The teachers are usually native English speakers and the class takes
place in a CALL room. The purpose of the class is neither to teach English nor computer
skills by themselves, but to help Meisei students to foster autonomous learning
independently.
In the first half of the semester, students are introduced to learning strategies (Oxford,
1990), time management, and setting goals for learning. For example, they fill out an online
strategy inventory for language learners (SILL) survey (Oxford, 1990) to understand their
current learning strategies so that they can be aware of the strategies they use frequently
and those they don’t. The students are encouraged to use various learning materials which
they can utilize in and outside of the class, such as extensive reading, and websites such as
English Central. In the second half of the semester, the teacher gets students to set goals
and plan their own learning schedule.
During the last 10 minutes of each class, students write blogs reflecting on all the activities
they have worked on, the learning materials they have used, and self-evaluation of how
much responsibility they are taking toward their own learning. At the end of the semester,
students self-evaluate their term mark (A, B, C, D, or F) and then the teacher, assistant, and
student negotiate the mark by reviewing the term’s work and student’s blog. There is no
exam; instead, the major evaluation criteria include class attendance, participation, the
student’s blog, and a final reflective project. For the final project, students create digital
comics of their language learning history by using a website named Bitstrips. They create
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their own avatar, and make an eight-panel comic strip of either positive and/or negative
language learning experiences in their past, present, and imagined future. The students need
additional time to make their digital language learning history outside of the class. Their
past experiences included formal and informal learning environments and experiences. The
present experiences reflect on their learning in the class, and anything outside of the
campus. Finally, the imagined future describes their L2 possible selves (Dornyei, 2005), their
future careers, and lives.
Assessment in an autonomous learning class is a challenging element of the class. In
contrast to the conventional way of assessment, Vygotsky’s theory, the Zone of Proximal
Development and Dynamic Assessment are embedded in the process of assessing students
(Lantolf & Poehner, 2008). In other words, teacher and assistant scaﬀold students to find
their ZPD. Assisting learners to find what their ZPD is could help them choose the most
appropriate and eﬀective learning material/strategy. Learner autonomy can be fostered by
using eﬀective strategies, and these diﬀer from learner to learner. Therefore, teachers and
assistants help students evaluate learning strategies individually, introducing various new
learning methods and materials, in order to develop an individual learning plan.
While working as an assistant, I conducted a survey to collect data on the learners’
experiences of having a SA/TA in the learner autonomy class. I found students saw me not
only as a translator or a tech person, but as a learning adviser. For instance, to the question,
“How did the TA’s presence help you to become an autonomous learner?” one student
answered, “It was good when he told me some ways to learn English which I didn’t know”. It
is diﬀerent from other classes, in the sense that the main teacher gives me an opportunity to
talk about my own language learning experiences to the class. I believe it is important for
them to know how I learned another language as a native Japanese speaker. I found from
some of the students comments that they viewed me as a near peer role model for speaking
English (Murphy, 2001). Another student commented, “Since the TA is really good at
English, I thought I want to be like that and I was able to learn more”. Moreover, another
student answered, “It was very helpful to know an ideal portrait of what I want to be”.
In conclusion, I have been considering the extent to which I can assist students. I believe a
TA has a significant impact on how students learn and become more autonomous. It is not
always easy to find an answer since it depends on each student’s situation. However,
consideration of all these issues in advising and interacting with learners helps me to
develop my learner autonomy too.
Finally, I presented the study with my co-researcher Bill Mboutsiadis at the Pan-SIG
Conference 2012 in Hiroshima with the financial assistance of the LD SIG for which I am
thankful. As I have been conducting this research, writing papers, going to conferences with
Bill, and meeting and talking with fellow educators, I have been learning about other
people’s views and research about learner development and autonomy. All of these
experiences help me to picture my imagined future self which is to become a good teacher
and more autonomous learner. I’d like to continue to participate in various activities, pursue
my academic career, and contribute something to the EFL academic field in the future.
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Positive Self-Perception of Japanese Language Learners in Groups
グループ学習における日本人言語学習者の肯定的な自己認識
Caroline Ross, Nakamura Junior & Senior High School (LD SIG Membership Awardee)
Email: c.jkoross@gmail.com
Key words:自己認識、アイデンティティー、自主学習
As a teenager I played the violin in the Colchester Youth
Chamber Orchestra, conducted by George Reynolds, a
Scottish professional trumpeter. A master of warm
strictness, he was the only conductor I knew who insisted
that all sections mastered basic breathing techniques. He
conducted entire movements with the orchestra miming,
his eye contact and wafting wisps of white hair inciting us to be our very best–silently. He
always told us, “When you take your seats, you are the best orchestra in the world. So
behave like it.” So we sat with our backs straight, feet solidly on the floor, attentively
awaiting his signal. When we began playing, we were not the greatest orchestra in the world,
but we were pretty good nevertheless, once performing in London’s Royal Festival Hall.
Why this nostalgic story?
In France, many French people informed me that “the French aren’t good at English”. In
Japan too, I hear a similar chorus about the Japanese, from teachers, colleagues, and friends,
all saying something along the lines that, “even after seven years of lessons, the Japanese still
can’t speak English”. However, I have met numerous Japanese with fantastic English
communication skills, casting doubt on the validity of this view. Self-identification with a
supposedly linguistically inept group negatively impacts language learning in Japan (and
France). Reality and perception are not distinct but are complementary and engaged in an
evolving symbiotic jig. To change them, I suggest it is easier to shift perception first,
steering the dance on an altered trajectory, inevitably leading reality. A shift in perception
towards “I am Japanese and we are good at languages” will therefore have a positive eﬀect.
Before they say a word, the Japanese are the best English speakers in the world.
Having taught English as a foreign language in France and England, upon arrival in Japan just
over two years ago, I immediately realised a change in certain strategies was required. Rarely
could I depend on students raising their hands to answer questions, nor could I expect an
answer “from anyone” when addressing an open question to the group. Even when I knew
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students could answer perfectly, nominating students and employing other techniques (e.g.,
“Last Man Standing”, when standing students gain the right–for themselves and other
students in the same row of desks–to sit down, by raising their hands to answer questions)
were still required. Even the classic “what did you do during the school holiday?” seldom led
to much discussion, since the answer “I studied” has limited scope for development at
anywhere below an intermediate level of English. Whereas such strategies can be used in
European classrooms to engage students or create a comfortable atmosphere through
personal stories or opinions, in my Japanese classrooms they more often led to feelings of
awkwardness and tension as students were put on the spot, visibly feeling isolated and
unsupported.
Language learners are also human beings and the instinctive empathy we feel towards fellow
individuals is embraced when we consider the concepts of agency, autonomy, and learner
identity. By contrast, Japanese students are familiar with working as a group (Lewis, 1991;
Poole, 2010). Instead of regarding students’ unwillingness to stand out individually as a
hindrance to language learning, I propose that we should harness the existing strength of
the Japanese group (Matsumoto, 1960) and use it towards achieving ambitious learning
goals. When a group is formed there is outwardly a general swell towards conformity and
harmony (Mizutani, 1981) although individuals maintain personal “inner” motives (Doi,
1973). These two elements are entirely interdependent and may or may not be recognised as
distinct (Doi, 1985). Because individuals can influence the group goals and activities, learner
autonomy (as part of a group), collaborative learning and motivation are all promoted. As a
group identity evolves, lateral relations stemming from the individual’s role within the group
can encourage self-identification as part of a group that can accomplish demanding language
goals. At a Japanese school sports festival, one witnesses what a group of students–united
towards a common goal–can achieve. From fabricating costumes, to creating props and
choreographing a dance for two hundred students, the result is a stunning spectacle of
originality and collaboration.
The orchestra may serve as a useful analogy here. Individual members each have a unique
role within the orchestra, some preferring more prominent roles (section leaders or
percussion), and others preferring more group oriented roles (strings). Responsibilities vary
from supportive, to leading, to solo, to waiting-attentively-for-your-entry. Never did I see a
conductor ask a second violin to stand up and perform his part alone in front of the rest of
the orchestra; although this did occur in sectional rehearsals. The orchestra’s goals of
harmony and synchronisation showcase individual talent only as part of the group. A
musician knows when their “line” is exposed; there is no getting around the practice
required to make it right. Other parts are more hidden, and one can get through them with
a few unnoticed mistakes. Likewise, membership in a language learning group creates a
genuine need to “do your homework”; or at least, the bare minimum on which teammates
will be relying on.
The uchi内 (inside) and soto外 (outside) distinction (Mizutani, 1981; Fukue, 1988; Doi, 1985)
is fundamental here, as foreign languages（外国語）are positioned as soto. By contrast, “as
long as one is inside a family or an organization, one can expect its full blessings and
benefits” (Fukue, 1988, p. 73). Establishing language learning groups therefore supports
individuals, creating a safer context from which to collectively explore the “outer” spheres
of foreign languages. If an “English allergy” (Tsuda, 1990) is a “defense mechanism to fight
against the fear of identity crisis stemming from excessive or unsuccessful attempts to
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acquire English and identify with English speakers” (Kubota, 1998), language learning groups
can instead promote collaborative creation of English and identification as Japanese
speakers of English.
Although orchestras usually have a conductor, our conductor–George–often left his podium
so that we were on our own and forced to listen to each other and really communicate as a
group. I teach four senior high students who all studied abroad for 10 months, as part of
their participation in the special Nakamura International Course. The school sets a target
TOEFL iBT score of 80, with students first taking the test in December of their first year of
senior high, just before their departures, and numerous attempts after their return in their
third and final year of senior high. I wanted to increase self-directed learning as I left the
podium during the summer vacation, so I decided to trial a system whereby students are
positioned as a language learning group. I have outlined the basic procedure in the chart
below. All materials were received digitally.
Table 1. Materials
a. Calendar for the month (of August)
b. Numbered activities in four categories (reading, writing, speaking,

and listening)
e.g., 13: Listening: Listening to the news
c. Numbered resources, corresponding to the activity numbers above

e.g.,13 = http://www.voanews.com/learningenglish/home)
d. Spreadsheet to record study time (by skill) with a brief description
of activity. (The four skills are colour-coded, the weekly total per
skill, weekly sum total, and monthly grand total study time are
automatically calculated)
Table 2. Procedure
1) After looking at their existing commitments, students individually
decide how much time to allot to independent English study
(outside of cram school).
2) Students calculate the total planned study time per week and write
this on the calendar.
3) A “monitor” is nominated for each week and weekly deadlines
established and recorded.
4) All students must email the monitor a) total study time for each
skill, b) total study time for the week, and c) the percentage this
represents of their planned study (a student planning on studying
ten hours who studies eight, notes 80%).

14 Learning Learning 19(3) Autumn 2012

Newsletter of the JALT Learner Development SIG
5) The monitor is responsible for contacting any student who is late
sending their record. She writes a short report of the group’s
achievements, and emails it to all members of the group and the
teacher(s). This report includes a) the group's sum total of study
time for each skill, b) the group's grand total study time, c) the
average percentage goal achieved and d) the student who attained
the highest percentage of their planned study time
The spreadsheet shows students if they are studying a suitably “balanced diet” while the
resources page provides students with a choice, also minimizing time wasted looking for
resources. Social obligations are created between group members since a student who fails
to complete her target hours lowers the group percentage average. Receiving the group’s
total study hours may inspire further collective achievement and motivate students to
exceed the total the following week. Earlier I stated that reality and perception are mutually
interdependent; by making students explicitly aware of how much time they spend studying,
the trajectory of perception will be nudged towards the reality that “mastering English takes
dedicated practice and we know we are on the right track”.
Presently this system’s focus lies largely on the language learning process, namely the
independent study time required to master a language. In this case, beyond students’
TOEFL iBT scores, there was no subsequent performance to be evaluated. This was the first
time I have tried out this system and its eﬀectiveness in promoting independent study will
be diﬃcult to ascertain. A student survey in October will provide insight into the nuts-andbolts working of the system itself, and open-ended questions will oﬀer students an
opportunity to express how being linked as a group, while studying independently, aﬀected
their studies over summer. If feedback is positive, I will consider how this system can be
incorporated to accompany both junior (i.e., non-International Course) and senior (The
Nakamura International Course) students’ learning throughout the school year. Were such a
system to be incorporated into year-round learning, it would be logical to add evaluated final
performances, such as poster presentations or debates. In that case, from working as a
group, my students may begin to experience for themselves that they can be the best
English speakers in the world.
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Autonomous Learning: How Can I Help my Students Foster it?
自律学習：学習者オートノミーの育成をどのように支援できるだろうか？
Yukiko Shimizu, St Hilda’s school, Tokyo (LD SIG Membership
Award Grant Awardee)
Email: spring_eau_de_source@yahoo.co.jp
Key words: 高校英語, 学習者の姿勢, 動機
One day, a few months into the new school year at St. Hilda’s School in
Tokyo, a first-year female high school student said to me, “It’s beginning to
get harder and harder to keep up with English classes, and I am getting a
negative feeling towards English.” I have been wondering what factors lay behind her words.
The classes in the school where I teach are organised according to a curriculum and syllabus
in order to help develop the students’ English language competence. Due to the
introduction of the new curriculum by the Ministry of Education, Culture, Sports, Science
and Technology in Japan (MEXT), the school syllabus has changed and new teaching
methods and activities have been introduced in order to provide the students with more
opportunities to listen to and use English in the classroom. *
Traditionally, the Japanese classroom is teacher-centered, and each class consists of many
students (from about 35 to 45 students in general) with diﬀering levels of English
competence. Students are not usually given the opportunity to take charge of their own
learning. Teachers, including myself, tend to be perplexed at how to deal with large mixed
level groups and find such conditions taxing. Speaking of my own classes, students who are
all to take the entrance examinations in a few years, are required not only to learn how to
read English newspaper and magazine articles, essays, and so on, but also to increase their
knowledge of many grammatical rules, apply them to their practice of English conversation
or English essay writing, and do all of this at the same pace. This may be why some students
feel that it’s diﬃcult to keep up with the class. In addition, they are required to take
numerous weekly mini-tests as well as term examinations, whose marks directly aﬀect their
grades. That is, the results of the tests tend to give the students a positive or negative
attitude towards learning English. Those who have failed to achieve good results have
particularly negative attitudes towards English, asking why it is that they have to study
English even though they are Japanese and don’t have to use English in their daily lives.
However, at the same time, the students do like to use English when they communicate
with people from foreign countries. Last week, my colleague and I took some of the
students to the tourist district of Asakusa so that they could interview foreign tourists in
English. Every student tried to make full use of what they had learned in their classes in
order to communicate. When they made themselves understood in English, they seemed
extremely happy and felt what they had learned was really meaningful, which was in turn an
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extremely good experience. As a result of our trip to Asakusa, some of the students
developed a more positive attitude towards English, and some said they intended to increase
their contact with English by listening to music, watching movies, and reading books and
newspapers.
Finding a way to connect such positive feelings of students with their current classes is
something I would like to explore further. However, it is not a simple matter to construct
these “perfect conditions” to improve all students’ motivation, as McCombs and Pope
(1994) assume is possible. In fact, studies have shown that learners cannot foster autonomy
only in isolation, but need social interaction with a teacher and other learners in the
classroom. Little (1999), for example, has said that it is necessary for teachers to provide
learners with group work, where learners who are not working with teachers are able to gain
motivation from frequently exchanging ideas with other group members. Dam (1999) has
also mentioned that the teacher’s involvement produces a powerful eﬀect on learners’ taking
responsibility for the whole process, from choosing their goals to assessing their own
motivation. According to Ushioda (2012), it is beneficial for the teacher to create an
environment where learners can learn a language by means of interaction with the teacher
and other learners and where they can be praised or encouraged by the teacher. Thinking of
these studies in relation to my own classes, it may be necessary for me to create the kind of
classroom environment where the students can socialize and shape their motivation, and
where I can support and encourage the students wherever I can by giving them
opportunities to take responsibility for their own learning. But are these measures really
enough? What else do I have to do to improve my classes?
In order to make my classes better and more organized, I have returned to graduate school
to study English Language Teaching in more depth. Studying while working as a full-time
teacher and taking care of two boys (a five-year-old and a one-year-old) is quite challenging,
but I find time to read, which broadens my horizons and enables me to look at my classes
from diﬀerent perspectives. I spend a great deal of my personal time doing background
reading. The more I read books on English language teaching and recall my 15 years of
teaching at a private girl’s school, the more I think it necessary for teachers to help learners
voluntarily continue studying and utilizing English even outside the classroom. This is why I
applied for a Learner Development SIG Grant this year, which I am happy to have been
awarded. Unfortunately, I have not being able to join the monthly meetings, but I am very
grateful that I have been given the opportunity to study the field of learner development
and to make improvements to my classes by attending conferences or events.
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Collaborative Learning Through CLIL
内容言語統合型学習においての協働学習
Mayumi Takizawa, Tokai University (LD SIG Subscription
Awardee)
Email:mayumi.takizawa@nifty.com
Key words: 内容言語統合型学習、協働学習、自律的学習者、観光英語、
ポートフォリオ

I have been teaching English to a wide range of students, from pre-school children to adults,
at both public institutions and private language schools for more than 15 years. Currently, I
mainly teach children as well as junior and senior high school students at a private language
school, work as an NPO teacher trainer for foreign language activities in an elementary
school (Shogakko Gaikokugokatsudo), and have just started to teach English for Tourism at a
university in Tokyo. The variety of ages, proficiency levels, and learning goals of students
and participants has led me to become more aware of the importance of language learning
with a content focus in meaningful contexts, especially in collaborative learning.
Encounter with CLIL
Last summer, I attended a seminar on Content and Language Integrated Learning (CLIL) at
Sophia University. I could say that it was here that my eyes were opened. CLIL has
developed and spread throughout Europe, and to other EFL contexts such as Japan. I could
see that it eﬀectively integrates most of what I learned in my TESOL graduate studies into a
single theoretical framework. What especially interests me are the 4Cs and the 10 Principles
of CLIL. The 4Cs are “content (subject matter), communication (language learning and
using), cognition (learning and thinking processes), and culture (developing intercultural
understanding and global citizenship)” (Coyle, Hood, & Marsh, 2010, p. 41). Coyle states
that value of the 4Cs framework is “the symbiotic relationship that exists between these
elements” within specific contexts (Coyle et al., 2010, p. 41). *
The 10 Principles are a list of criteria for good CLIL pedagogy and materials proposed by
Meyer (2010) and Mehisto (2010) and revised by Ikeda (Ikeda, Izumi, & Watanabe, 2011).
Accordingly, a CLIL approach aims to
1) give rich input in content and language,
2) use authentic materials,
3) give multimodal input (e.g., texts, photos, pictures, maps, diagrams, graphs, statistics,
etc.),
4) scaﬀold content and language,
5) involve both lower-order thinking skills (LOTS: remembering, understanding, applying)
and higher-order thinking skills (HOTS: analyzing, evaluating, creating),
6) develop academic skills,
7) encourage cooperative learning,
8) stimulate content and language output,
9) integrate the 4Cs,
10) aim for good layout and design (Ikeda et al., 2011, pp. 28-29)
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Each element in the 4Cs framework and each item of the principles mentioned above is
bound to be familiar to language teachers who have been engaged in TESOL or applied
linguistics for some time. However, for me, the key attraction of CLIL is that it
“organically” integrates and packages the theoretical elements and principles for “synergy”
so as to create and provide high-quality language education for learners (Ikeda et al., 2011).
It is this aspect of CLIL that has attracted me the most, while realizing that it is hard to
“juggle” all the 10 principles within any particular context so as to provide optimum
conditions for learning. In my own experience, some students tend to get demotivated by
grammar-focused instruction for tests and superficial communication activities in nonmeaningful contexts. However, after introducing a CLIL approach, they become interested
in the content itself and the language classroom becomes a place for improving not only
their language, but their thinking skills as well.
Learner Autonomy in Collaborative Learning Through a CLIL Approach
I have participated in the collaborative learning group since I became an LD SIG grant
awardee in 2012. The group discussions always give me a lot of suggestions or insights into
how collaborative learning could have an eﬀect on language learning. Also, some of the
members are very interested in and actually conduct their classes with a content focus.
Thanks to the collaborative learning in the group, I have become especially interested in
learner autonomy in collaborative learning.
According to Little (n.d), with regard to the definition of learner autonomy, “there is a
consensus that the practice of learner autonomy requires insight, a positive attitude, a
capacity for reflection, and a readiness to be proactive in self-management and in
interaction with others”. With the aim of helping the students in my Tourism classes, I have
been exploring ways of improving the students’ learner autonomy in collaborative learning
through a CLIL approach. Besides a textbook, the students are conducting a portfolio
project which utilizes authentic, tourism-related materials that they have collected as a basis
for discussion in class and reflection on their self-learning process.
At this point in time, it appears that the project is stimulating the students to become more
interested in the tourist industry through these connections with “reality”. This makes them
more curious about peers’ ideas, and I am hoping that the class discussions that ensue will
play a part in promoting their language learning. I would like to explore the eﬀects of the
CLIL approach on my students further and hope to share results and implications of my
research in the near future.
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Exploring Our Vocabulary Histories as Learners
学習者としての語彙経験の探求
Compiled by Andy Barfield, Chuo University
Key words: 学習者ナラティブ、語彙発達、個人の目標設定、語彙経験
In a workshop at the 2011 Realising Autonomy conference on exploring learners’ vocabulary
development (see Barfield, 2012), participants were asked to recall and share their own
experiences of learning and using vocabulary in a second or foreign language. At the end of
the workshop, the people taking part agreed to stay in contact by email, and this led to
some of us later writing our vocabulary histories and sharing them by email. A vocabulary
history (VH) is similar to a language learning history (Benson & Nunan, 2005; Murphey,
1997; Murphey, Chen, & Chen, 2005; Pavlenko, 2001) in which a learner (or teacher) narrates
their personal story of language learning and formulates their future learning plans and
goals. What is diﬀerent about a VH is that a learner (or teacher) gives much greater
attention to how they have learned vocabulary at diﬀerent stages in their L2 development
and what positive and negative experiences they have had in doing so. The following VHs
were written by Andy Barfield, John Spiri, Peter Cassidy, Lewis Malamed, Philip Shigeo
Brown and Martha Robertson. As VHs oﬀer a useful way for teachers to recall and
reconstruct their own lexical learning practices and explore together diﬀerent questions of
lexical development, we would like to encourage members of the Learner Development SIG
to write and share their vocabulary histories in future issues of Learning Learning.
語彙経験(VH)とは言語学習経験 (Benson & Nunan, 2005; Murphey, 1997; Murphey,
Chen, & Chen, 2005 ; Pavlenko, 2001)と類似している。言語学習経験とは、学習者（ま
たは教師）が個人の言語学習経験を語ることにより自ら今後の学習計画を立て、目標設
定を行うことを指す。語彙経験が言語学習経験と異なる点は、語彙経験において学習者
（または教師）は第二言語習得の様々な過程における語彙習得に着目し、それぞれの語
彙習得経験が自らの言語習得にどのように作用したのかを省察するという点である。本
論の語彙経験はAndy Barfield, John Spiri, Peter Cassidy, Lewis Malamed, Philip Shigeo
Brown, Martha Robertsonの記述である。語彙経験の記述は教師が自らの学習経験を振
り返ることで、語彙指導の方法を再構成し、語彙発達に関する多様な課題について共に
探求するための有効な方法である。この観点から、Learner Development SIGの会員に
も今後語彙経験を記述し、Learning Learningの誌上で共有して頂きたい。
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Learning and Using German: Ein Wunderbarer Wort- und Erlebnisschatz
[A Wonderful Treasure of Words and Experiences]
Andy Barfield, Chuo University
Email: barfield.andy@gmail.com
It’s a long time since I started learning German—I was 12 years old and had been learning
French and Latin for a year, so German was my fourth language (but not my last). I am not
quite sure why I chose to do languages, and I really had no idea about German at all, except
for caricatures in films and a few words in comics like “Donner, Blitz und Himmel.” But I
started, and the first lesson I still remember today: our teacher didn’t speak a word of
English the whole class. The lesson was done in an interactive Direct Method way. It was a
lot of fun, even if I wasn’t completely sure what was going on at the beginning.
We did some kind of audio-lingual course at the start, which involved a thick, heavy
textbook with lots of drills, and us recording our answers on tape and listening back to them
again, and getting on with learning basic grammar through recorded speaking and listening
drills. We also read and translated, and did sentence-level exercises all focused on the
grammar.
I kept a first German vocabulary notebook, and then later another one—and another one. It
was the usual pattern of German word on the left and English translation on the right, and
it went on like that for pages and pages. I was good at this kind of learning and could
memorise things easily. I don’t think anybody ever talked to me at school about learning
German vocabulary, inspirational as my main German teacher was, Paul Dicker. Mr Dicker
“…was noted for his quick sense of humour and … had a deep love of German literature and music, knew
his subject we" and inspired many of his pupils. … He always appeared at the right moment to give
support. He cared deeply for those for whom he was responsible...”1 In class we were expected to
read and understand a lot quite quickly, and soon we were getting a learner’s magazine called
Die Fahrt (yes, lots of laughter the first time we saw that), which had short articles and
dialogues, and which was written in a controlled vocabulary and grammar for beginners of
German.
So, vocabulary learning for me in German in these few two years was based on materials
provided by the teacher—textbooks, tapes, a learner’s magazine—and also a few real-world
materials. I remember Mr Dicker coming into class with a news magazine and showing us
various headlines. We would then discuss what they meant and make an attempt at
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translating them into English. It was playful and a lot of fun, and it made German seem
more real for us during the first few years of learning the language.
Later, for A-level studies in German, we had to read several works of literature within two
years. This meant going through each page and translating it, page by page. Schiller’s Maria
Stuart, Fontane’s Irrungen, Wirrungen, Goethe’s Die Leiden des jungen Werther, Buchner’s
Woyzeck, Durrenmatt’s Der Besuch der Alten Dame, Boll’s Und sagte kein einziges Wort, and so on.
Looking back, I find it simply amazing that we read so much by sheer force of translation,
but we learnt on our way a huge amount of vocabulary, and I could read German literature
more or less freely by the time I left school. We also listened now and again to German
radio recordings of current news, but speaking in German was mainly limited to doing
reading aloud and translating (and never really using the language for my own purposes,
whatever they were).
When I went on a school trip to Austria one summer, I could understand quite a lot of what
I heard, but I don't think I really said much until one night I went to the pub, had a few
beers and started talking with the people. Nun ja, sehr gut! Zum Wohl!
At university, for my BA, I did Combined Honours in French/German Language and
Literature. This involved a massive amount of reading in both languages, but, looking back,
it was a strangely literary and linguistic approach, without much focus on the history of
Germany and social and political change and development in Germany, Austria and
Switzerland, let alone other parts of Europe that had minority German populations. In
hindsight, that was a great shame—the whole of 20th century history in Europe was waiting
to be discovered from diﬀerent points of view, but it also meant that living in Germany for a
year as a student was a really extraordinary time for me.
Like many other exchange students (both then and now), I don’t think I did anything in
particular to learn German vocabulary—I was just using the language, making friends,
studying, travelling, falling in and out of love, hitchhiking, doing a lot of beer drinking, also
working in a glass factory as a holiday job and getting to learn about a whole diﬀerent
Germany from the world of literary classics. It was an amazingly enjoyable and carefree
time.
When I look back now at how I learnt German vocabulary, it seems to have featured
initially:
• a massive mount of non-comprehensible input made comprehensible through translation
and teacher-learner L1 mediation
• a certain amount of graded reading and listening in the L2 (but not really extensive
listening or reading)
• some interaction in German, but little expression of my own ideas or interest in German
until the year abroad.
So, in many ways, my German vocabulary history was neither autonomous nor self-directed.
Rather, it was continuously scaﬀolded. It was also heavily constrained by the style of
education at the time, and the requirements of O- and A-level syllabuses and exams. I don’t
think I minded this because I could do it and do it quite well, and I was good at learning a
language in this way.
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The big change for me was going to Germany as a student and becoming fluent over a
period of several months. This involved:
• a lot of talking and interaction
• a lot of reading
• using everyday German every day, and also having long serious discussions over a game of
chess or a pint, or both, on whatever the issue was that came up.
As for specific vocabulary strategies, it’s very diﬃcult to say if I had any. Because I knew
Latin, and because learning and using (German) vocabulary invite a certain creativity (you
can literally join words together to try and express that particular meaning or idea that you
are after), I was good at decoding and guessing German word formation from diﬀerent
prefixes and suﬃxes (and using my knowledge of Latin to help me, too). Most important of
all, I feel now, is that I always enjoyed learning and later using German. Overall, I would
characterize my lexical history in German as input- and translation-based, expanded by
exposure, interaction, and meaningful use, as well as inspired by an exceptional teacher, Paul
Dicker, and enriched by an ever-growing sense of confidence and purpose in using German.
Note
1. These extracts come from Paul Dicker’s obituary, which is included in EFA Tributes to
Former Players and Oﬃcials. (A-E). Retrieved from http://www.fivesonline.net/oldefasite/
information/obituaries.a-e.html
Keeping Vocabulary Notebooks
John Spiri, Gifu Shotoku Gakuen University
Email: johnspiri@gmail.com
Although I am a native English speaker, the first time I tried intentional learning of
vocabulary was in high school. We would have weekly vocabulary quizzes in English class,
and to prepare I would happily drill the list outside of class, usually resulting in a perfect
score. Years later, my friend and classmate would prompt me with a word from a list for fun,
and I would run oﬀ at least several from the list: ecclesiastic (of the church), predatory
(preying), etc. In a college English course the memorization paid dividends as I defined a
word exactly as I recalled it from the high school list, and the teacher marked it wrong on
the midterm exam. Confident that she had mismarked it, I visited her oﬃce showing her
the entry in a dictionary, and she reluctantly reversed it, which pushed my score up to 90. In
the end I got an “A” for the course by the narrowest of margins.
Even though my eﬀorts were grossly rote, I feel that it was a positive learning experience,
and I did learn many new words. Similarly, during my “I want to be a writer” phase during
my early 20s, I made a push to learn vocabulary on my own, keeping a notebook of words I
gleaned from books I was reading. That too, I enjoyed.
Unfortunately, I had no interest in the Spanish class I took in high school, and can recall no
eﬀort to learn a single word. When I finally did feel desire to learn a foreign language, after
earning my bachelor’s degree, I tried to learn French on my own, but failed miserably using a
cassette tape course I found ridiculously diﬃcult due to the natural speed of the dialogs. So
I made no progress, with no intentional learning of vocabulary. I did a little better with
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Mandarin Chinese during my year in Taiwan (1989-1990), eventually becoming capable of
having basic conversations, but again, I cannot recall any special focus on vocabulary. That
changed when I began studying Japanese in 1995.
One of the key aspects of my self-study (which is about all I’ve ever done) was utilizing a
vocabulary notebook. Over the 15 or so years since I started I have kept a dozen or more
vocabulary notebooks. While they have evolved to a degree, all contain a basic translation
definition.
One reason I have been relying on a vocabulary notebook is my infamously bad memory. It
is very diﬃcult for me to remember a word that I haven’t written down. It’s almost as if I
never really hear it completely, never get a firm hold on the pronunciation, until the word is
written on paper. Indeed, I have over the years learned very few new words without writing
them down at one time or another.
Since starting to self-study Japanese around 1997 I have been carefully recording words, and
taking time to review them. Admittedly, I never really review them as thoroughly as I have
always intended, but all pages get looked over at least a couple times, some pages and
notebooks more than that. For another admission, I go through periods when I don’t review
or study Japanese at all, then other periods when I study more intensively. To review, when I
recall either the English or Japanese (depending on whichever I chose to cover to quiz
myself), I highlight the word. As I tell my students to this day, keeping a pocket sized
vocabulary is very advantageous because then it is easy to carry it onto a train or plane, and
do some reviewing during otherwise boring times.
One method that I wanted to try was to have a recording made of my words so I could
listen to pronunciation while drilling. I paid a student at a previous university to do the
recording, and by the time the MD was made, I got busy with other things, or lost interest.
Sadly, I never used it to study at all. One of the false starts of my life that fall under the
heading of “the best laid plans….”
At one point, frustrated at the number of new words that was flooding me, I wrote down
every new word I encountered. Of course, I have always been aware of the importance of
choosing words carefully, and focusing on useful (higher frequency word), but my eﬀort was
an act of defiance, as if shaking my fist at a language which would find so many varied ways
to express things. So I opened my mind wide and grasped for every new word that crossed
my path. I don’t think I really learned too many of them, but for a while at least enjoyed the
all-out eﬀort.
My vocabulary notebook has been tweaked in various ways over the years. Some I have
crammed with words on every available line. Those literally hold hundreds of new words.
More recently I have begun skipping spaces, and putting the definition on the opposite page
rather than squeezing it on the same page. In addition, I have written sample sentences
from my electronic dictionary. Another technique, that I’ve grown to dislike, is rearranging
the definitions and sample sentences so they are not directly across from the targeted word.
The idea is to then, while reviewing, find the right definition and sample sentence.
Over the years I’ve become more forgiving and less ambitious perhaps. I feel it’s fair enough
to only feel like I’m learning 50% of the targeted words, and do not put pressure on myself
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to scramble to rewrite, and focus more on, words that just don’t stick. And some clearly
don’t want to stick, for whatever reason. *
I still do enjoy writing the words down and defining them. One of the keys is writing the
words neatly. In the few cases where I have written the words and/or definitions sloppily, I
can’t bear to go back and review them. I’ve tried various colors (having read about how it
stimulates the brain or some such research), but prefer just using my favorite pen at the
time, usually black or blue.
Having considered the advantage of word cards, which gives the learner the chance to
shuﬄe the deck, I have tried them, but don’t like them. I think the reason is I enjoy flipping
through the notebook’s pages, almost admiring this record of my learning. The word cards,
on a ring, are clumsy.
Since I have made many Hot Potatoes vocabulary quizzes for my students, I have wanted to
try that, and would if someone else would create the quizzes! I can’t bring myself to take the
time to create quizzes just for myself.
This essay has almost exclusively focused on vocabulary notebooks for one main reason: it’s
about the only method I’ve really tried. It is certainly one I’ve enjoyed and found helpful.
Grammar Translation and the Audio-Lingual Method in French and Japanese
Peter Cassidy, Canadian International School, Tokyo,
Email: pscassidy100@yahoo.com
As a native English speaker and graduate of a late, half-and-half, French Immersion program
in Canada, I brought to the table a few strategies for learning Japanese vocabulary. Most of
my Japanese study has been self-directed using the internet and free Japanese learning sites
with some of my exposure coming listening to recordings of Japanese while riding the train.
I did take one very low-level beginner class for a few months in my second year as a resident
of Japan, and I believe that it was eﬀective for my getting a better understanding of Japanese
grammar as well as learning Japanese vocabulary and some of the rules associated with the
lexical diﬀerences to my L1 and my L2. My Japanese vocabulary acquisition is the result of
both grammar translation through self-study and audio-lingual using language tapes and, of
course, listening to the language being spoken all around me in Japan.
I have used the approaches that my French teachers employed—Grammar Translation and
Audio-Lingual—and will explain why these were useful and necessary for my learning French
and how they gave me focus in my Japanese language learning. It might be important to
mention that after 11 years in Japan, I periodically search for vocabulary that was once very
automatic or habitual when engaged in a French conversation. I believe that my L2 (French)
is located in the same part of my brain as my L3 (Japanese) and evidence of this is found in
my regular code-switching between French and Japanese vocabulary words when struggling
to use a specific word in either language. English doesn’t seem to be a part of this
phenomenon.
The Grammar Translation method, in unison with audio-lingual practice, was very useful to
me for learning French. I do not have a Latin background, so conjugations of French verbs
seemed daunting as a student. In French, irregular verbs, as well as regular verbs, have many
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more inflectional aﬃxations than English. Also, many of the most common verbs are
irregular, as the following list illustrates:
Être (to be) / Avoir (to have) / Faire (to do) / Dire (to say) / A"er (to go) / Voir (to see) / Savoir
(to know) / Pouvoir (to be able to) / Vouloir (to want) / Fa"oir (to be necessary)
Moreover, French has more inflectional aﬃxations as is shown below with the irregular verb
to be in the present tense:
Être: to be
Je suis _________. I am ________.
Tu es __________. You are _________. (sing)
Il est ___________. He is ___________.
Elle est _________. She is ___________.
Nous sommes ___________. We are ___________.
Vous êtes ________. You are _________. (plur)
Ils sont __________. They are _________. (masculine)
Elles sont _________. They are _________. (feminine)
Regular verb also are governed by inflectional aﬃxations, but these inflections could be
memorized easily using the Grammar Translation method:
Parler: to speak
Je parle. I speak. (-e)
Tu parles. You speak. (-es)
Il parle. He speaks.
Elle parle. She speaks.
Nous parlons. We speak. (-ons)
Vous parlez. You speak. (-ez)
Ils parlent. They speak. (-ent)
Elles parlent. They speak. (-ent)
My teachers at school also favoured the audio-lingual method, which was employed through
language labs or labo. In labo sessions, we would listen and speak using target vocabulary in
a supporting text. Often, instructions were supplied in English just as the English tests in
Japan are often supported by Japanese instructions.
In the early days of my exposure to French, respect for the L1 was evident in that learners
were not redirected away from using English. French vocabulary was introduced with their
English equivalents, and this allowed for better results in learning the vocabulary. One
example that comes to mind involved irregular verbs. An English acrostic helped helped us
to remember some irregular verbs in French for one of the conjugation tests. I still
remember RED MAP as shown below:
Rester / Retourner / Tomber
Entrer / Sortir
Descendre / Monter
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Mourir / Naître
Aller / Retourner / Reveiller / Dormir
Prendre / Mettre
The L1 was one of the tools at our disposal when learning French conjugations and this was
something that I am thankful for with regard to my L2 learning background. I actually tried
to study the Japanese verbs in the same order we learned French verbs. If I hadn’t studied
French and was coming to Japanese as a first foreign language, would I have had this
strategy? I studied, in this order, to be, to have, to want, to see…just as I remembered doing in
French with those lists shown above. I think this helped my learning curve, since I had a
plan going in to my self-directed study. This supports the idea that the connection between
languages is dynamic. Noticing similarities and diﬀerences between the L1 and the target
language is vital.
Another tricky part of French vocabulary acquisition is the indefinite article system. It has
only a few loose rules that one can apply, and learners must rely on memorization. The
Grammar Translation method provides the platform for this, but I made, and still make,
many mistakes when applying articles to countable nouns in French. This is very diﬀerent in
Japanese as there are no indefinite articles per se, rather one must learn a variety of diﬀerent
ways to apply number to objects based on shape or form. Perhaps I applied myself to this
task with more confidence with the knowledge that this was a lexical rule that I could sink
my teeth in to unlike the French article system. This is speculative hindsight of course, but
as I write this now, it seems to be a logical reason why I enjoyed learning ni mai, ni hiki, ni
satsu, ni pon and so forth. It was a vocabulary challenge that I enjoyed although I’m sure
others don’t feel so excited about this lexical phenomenon. Some people may never learn
this aspect of the language since one can be understood by using futastu for all shapes and
forms.
To conclude, I will admit that I have a reliance on romaji for all of my Japanese self-study.
Reading and writing Japanese is a problem for me, and I confess that I am practically
illiterate. I rely on romaji for learning pronunciation of new vocabulary that I have heard
but cannot always catch all of the kana involved. Furthermore, I should try to study kanji to
allow for better literacy since most sentences consist of a combination of hiragana,
katakana, and kanji. I believe that becoming literate is crucial to learning a language and
that these skills should be combined with the listening and speaking that comes with the
audio-lingual practice discussed above. I think that it will take a lot of eﬀort to change but I
feel that this brief narrative has highlighted where improvements could be applied in my
case. Also, I see now that I have omitted music as one of the tools that has helped me learn
vocabulary, and yet that has been one of the most important. This reflection exercise has
proved to be more fruitful than first anticipated. Thanks for the opportunity to contribute
this brief vocabulary learning history. I hope that it will motivate me to make further
improvements even in my now comfortable existence in 日本。
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Motivation, Time, and Opportunity to Practice
Lewis Malamed, Tokai University, Shimizu Campus
Email: lmalamed@yahoo.com
I grew up in Florida, about 30 miles south of Miami. When I was five- or six years-old,
Cuban immigrants, displaced by the Cuban revolution, began to arrive. The schools tried to
prepare us for the influx of Spanish speakers by gathering us, grades one through six, into
the auditorium to watch a Conversational Spanish program on TV. We watched the same set
of programs, which were broadcast about once a week, for the next six years. There was no
other instruction, as this was a quiet Southern suburb, far from the big city, with no Spanish
teachers—at least not yet.
For an hour or so after I came home from school—maybe I was then in the fourth or fifth
grade—I did my Spanish vocabulary work as a kind of ritual. It hadn’t been assigned…I just
thought it was fun. The house was empty, as my parents hadn’t come home from work yet,
and I assumed a relaxed position, hanging upside down on the couch, with my feet on the
back of the couch and my head hanging down, imagining I was walking on the ceiling. Well,
perhaps this had nothing to do with my vocabulary learning, but I would look around the
room, and think about what I could and couldn’t say about it in Spanish. “The carpet is
dirty,” perhaps, or maybe, “The windows are open,” or even, “My Favorite Martian is on TV.”
I had an English-Spanish dictionary next to me, and I would look up any needed words, and
then practice saying the phrases I created to myself. I didn’t have any confirmation of the
phrases I created, and never knew if they were correct. Still, by the time I started studying
in real Spanish classes in high school, I could read and understand Spanish, write it a bit, and
speak it with a fairly good accent. Near the end of my high school days, I took a trip to
Bogota, Colombia with the University of Miami Youth Symphony as part of a cultural
exchange program. We played music and talked to people. I was happy to find that
communication in a foreign country was not as diﬃcult as I had imagined. It renewed my
interest in continuing my study of languages at the university level.
I think my early work helped prepared me for my later study, and I have retained quite a bit
of Spanish to this day, considering that my last class was almost 40 years ago. At the latest
JALT conference, I attended a class intended for Spanish teachers. The presenter was kind
enough not to kick me out or laugh at me when I told her I just wanted to hear Spanish, and
I was happy to find that just seeing words come up on the screen or in the handouts was
enough to trigger a memory and to bring back the meaning of the words. I’ve lost a lot, but
I think it’s retrievable.
My early Spanish training diﬀered a great deal from the way I learned vocabulary in French
in college, which was mostly through reading. After the two Basic French courses following
an audio-lingual method framework that included listening to tapes and practicing
dialogues, I took reading and history courses. These classes expanded my vocabulary beyond
basic phrases, though the expansion followed no known natural progression. I learned
ecstatic before I learned excited, and inexplicable before learning diﬃcult. The texts were
somewhat turgid, though occasionally interesting, with vocabulary in the margins of the
page, with occasional examples, or explanations of grammar, at the bottom of the page or at
the end of the chapter. The methods used in these reading classes would seem familiar to
some Japanese learners of English, perhaps.
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French History was another story, as it was a fourth-year class attended mostly by graduate
students and it was above my level. Lectures and discussion were in French, as were the final
papers. My dictionary was worn out by the end of the course, but the class was well-taught.
I would need a lot of study to bring my French up to a usable level at this point in my life,
but I’ve retained some memory of the subject matter, if not the language.
Japanese was a completely diﬀerent language-learning experience than learning French and
Spanish. My wife and I arrived in Saitama years ago with zero Japanese, hired as privatecontract AETs, rather than JETs. One of the first days we were there, I went to a local
grocery. I still remember hearing a shopkeeper yell, “Irrashaimase!” at me, and I put my hands
up to show that I wasn’t stealing anything. I had no clue why he was yelling at me until later.
Thankfully, the Board of Education in our city did a good job of providing us with
opportunities for learning. We were taught to do basic introductions, greetings and leavetakings, like, “I’m sorry to be leaving before you” and such things that one needs to know in
an oﬃce or workplace in Japan. We were also encouraged and supported in taking language
classes, but most of the vocabulary learning, for me at least, was situational. I learned
phrases, not words. I needed to send money, I needed to send a package, I needed to get a
haircut—I remember a friendly vice-principal writing down, in romaji, what I was supposed
to say to the barber, the equivalent of “Please cut my hair short.” I was worried about
coming back from the experience with no hair, but dutifully memorized and recited the
message and got a nice haircut.
I repeated this process of learning and memorizing phrases in lots of other situations, and
the year that we were in Saitama was probably the best and fastest time in my Japaneselearning history. Not everything I tried worked, however. I was mostly unsuccessful at
reading a children’s book, “Sanbiki no Kobuta,” even though the story of Three Little Pigs was
known to me. This showed me one of the diﬃculties in learning a language where the
characters were not accessible. If I didn’t know the word or have an informant, the process
of looking it up was just too time-consuming. I could look up a word I heard, but not a word
I read, unless I was reading something specifically for foreigners.
Thanks to advances in computers, we now have programs like “Rikaichan” or “Furigana
Inserter,” additions to Firefox which allow access to Japanese kanji and vocabulary, at least in
online text and, through these tools, my Japanese vocabulary learning has recently begun
again. While I’m still on my own when trying to read signboards, these programs allow me
to understand, or at least attempt to understand, the memos, reminders, etc. I receive from
my oﬃce or through my email, and with luck, and a little eﬀort, some of what I learn will be
retained.
What do I need to learn vocabulary? For me, it is motivation, a quality I had more of when I
was young; time, a quantity I had more of when I was young; and the opportunity to
practice, something I have more of now, if I can persuade myself to take advantage of it. I
think some play with the language (not necessarily while lying upside down) is essential,
some drill with dialogues and grammar is useful, and some foreign travel can put things into
context. The heart of my language learning so far has reflected a desire to interact with
speakers of other languages, and that is where my path to successful learning still lies.
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Towards a Positive and Informed Approach to Vocabulary Learning
Philip Shigeo Brown, Konan Women’s University, Kobe
Email: philza2003@yahoo.com
One of my earliest childhood memories and language learning experiences was being on a
hot sandy beach in Majorca, Spain, aged three, with my then six-year-old big sister. We were
standing, chanting, “Dos helados! Dos helados!” while gesturing with two fingers to the person
on the ice-cream stand. Contrary to what may first come to mind, we were not being rude!
And, actually, until Googling it today, I never learned how to spell ice-cream in Spanish.
My mother, who is Japanese, used to speak a very little Japanese to me and my sister when
we were growing up in England, and we used certain everyday words and phrases like
itadakimasu, although the predominant language was English at home. Nonetheless, I recall
hearing my mother tell us some Japanese traditional stories, such as Momotaro, both in
Japanese and then English. She also sang some songs to us from which we learned some
words and phrases. In addition, we chanted hiragana and had a picture book that my mum
tried to use to teach us when I was about five-years old, but I was a very reluctant student
with ants in my pants.
Eventually, my mum sent us to a friend of hers who taught Japanese, and whilst my older
sister was very keen, I preferred to play on the floor and find other distractions. Somewhere
along the way, though, I did learn to write most of my hiragana and some katakana, mostly
by copying out the characters repeatedly and getting corrective feedback from my mum and
teacher. Recognition and reading was aided by a picture book with some words like sora
(sky) and some blocks with letters which I enjoyed playing with.
Visiting Japan on holiday when I was five, then again when I was eight and 12-years old, we
discovered word cards and were encouraged to write down new words with Japanese on one
side and English on the other. I recall that, although making the cards was not so enjoyable,
I quite liked using word cards as it seemed to make learning words more like a game.
However, it wasn’t until I was 12 and got a Game Boy that I first really became motivated to
learn Japanese to play some classic role-playing games. I bugged my mum constantly to help
me translate various screen menus and storylines, which she did with the proviso that I
wrote it down first. I carefully copied everything onto index cards matching the onscreen
layout, then took the cards to my mum, often whilst she was busy cooking. Through these
endeavours, I learnt a lot of very useful, high frequency vocabulary, e.g., tatakau (attack),
nigeru (run away), mahou (magic). Well, important for the world of Wizardry in any case!
In school, aged 11, I began learning French, which I found diﬃcult and therefore didn’t like.
But, as I didn’t like not being good at it even more, I tried pretty hard to get better. In
addition to the textbook, Tricolore, our school gave us an exercise book and vocabulary
notebook which had a dividing line down the middle page of each page. We were instructed
to write the letters A-Z at the top of each page and new words we learned were thus
organised alphabetically. Our teacher told us to use red to mark feminine words and blue for
masculine. Over the years, most of my teachers were English who spoke fluent French, but I
also had a Belgian teacher for one year. In class, most of the activities were lockstep but we
worked on all four skills and spent one class a week for one term a year in the language lab
where we did listening and speaking exercises and could record and listen to our own voices,
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too. We had weekly vocabulary tests and mid- and term exams covered all four skills, and
included a one-to-one 5-10 minute oral interview. I think we were taught mostly through
situation-based role-plays and audio-lingual methodology. From 13-16, I also learned German
in much the same way.
Despite languages being my weakest subjects in school, I decided to read Law and Japanese
at university, and make up for my lack of learning as a child. The Japanese course started
from scratch and oﬀered a year in Japan as an exchange student. Prior to starting university,
I reviewed my limited Japanese, saved up and visited Japan for six weeks, armed with a
bilingual dictionary, word cards, Japanese travel and phrase book. However, I seemed to get
by using very little Japanese...
In the first year of university, we had a grammar class, kanji class (with a Monday morning
weekly test!), language and conversation classes. Except for the latter, most were taught with
English explanations, although after 2-4 weeks, there was no more romaji. Students were
given about 1-2 weeks to learn hiragana then 1-2 weeks to learn katakana. I was blown away
and impressed by my classmates who studied in just 1-2 months what I had slowly spent
years learning! The only advantage I seemed to have after that was pronunciation to a small
degree and some extra vocabulary from childhood.
To learn Japanese kanji, I’d bought Japanese notebooks and wrote them repeatedly whilst
making up stories based on the radicals. I reviewed them on several times during the week
and this helped me to do well. I returned to writing in pencil as this felt nicer than writing
in pen, and I thought I could write more attractive characters that way. I also made bilingual
lists of new words and organised them by topic/theme. My friends and I also went through a
phase of labeling items around the house and testing each other, like a game. We did
karaoke and belonged to the university Japanese Society where we met students from Japan
and spoke some Japanese to them.
My third year was spent in Japan. Finally, I started to use more Japanese and develop my
speaking, although it was really tough at first and I literally found myself still reading out of
phrase books and not understanding the answers that I got! However, I continued to learn
vocabulary by making word lists, using both a big kanji paper dictionary and bilingual
electronic dictionary. I continued making word cards but knew nothing beyond using them
in the most rudimentary way. When out with friends, we used to test each other reading
signs randomly, which was quite fun, and going to karaoke with Japanese friends helped a bit
with listening, reading, and speaking. Like many of my students now, I tried to write down
every new word at first, but soon got overwhelmed so readjusted my strategy to targeting
words that I thought might be useful to me then or in the future. However, this still left me
in an ocean of vocabulary and I felt I was only just about keeping my head above water at
best, and struggling not to drown most of the time!
Continuing into my fourth year, my vocabulary learning did not really change very much as I
focused on dictionary use, word lists, testing myself, and sometimes studying with friends.
However, I ran out of word cards and, not being able to buy them in England, abandoned
this strategy.
On reflection, up to this point, I would say that my language learning and vocabulary study
had been semi-structured, rather labour intensive and somewhat ineﬃcient.
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More recently, I started learning Malay and began with a basic word list of some 800 words.
I use a depth of knowledge test to self-evaluate not only how many but also how well I know
those words, and others that I add to it. I retest myself periodically to check my progress
and, although I find this a bit time-consuming as I learn more, it is nonetheless motivating
and a learning process in itself. In addition to using a small pocket dictionary, in which I
highlight new and reviewed words, I frequently ask (in Malay), “What’s X in English/Malay?”
or simply, “What’s this/that?” I’ve also used word cards with much greater success than
before, having learned to use them more eﬀectively and eﬃciently with expanding review: I
learned nearly 200 words receptively in the first two months, and could use about 120
productively—a record for me! I still make some bilingual wordlists in a vocabulary
notebook and really try to use what I learn. Reading Facebook posts and occasionally
posting/texting in Malay has also been a good development along with listening to my wife
speak Malay to our six-month son.
There are two major diﬀerences in my vocabulary learning since doing an MA TEFL/SL and
my dissertation of vocabulary learning strategies: first my approach is now much more
informed, and secondly, I no longer believe myself to be poor at languages but capable of
becoming a better lifelong language learner.
“Ugga-Bugga Footoo”: The Transformative Power of the Word
Martha Robertson, Aichi University, Toyohashi Campus
Email: marrober@alumni.iu.edu
When I was a child, I believed that words and objects were inflexibly and inextricably
connected. Consequently, when, around the age of three or four, I became aware that people
in other countries spoke diﬀerent languages, I marveled that they would go to such great
lengths to devise other words for objects and actions rather than call things by their real
names.
Still, it seemed an entertaining activity, and, if folks in other parts of the world could
communicate by incomprehensible grunts and lip-smacks, I felt that I, too, could make up
my own language. The problem was that I could never remember for very long whether
u(a-bu(a footoo meant a black cat or my yellow raincoat. That no one else knew or
remembered brought communication to a screeching halt. From these early experiments
with language, I learned three things: 1) the link between an object and its name is a
communal, contextual transaction, 2) one must have some way of remembering this shared
contextual meaning, and 3) people are very resistant to assigning new sounds to familiar
objects until there is a pressing need to do so.
Moving forward to my lackadaisical eﬀorts to learn Japanese, I see these early insights
validated in my first Japanese communicative transactions. Certain words like genki, douzo,
and hashi quickly became a natural part of my vocabulary. The frequency of these words was
a factor, but, also, they were always situational and transactional, and, in the case of douzo
and hashi, usually accompanied by gestures and objects that triggered a visual memory.
Genki, however, is one of those words like umwelt or schaden&eude or natsukashii that are
comprised of nuances and connotations requiring a host of words to express in English.
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Genki expresses, most naturally, a state of being and a spirit to which I aspired long before I
knew it had a name. I had to have it for my own.
Ownership of a word, however, means that the word flies easily to the lips, connecting a
deeper feeling and desire with a current situation. So what to do about functional words and
phrases such as counters, markers, and “When does the bus come”? I went about learning
these items in the most dreary, rote way and found the whole exercise frustrating and
dispiriting. Next, I tried those survival phrase books that feature brisk, intrepid
cosmopolitan couples discussing where the jam came from and where the automobiles at
the trade fair were made with their Japanese hosts. My God! They had just arrived in Japan!
Weren’t there more interesting things to talk about? The books with all the colorful
pictures, at first, seemed more engaging until the 10-year-old American girl woke up in the
hotel room she shared with her mother and asked for the day’s weather report instead of
asking when they were going to Disneyland. What was she doing sharing a room with her
mother anyhow? Dad had asked for two rooms. In the US, we would consign the kids to the
room next door and enjoy a bit of adult time. Not these folks. And why was a 10-year-old
American girl speaking flawless Japanese to her English-speaking mother anyway? Weird!
Needless to say, all these bizarre situational aspects distracted me from the task of learning
language. Besides, all these folks seemed to acquire Japanese at a phenomenal rate and I
always ran out of steam by the middle of the book.
Although the books did provide me with some useful phrases for special situations, the only
way to own these phrases seemed to be by rote memorization. I don’t rent hotel rooms or
go camping on a regular basis, so I still find myself looking up these phrases when the need
arises. Not so with medical terms. I went through an extended period of inexplicable illness
with a veritable byouki teishoku of symptoms. (Byouki teishoku became mine the first time I
heard it because, not only did it describe my situation exactly, but it evoked marvelous
images of a formal banquet table set with all kinds of disgusting physical symptoms—just
the perverse sort of images that intrigue a warped personality.) As with other functional
missions, I looked up the basic medical vocabulary and the grammatical structures for my
complaints and wrote them in romaji. (I should say here that I am very much a visual learner
and have almost no capacity for aural memorization.) After writing the phrases several
times, I practiced saying the words, visualizing the conditions and procedures as I recited.
My Japanese friends gave me words to describe the types of pain and symptoms not
included in phrase books for travelers. Often, these words were onomatopoetic and slipped
easily into the brain and oﬀ the tongue. After several visits to the hospital, I was able to
discuss symptoms and treatments as easily as old men and women discuss their need for
prune juice. Pain and need brought about opportunity, but ownership transpired only
because of a fascination with all things deviant and medical and the pleasure of gossiping
about them with friends and strangers.
(All this vocabulary transferred nicely when my friend asked me to take her cat to the vet. I
did run into a bit of a snafu when discussing the main purpose of the visit, as neuter was not
in any of my phrase books nor a part of my previous, personal medical procedures. However,
I got the job done by resorting to graphic gestures and a few words used by little boys that, I
am told, a lady should never say. Doubtless, the vet and his staﬀ are still talking about the
two crazy gaijin and their cat, but the operation went well and the experience shows, once
again, that if both parties want to get the job done (at least in a high-context situation), raw
courage, collaboration, good will and persistence can overcome paucity of vocabulary.)
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Passion, too, facilitates the substitution of new sounds for familiar objects. (I am not
speaking here of romance, though romance has expanded the lexicon of more than one
lonely traveler, I hear.) My interests in gardening, cooking, and figurative ceramics may not
be so thrilling to others, but, before I could shop or travel, I learned the names of plants,
colors, blooming times, and whether a plant prefers shade or sun. Because I love to cook,
Japanese recipes and cooking shows quickly taught me names for utensils and techniques
and transformed carrots into ninjin and vinegar into su. As for pottery, my interest has
become an obsession. I came to Japan with almost no knowledge of techniques or styles, but
after having many opportunities to visit Seto craftsmen, words like tsuchi-aji, hi-iro, and kiseto are my most natural modes of expression. These words I truly own, and, because of
desire (and, perhaps, because of the immediate, concrete nature of such terms), I assimilated
them almost eﬀortlessly.
Resistance to learning vocabulary, or perhaps disbelief, comes when I go to the Post Oﬃce
or to the bank to perform a complicated transaction. Despite consulting phrase books,
despite rehearsing the unfamiliar structures under my breath, I am never sure that the
transaction has been completed successfully until I repeat the request or instructions in
English. Never mind that the person with whom I am communicating does not speak
English! My students often do the same thing, asking a question in halting English and then
repeating it in Japanese to be sure they have communicated their need correctly. Clearly,
study and repetition may help us remember alternate names for objects and actions, but
without a conceptual sea change in which an intrinsic link is forged between the new sound
and the object, action, or idea, the words lose their power. The parroting of phrases has
perhaps trained the mouth, but nothing has reached the brain!
My experience studying foreign languages in the United States bears little resemblance to
my pseudo-study of Japanese. Those languages involved class meetings 3-5 days a week,
memorizing long lists of vocabulary words, reading prolifically, and writing compositions,
which caused me to examine phrasing and nuance as well as discrete vocabulary items. As
my reading proficiency improved, I acquired vocabulary much as I acquired English
vocabulary as a child. Cognates and Latin derivatives also accelerated my learning, aids that,
like reading, are not available to me in learning Japanese. Need and desire, pain and pleasure,
however, motivated foreign language study then, just as they do in Japan. I had a need to
pass my courses and a need not to appear to be a fool before my polyglot professors. I also
love to read and found fresh world-views opening to me as I improved my ability to read
texts in a foreign language. Although the methods imposed in my university classes are
considered outmoded today, desire and systematic study linked these words inextricably to
objects and actions and I even used them in my dreams.
Looking back, I see that language not only connects me to others, it is fundamental to my
existence in the world. Language shapes and defines my inner self and because of language I
find my place. Words, in whatever language, expand our vision and alter our identity. If our
students can somehow be led to experience the transformative power of the word, it will be
the greatest gift we can give them.
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LOOKING BACK
Language, Literacies, Learners: Development Beyond the Classroom
LD SIG Forum, JALT Pan-SIG 2012, compiled by Jim Ronald
言語、リテラシー、学習者：教室を越えた成長 Jim Ronaldによるまとめ
At the end of June, the JALT Pan-SIG conference was held at Hiroshima University. At the
conference, 12 of us presented at the Learner Development SIG Forum. Our overall theme
was “Development beyond the Classroom”—with a wide range of topics presented. As it was
on the last day, our audience was about the same size—about 12 people! However, since
topic groups took turns presenting and being the audience, in three presentation “corners”,
we were all guaranteed both an interested audience, and a chance to join other people’s
presentations. Here is a brief report from most of the presenters. If you want to know more,
please watch out for the conference proceedings—or get in touch with us!
English Camps–Why?
Jim Ronald, Hiroshima Shudo University
A couple of decades ago, sitting in a taxi, on the radio they were reporting a speech contest
for high school students, with the prize being a ten-day trip to Hawaii. The taxi driver
scoﬀed at this, saying something like, “What good is ten days? They’ve already been studying
English at school for years, for all the good it’s done them!” In fact, if they had won the
speech contest, it obviously was doing them good! But it made me think…
Years later, when I had a chance to start running an English camp at my university in
Hiroshima, that taxi driver’s question was still challenging me. Obviously, in terms of how
much grammar or vocabulary anyone might learn in a 10-day trip or a four-day camp, the
taxi driver was right. But what if through the trip or the camp a language learner could
change in a positive way that would extend far beyond those few days?
In the first year of the Spring English Camp for university students majoring in English, the
aimed for change was improved motivation, with the far from modest goal of providing the
students’ most enjoyable days of their time at university. From the second year, the focus
shifted consciously towards learner autonomy, with the overall camp motto of “It’s up to
me!” In the third year, another layer was added to this—“Together we can do it, if we try!”
These three goals, combined, have underpinned the running of the camps.
The camp has had no focus on language learning or practice, only on making friends and
doing things together, and using English in a wide range of fun, challenging activities:
cooking food from various countries including Jamaica, the Philippines and Britain; fun
sports and games played inside and outside; writing and singing songs; preparing and
performing skits, and mini debates.
English Camp Activities for Business Students
Joy Jarman-Walsh, Yasuda Women’s University
Planning an excursion or doing camp activities can be a great way to connect with students
on a deeper and more motivating level outside of class. I’ve been doing summer camps with
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my business department students for the past 5 summers and with the English department
before that. As each year of students is diﬀerent and studying business is our focus, I try to
base materials on what is available from travel agent brochures, newspaper articles and maps
before we head out to the mountains. Then the English camp activities can be based on real
materials that are good models as they are successfully and commercially in use. Based on
these models, we create maps and travel brochures for the lodge or area we are staying at. I
get students to work in groups wandering around our location, mapping out where
everything is located, noting the good and useful areas, interviewing staﬀ at the lodge about
their recommendations, and drawing sketches about the natural view, lodge landmarks or
other charming points of the facility or grounds. Once we regroup, the students have time
to work together to put all their information on their maps or brochures and then later in
the day we have poster sessions where some group members will stand next to their poster
and explain it to listeners. After about 5~10 minutes, we shuﬄe the speakers and listeners.
In the evening, we have movie time where we all bring pillows and wear pajamas to a main
room where we can enjoy an English movie together (students usually choose it) while
snacking on popcorn. We also do many active games, campfire, cooking curry or BBQ
together and doing an adventure course.
English Camp Nuts and Bolts
Joseph Tomei, Kumamoto Gakuen University
My focus has been to incorporate and integrate these sorts of events within the school and
the schedule. While this brings headaches, it does oﬀer opportunities. Organizing a camp
within the schedule rather than vacation periods requires nemawashi (literally “tending to
the roots of a plant”, but means talking to teachers/staﬀ to reach a consensus) and a
willingness to adapt the event to fit.
Try and find Japanese antecedents for what you are doing. School clubs and circles, where
students often organize gasshuku and kenkyukai where they stay overnight to practice
intensely are one source. Pay particular attention to the types of student committees that
these clubs create. The job titles and responsibilities form prefabricated roles and help
students understand what they need to do to organize a camp.
Bureaucracy will say no when faced with the “never been done before”. Preface your plans
with something that has already occurred at the institution, or argue that what you are
doing is “just like” something else to get approval.
Student committees can shoulder a lot of work, so give them a sense of team spirit. Getting
t-shirts printed with a camp logo for the committee members or organizing an uchiage can
be magic.
Food is a remarkable way to have students enjoy and raise their level of participation. A
meal of food that people can assemble (we’ve done soft tacos, sui gyoza, and makizushi) can
be remarkably inexpensive and make for a memorable experience.
It is important to try and get a budget for these events, a task that is growing more diﬃcult
by the day. Still, even if you don’t get a budget, understanding that process can pay dividends
in your work and your interactions with colleagues.

36 Learning Learning 19(3) Autumn 2012

Newsletter of the JALT Learner Development SIG
Lastly, talk to other folks about what you do, as ideas from other people doing similar things
can be pure gold.
Probing the “Intensive” Aspects of an English Camp
Ken Ikeda, Otsuma Women’s University
I identify five intensive aspects of a two-credit language seminar oﬀered by Otsuma
Women’s University’s Department of English these past 37 years, concerning its name,
principles, duration, the camp itself, and management.
“Intensive” has been retained in the course name since it started as an Intensive Training
Course (英語特殊演習) in 1975. The name was revised as ISEC (Intensive Spoken English
Camp) in 2004. Another aspect is in ISEC’s two guiding principles upheld throughout its
37 years: keep students focused only on using English, and allow anyone of any language level
to attend. Here I associate “intensiveness” with “fervency”. The third intensive aspect is
one of instilling students with ongoing awareness of ISEC’s principles and contents.
Students must attend three preparatory sessions (事前授業) spaced one month apart prior to
the camp, which is held at the end of summer vacation. These sessions orient students to
components (lesson topics, presentations, plays) to ensure their readiness from the camp
start.
The 4-day camp timetable is intensively packed with lessons and sessions from morning till
night. Play-staging is a group activity in which students autonomously develop a skeleton
idea into a skit over five sessions. A 3-hour orienteering scavenger hunt has been added this
year.
Finally, “intensive” points to the ongoing and engaging correspondence between the ISEC
director and instructors to maintain the camp’s inventive yet instructive features. Eliciting
instructor ideas for improvement have resulted in renovating camp elements (e.g., the playstaging and this year’s orienteering), reducing the number of lessons, and creating greater
rest time for the students.
What keeps ISEC “intensive” is not just the name or tight scheduling, but renewal: carefully
preparing students, sustaining their involvement during it, and maintaining intimacy
between the ISEC camp director, instructors and students.
Worthy of Consideration? A Critical Look at Media Values%
Philip Shigeo Brown, Konan Women’s University
To what extent do we tend to consume the news at face value? Many people pass through
the education system with only a limited understanding of how media represents and
recreates the news. Yet a clear and critical understanding of the process can help to produce
a more aware and informed voting populace, strengthening a cornerstone of society. This
short presentation shared a practical three-stage approach for promoting critical media
awareness and empowering students with not only a basic understanding of media values,
but also opportunities to use them as a tool for improving learner-generated content:
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1. Introduce newsworthiness and media values. In addition to Google© Advanced Search’s
website readability feature, InstaGrok© helped learners to find more accessible material.
Further understanding was promoted through an information gap-fill for 12 media values
(CyberCollege®, 2012). These values were partially rewritten using a free online
vocabulary profiler (Cobb, 27th June 2012) to identify low frequency words and then
change them to improve readability.
2. Analyse simple news items using the 12 media values (CyberCollege®, 2012), then share
and post comments (in a private Facebook group) to foster peer-to-peer interaction and
learning. The Shukan Times and other English news media were introduced via ELT News.
3. Finally, students use the 12 media values as a checklist to review their own presentations
(or stories) to help generate more newsworthy and appealing content.
For students who may need more support to understand newsworthiness and media values, a
background reading assignment might prove helpful. Lastly, Digital Disruption also oﬀers
tools for developing students’ critical awareness of media and, “building a web-savvy
generation” (http://www.digitaldisruption.co.uk/).
References and Resources
Cobb,T. (n.d.) Web Vocabprofile [accessed 27th June 2012 from http://www.lextutor.ca/vp/],
an adaptation of Heatley & Nation’s (1994) Range.
CyberCollege®, Twelve Factors in Newsworthiness [accessed 27th June 2012 from http://
www.cybercollege.com/newscrit.htm]
Digital Disruption: http://www.digitaldisruption.co.uk/
ELT News: http://www.eltnews.com/
Google© Advanced Search: http://www.google.com/advanced_search
Heatley, A., & Nation, P. (1994). Range. Victoria University of Wellington, NZ. [Computer
program, available at http://www.vuw.ac.nz/lals/]
InstaGrok©: http://www.instagrok.com/
Shukan Times: http://www.japantimes.co.jp/shukan-st/
Learner Development Newsletter: JALT Pan-SIG, June 17th
Beyond the Classroom: A Talk in the Park
George Hi(inbotham, Hiroshima Kokusai Gakuen University
Talk in the Park is a semester-long project that has been running for five years at Hiroshima
International Gakuin University. It is the central component of a first-year speaking course.
All students are non-English majors studying technical subjects. Despite three years of
English at high school they enter with TOEIC scores averaging around 300; typically
students are not motivated to study English. As their high school studies have clearly failed
them, a project was designed that takes quite a diﬀerent approach. There are three main
parts:
(1) Students prepare and practice questions in regular classes;
(2) Students go to Hiroshima Peace Memorial Park and interview English speakers;
(3) Students give a presentation (using presentation software) about their interviews.
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In the first half of the semester, the students prepare for their interviews. In groups of three
or four, the students choose a topic and are guided through the process of creating
questions. Halfway through the semester, having prepared and repeatedly practiced their
questions, a day is organized (usually a weekend) to try them out for real. At the Peace Park,
each group is given a voice recorder and told to approach English speakers and interview
them. In the third stage of the project the students prepare and deliver a short talk about
their interviews.
The assessment for this course is threefold:
• The recorded interviews are graded on objective criteria;
• There are regular vocabulary tests throughout;
• The presentation is graded.
The main strengths of this project are: it can be adapted to a variety of ability levels; it
encourages student autonomy; it provides an authentic language experience; and there is
meaningful use of the language studied. Most importantly, on completing the task students
have a real sense of achievement.
Get Inspired, Listen to the Experts: Interviews with People Who Use English at
Work in Hiroshima
Midori Kanmei, Hiroshima Shudo University
English textbook creators and classroom teachers make various eﬀorts to make the students’
experience of language learning relevant to their lives. This was true of a course I taught
using the textbook with DVD, Global Encounters (Maeda, 2009), in which students listened
to non-Japanese people’s interviews about their lives in Japan in English. However, with this
course as with many others, there was still a wide gap between what the course materials
demonstrated and what the students experienced: listening to people interviewing other
people rather than doing it themselves, and doing class-bound language practice rather than
preparing to use, and actually using, language for a purpose.
As part of the Pan-SIG LD SIG Forum in Hiroshima, I reported on a project that aimed to
create opportunities for students to have real experiences using English. They conducted
interviews with people who use English with their jobs in Hiroshima outside class and then
gave presentations about this in class. The procedure is described below:
1. Making groups, deciding roles (liaison, interviewing, filming, handout making), and
choosing who to interview (from nine people from five countries and various professions)
2. Contacting the interviewee and arranging the interview
3. Preparing interview questions, based on the textbook
4. Meeting the interviewee and recording the interview
5. Editing the video and preparing the class presentation handout
7. Presenting the interviewee in class showing the video of the interview, answering
questions, and evaluating each other’s groups
8. Preparing and sending thank you letters to the interviewees.
There were some problems with this project: lazy students, technical recording problems,
and evaluation issues. However, student responses confirmed many perceived benefits:
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A chance to meet professional people, to get a glimpse of possible future career plans, and to
hear useful stories and advice. They enjoyed each other’s presentations, and speaking in
front of people in English was a good experience. The whole project gave students various
benefits: opportunities to gain various social skills; communication with unfamiliar
classmates and with the interviewee; planning and time management; cooperation through
group work; and taking action positively.
Scrabble at Leisure, Scrabble for Pleasure
Monika Szirmai, Hiroshima International University
Scrabble is an excellent language game for people of all ages in any language. As the title
suggests, though, you should have enough time—leisure—to play it and you should also have
fun—pleasure—while doing it. Although the Scrabble sets available in Japan come with set
rules in English and Japanese, they can be easily modified according to one’s needs.
Depending on the age, or the level of English skills of the players, for example, the use of
dictionary can be allowed, or common abbreviations or acronyms can be accepted.
According to a survey carried out before we started organizing Scrabble events on a regular
basis, not many students knew what Scrabble was. In order to attract students to an
extracurricular activity, it was necessary to show them first what kind of a game Scrabble
was. The best way to do this is probably if 5-10 minutes of class time can be used for the
introduction of the game and its basic rules with the help of worksheets. About 4-5 sessions
should be enough for this purpose.
Scrabble is not only motivating but also serves as a good way to reinforce spelling skills,
review vocabulary, learn new words, and in general, it is an excellent mental exercise. When
students gave feedback about my courses, a majority put down Scrabble as their favourite
activity, in spite of the fact that most of them had never played a full game but only used the
worksheets.
The Hiroshima Inter-University Scrabble Project started in April, 2009. One of the main
aims was to oﬀer a chance for students to practice English outside classes. The next event
will take place on Sunday, January 20th, 2013. It is a friendly contest where everybody is a
winner.
Useful web pages:
http://www.hasbro.com/scrabble/en_US/
http://itunes.apple.com/us/app/scrabble/id284815117?mt=8
http://www.grahams-games.co.uk/dw1.html
http://www.facebook.com/Scrabble
Promoting Independent Pronunciation Improvement
Mathew Porter, Hiroshima Bunkyo Women’sUniversity
In-class pronunciation activities outside of a pronunciation class may be limited by class
size, diﬀerences in students’ weaknesses and abilities, pedagogy, and the teacher’s knowledge
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of phonology. Enabling students to study pronunciation on their own can be an appropriate
countermeasure to these limitations while also empowering students to take charge of their
own learning. The three websites below are especially appropriate for that aim.
First, the University of Iowa phonetics website (http://www.uiowa.edu/~acadtech/phonetics/)
can be used as a diagnostic tool by students to discover gaps in their production capabilities.
Using multimedia, the site introduces characteristics of American English phonemes and
also has discrete examples of sounds occurring in diﬀerent positions in a word. It can also
help develop much needed meta-linguistic knowledge about pronunciation, which can
benefit self-monitoring skills (Wrembel, 2005). However, since the site uses some technical
terminology, preparing a Japanese handout might be helpful for students.
After students have identified troublesome phonemes, they can register at English Accent
Coach (http://www.englishaccentcoach.com) and practice recognizing those sounds. This is
essential in pronunciation practice because improving sound perception has been shown to
have an eﬀect on production (Flege & Eefting, 1987). Using a large variety of voices, EAC
begins with phoneme-level minimal pair activities gradually moving to more complicated
pairings. Registration is necessary, but free, and the software tracks the student’s progress.
Finally, English Central (http://www.englishcentral.com/) has both free and for-profit
content. It provides a wide range of graded, subtitled videos from YouTube for vocabulary
and pronunciation practice. Using voice recognition software, it gives individualized
feedback to all users, although only paid subscribers can see their progress on specific
sounds. Furthermore, non-subscribers can only practice two videos per month. EC is full of
natural, contextualized sounds for pronunciation and can be a “sandbox” to play in and
discover along Kolb’s learning cycle, which, according to Eckstein (2007), is a suitable model
for pronunciation learning with its focus on input/practice, feedback/noticing, hypothesis
forming, and hypothesis testing.
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Maxims for Developing Students’ and Teachers’ Learning Experiences:
A Constructive Review of the Pan-SIG Conference, 2012.
学習者と教師の学習経験を発展させるための格言：
Pan-SIG 2012大会の建設的な批評
Nathan Ducker, Ritsumeikan Asia Pacific University, Oita Campus
Email: ducknath@apu.ac.jp
Clichés, stereotypes, and proverbs can be applied to many situations in life. Often, I wonder
if their messages are sometimes diluted by their overuse, but more often than not, I think
that they are apt and sum up a range of experiences perfectly—that is why their use became
widespread in the first place. So, to review the recent pan-Special Interest Group (Pan-SIG)
conference in Hiroshima, I would like to use three maxims: “be prepared”, “humans are
social animals” (therefore [language] learning is a social activity), and “two heads are better
than one”. The first one helps me think about what I will do at conferences. The second is a
personal observation that may be true of most people, in particular myself. The third is a
theme that I am becoming increasingly aware of in teacher-to-teacher conversations and
professional development literature, and that was also prevalent in the presentations I
watched at the Pan-SIG.
“Be Prepared”
Conferences can be tiring and diﬃcult to enjoy. Firstly, you may have to travel a long way
from early in the morning; you may, like me, have to carry a bulky laptop, stationery, and
other things through multiple train changes. You then arrive at a busy place where you know
no one. Then, in order to see as many presentations as possible, you rush from one room to
another, arriving breathless and disorganized. Finally, you may either be disappointed by the
relevance of the presentation to your needs, or be inspired by the enthusiasm of the
presenters and the quality and enjoyability of the presentations. Having a plan and an
awareness of what you want to achieve can greatly enhance the professional and social
experience of a conference. To date, the Hiroshima 2012 Pan-SIG conference was one of the
most satisfying conferences I have attended for the following reasons :
1. To make sure I had enough energy to talk with others during the conference, I took
breaks from some of the presentations, even though they were of interest to me .
2. I prepared a schedule of the day, highlighted the presentations I wanted to see, and
kept this schedule in a plastic wallet so I could find it easily.
3. In planning my day’s presentations to see, I followed a single theme. I was thus able
to stay in the same room for quite some time, saving energy and developing ongoing
conversations with some people who were following the same theme.
4. I got to know the layout of the building by walking around it, checking signs and
room numbers, and annotating my day’s intended schedule so I could know if it was
possible to make it to all of the presentations that I had planned to go to.
5. I have started to develop a professional network (I used my SIG for this)—knowing
people to chat to and bounce ideas oﬀ can make the day far more enjoyable.
This simple shift in my approach to conferences helped me to take full advantage of the
learning opportunities available at the Pan-SIG conference, and I will be making sure that I
do these things again whenever I attend a conference.
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In the next paragraph, I will describe how another shift in my attitude towards work is also
helping me learn more from my colleagues, not just at conferences, but also on a daily basis.
“Humans Are Social Animals”
I am including this idea in my conference write-up because whenever I have attended
conferences in the past, I have always tended to be a passive attendee—watching
presentations, taking notes and thinking things over on my own. This time, I attended the
presentation with a growing awareness of how important it is to be socially active at a
conference. I am naturally a shy person, who, during the course of my teaching career, has
had to develop something of a second persona in the classroom. However, when it comes to
research work and lesson/curriculum development, I find myself really enjoying reading, and
I find the idea of reading a teaching-related or language-related academic paper refreshing
and useful. I also find myself feeling guilty when I start chatting to other people at work,
when I know I have lots of written work to attend to. Nevertheless, I have become aware of
some of the limitations of my bookish approach. In my previous job, I had a private oﬃce—
useful for reading and typing, but not useful for conversations. In my current job, I work in
a large open-plan teacher’s room; sometimes a little noisy and diﬃcult to concentrate on
reading and writing, but, because of the social set-up, it is a wonderful learning environment.
In the past 12 months, I have noticed the following benefits from sharing an oﬃce with
fellow teachers: (1) conversations are great places to share ideas for teaching events to
present at, share publication ideas, and find out about calls for papers; (2) we can easily share
recommendations for good books and websites; (3) we can share teaching ideas; (4) we can
arrange to peer check applications, submissions and lesson plans; (5) we can help each other
in our understanding of, for example, complicated grammar points, and confirming facts,
plans and ideas; (6) and, last but not least, we can support and encourage each other when
we are feeling under pressure or encountering diﬃculties in the classroom, or with researchrelated activities. With my growing awareness of the importance of playing an active social
role at work, I attended the Pan-SIG conference with far more focus on meeting people and
joining in conversations. These conversations left me with a whole host of useful tips that I
may not have gained without talking with other people. For example:
• Recruitment information: some universities seem to employ a point-based system to sort
applicants and CVs. So, for example, if we know that a university attributes more points to
a university journal article we could concentrate on writing more of those, or on the other
hand concentrate on presenting more if a university deems presentations to be more
valuable for job hunting.
• Useful books and materials
• Lesson activities
• Useful websites
• Applications of (alternative ways to use) diﬀerent software and websites
• Ideas concerning our approaches to students who have failed to pass our courses
I have always been an enthusiastic proponent of a communicative and collaborative
approach to language learning. Naturally, I think the idea that people can learn from
interacting with each other, has been, can be, and should be extended to the classroom, and,
in particular, to the language classroom. As an extension of this idea, I would next like to
share the content of some presentations that I watched at the Pan-SIG conference that
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specifically promoted the concept of encouraging and training students to help students, in
a more deliberately direct way than encouraging learning from interaction.
“Two Heads Are Better Than One”
I don’t know if it was a result of the presentations I chose to see, or a developing trend, but
I noticed that many of the presentations I saw were about using students as a resource to
help other students. The first presentation I saw was a really great example of this. Craig
Manning described how he had taken students in remedial classes and set them into small
groups of three with a peer leader in each group to facilitate discussion. This structure
encourages students to help each other, rather than fulfilling a more traditional “teacher as
the holder of information” role. The positive results of this approach to the classroom were
startling and made me very aware of the power of student discussion. Craig explained the
positive results come about because the students’ advice to other students can be timelier, in
higher quantity, and at a better level of comprehension than advice from a teacher who has
to divide his or her time among a whole class rather than a small group. Craig’s key idea for
me was that we as teachers/instructors can help our students to give each other better
advice—not just through direct answering of questions, but by encouraging students to ask
each other questions, elicit points from each other and support their peers in their
classwork. These are all things that I will be aiming to implement.
The second presentation I watched was also an interesting one, using the power of students’
peer reviews to develop students’ speaking skills. The presenter, Katherine Song showed us
how she was able to use a simple feedback system to give students opportunities for peer
feedback. The important point here was that the advice given by students to their peers
would be at an appropriate level for them and can also help the teacher to realize when
language delivered in the classroom (in this case presentations) is at an appropriate,
audience-specific level.
Both presentations highlighted that firstly, as teachers, we need to help guide students in
what is useful feedback for peers. Secondly, the feedback process needs to be and can be
simple. And, finally, students can be trained to give each other better, more useful feedback.
The next presentation I watched again showed the eﬀectiveness of students helping
students. Bill Mboutsiadis and Masashi Nakamura presented on two themes through a
poster session in the LD SIG Forum. The first theme was the idea of the students exploring
their own L2 self to develop motivation, in accordance with Dornyei’s 2009 theory, in a fun
way with digital storytelling. The second theme focused on how student Teaching Assistants
(TA) helped, advised, and motivated students by acting as successful, English-speaking role
models in a student-centered computer lab course. Comments from students who
appreciated the student TA’s help revealed (in line with the earlier themes) that TAs were
able to give timely, comprehension level-appropriate help to students on the course, and
were also able to help with relevant advice on language learning skills—something teachers
may not be able to do, as they do not share the same background and experience that TAs
and students do.
Having watched these excellent presentations at the Pan-SIG conference, I am convinced
that encouraging peer-to-peer help and advice unlocks significant synergies in content and
language learning. As a result, students learn to better interact in English, share their
content knowledge, and gain in subject matter and language confidence. Therefore, I think
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it is an important area for further development and research for teachers interested in
learner development. With this in mind, here are 10 ways I have been, and will be using to
encourage peer support in the classroom.
1) Letting students assign team members to concentrate on specific sections of a

listening exercise or task, while not ignoring other sections. To facilitate this,
students can pass one pen / pencil around the group to make notes during the
listening activity.
2) Allowing students pair or group discussion time after a listening to check answers
and further build schemata.
3) Sharing ideas in schema-building activities by having students work individually, then
in pairs, and finally in small groups to develop lists of phrases and vocabulary. These
are then written on the board to create a class-developed vocabulary and phrase list.
4) Encouraging students to individually prepare vocabulary lists at home which can be
shared amongst team members in class time.
5) Deliberately allowing exaggerated pauses after teacher explanations—giving students
time and space to realize their natural tendency to ask classmates to confirm
comprehension of teacher instructions.
6) Using Google docs to create small peer review groups for paragraphs, essays, and
other written submissions.
7) Developing banks of example sentences in groups—when practicing grammar points,
students write four sentences and dictate them to their group. Students write all
dictated sentences down, and then the teacher indicates errors on one student’s
sheet in each group. This sheet is used as a master copy for the group to try to
correct group member’s sheets in a discussion activity.
8) Creating one-oﬀ peer grading teams for an in-class oral test practice—two or three
students grade their team members’ oral test practices and discuss good points and
weak points.
9) Assigning on-going peer review groups so that students can review homework,
assignments and tests with their teams and discuss in class, or before class, how to
improve their language performance and grades.
10) Training students in pair work for checking answers by pre-teaching phrases such as
“What did you write for question one?” and “Me too, I have the same answer”, and
so on.
In conclusion, reading back through this article, I have noticed that the behaviors that I feel
that I need to engender in myself to be a better teacher/researcher are also ones I expect my
students to have in the classroom. Be prepared. Do I expect students to be prepared for class
and university in general? Yes. Humans are social animals. Do I expect students to talk to each
other, as a medium to develop language, run good classes and help keep all students up to
speed? Yes. Two heads are better that one. Do I expect students to collaborate by working
through study diﬃculties together, by helping each other improve specific skills, as well as
by practicing language together? Yes. Do these things always happen in class? No. But it is
worth remembering that, while I struggle with these things at work on a daily basis in my
own native language, of course my students working in a second language or third language
will struggle with these things—we are, after all, only human.
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Nakasendo Reflections, compiled by Rob Moreau
中仙道大会を振り返って Rob Moreauによるまとめ
Participating Authors
Andy Barfield, Kazuko Unosawa, Debjani Ray, Stacey Vye, & Leander Hughes (Compiled by
Robert Moreau)
Looking Back on The LD SIG Forum at the Nakasendo Conference, June, 2012
Robert Moreau, International Christian University High School
Email: im@plum.plala.or.jp
From December 2011, the focus of the monthly get-togethers held by the Learner
Development SIG in Tokyo has been on classroom research and teacher reflections on their
practices. Working in themed groups, SIG members have been sharing ideas on a variety of
topics. It seemed natural, therefore, to use the LD SIG Forum at this year’s Nakasendo
Conference as an opportunity to present these ideas and gain new insights from each other
as well as from conference participants.
Although the conference was held on the same weekend as JALT CALL, the SIG was well
represented by 10 presenters: Tim Ashwell, Andy Barfield, Peter Cassidy, Stephanie Corwin,
Robert Moreau, Debjani Ray, Miyuki Sakai, James Underwood, Kazuko Unosawa, and
Stacey Vye. The presentations included topics and learning contexts ranging from the use of
code-switching in a pre-kindergarten class to vocabulary development in a junior high
school setting to collaborative learning in university English classes, among others.
This section of Learning Learning will give the reader a taste of the LD SIG Forum
experience at Nakasendo though presenter and participant reflections.

Towards Exploratory Practices Around Learners’ Vocabulary Development
Andy Barfield, Chuo University
Email: barfield.andy@gmail.com
Words. More words. Phrases. Vocabulary. So much practice–learners’, teachers’,
researchers’–reifies vocabulary and removes it from the quality of life and the mutual
development of learners and teachers. In this poster presentation I tried to take a diﬀerent
look at learners’ vocabulary development, and bring together some key developments that
my students and I have been going through in a second-year seminar on International
Migration Issues. In this seminar we have focused on first developing students’ migration
histories (where they look at migration within their family across generations), then built up
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migration concepts such as discrimination and remittances from students’ action knowledge.
In this work learners’ vocabulary develops naturally through a living engagement with
international migration issues and an exploration of their worlds and surrounding social
contexts. Students’ vocabulary development is sustained by building knowledge together
through doing research projects into international migration issues.
The poster display showed how, at the start of the academic year, my seminar students had
gone and collected photos and pictures from the Internet to do with migrant workers, and
then later done fieldwork in the greater Tokyo area by taking photographs of the diﬀerent
spaces that migrant workers and their families create, move through and/or author. The
students brought these photos to class, discussed and classified them, before creating miniposters about “migration concepts”. They then used these posters in the seminar to explain
their starting interpretations of migrant workers in their local communities. The process
involved a number of important shifts in learner, teacher and researcher roles, and also led
to some striking changes in how students develop concepts and record vocabulary.

Figure 1. Sorting and classifying migration pictures (April 20) .

“Through grouping migration I found there are many ways to group. Before I talked with
the seminar members I grouped only one way. That way is country they came from, but I
talked with others. Other people have many thoughts and to group these pictures so I found
many aspects of migration for example there are happy migration groups, oﬃcial migration
and discrimination group,” reflected one student after sorting and categorizing diﬀerent
photos and pictures. Another expressed their development like this: “I’ve come to think of
migrants as less strange and less fearful. To be honest, I had some negative feelings and
prejudice that migrants might have some bad eﬀect on our community, our country or our
future...but after learning in this seminar I take migrants and migration more objectively
and more calmly... Once I understand foreign people or how people migrate some of my
negative feelings about immigration diminished. Somehow I had some strong belief not ...
it’s diﬃcult for migrants to live happily in the country they migrate to and the country that
accepted immigrants also have trouble I thought so....”
This semester, we have since been talking together about the diﬀerent processes that
students engage in doing research projects in English. We’ve moved away from a narrow
focus on vocabulary for vocabulary’s sake, and come closer to seeing lexical development as
part of a much more complicated engagement with complex issues. For the past few weeks,
the students have been working on their own research projects on international migration
issues. In the seminar each week, they spend about an hour in pairs talking through their
research notes, explaining what they have been finding out and developing their knowledge
further together. As a group we have also been exploring the development of “critical
thinking” and what that means as part of their overall research and development.
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This exploratory approach has let me notice how clearly students come to see diﬀerent
processes that they engage in. For example, when we discussed the key processes in making
research notes, they agreed that the following four processes are key:
•
•
•
•
•
•
•
•
•

writing notes in a clear way
identifying important information and ordering it
summarizing ideas
making notes easy to see (including visual elements, pictures, graphs); and when we talked
about “explaining”, the students identified these processes:
planning/imagining how to explain your notes
explaining from general to specific, using details, examples, stories
making the explanation real
checking whether your partner is understanding
making your explanation easy to understand / directing your partner’s attention

Figure 2 . Explaining research (June 28) .

Their ideas encompassed both rehearsal and engagement, and their sense of explaining as a
co-constructed act with others was very striking.
I’m not sure what will happen next in this seminar, but the Exploratory Practice direction
that it has taken is interesting and exciting for all of us. We will probably get back to
focusing on vocabulary development at some point, but it does not seem to be a problem if
we don’t get there for a while. We are talking about the quality of what we are learning
together, and we are following our interests about international migration issues and how we
research them. From week to week, we are continuously reflective, both individually and
collectively, through dialogue, writing and discussion. We share our reflections with each
other, and we seem to be creating, in any case, our own approach(es) to learner autonomy,
content-based learning, and vocabulary development.
The Problem of Assessment and Collaborative Learning
Kazuko Unosawa, Tokyo University of Foreign Studies
Email: kunosawa@tufs.ac.jp
At the LD SIG Forum, the Collaborative Learning Group presented a poster on what we
have been discussing at the monthly get-togethers. Starting from basic questions such as
“What is collaborative learning?” and “How is collaborative learning diﬀerent from group
work?” we have talked about a wide range of subjects, from theory to practice, sharing
experiences, suggesting resources and giving feedback to each other on collaborative
learning (CL) activities we have tried in our classes. All of these ideas were collated by Tim
Ashwell, who kindly made the poster on behalf of our group.
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One attendee at our poster session raised questions we had been discussing but had not
focused on in any detail. He explained that his daughter, who was studying at a Design
College, was dissatisfied with group work because she felt she had pulled more weight than
other group members, and yet she had received the same grade as everyone else in her
group. All projects in the course were done in groups and they were evaluated. Some
members lacked motivation, and she was facing diﬃculties in interpersonal relations. We
discussed the daughter’s case and continued to discuss issues that can hinder the
eﬀectiveness of CL in a language course, such as lack of students’ motivation and low
language proficiency. We agreed at the end of the discussion that the eﬀectiveness of CL
should be measured and proved. The conference was a good opportunity to discuss these
topics with the attendee as well as with the group.
After this conversation, I reflected on the issue of evaluating group projects and the
importance of establishing the eﬀectiveness of CL. I have considered ways to implement
CL; however, though I have tried group project work before, I have started to avoid projects
that require a product by more than three people recently, in order to avoid conflicts and
issues concerning the evaluation of groups and individual contributions. Although group
projects may cause conflicts in interpersonal relations and disagreements over the way to do
tasks, they are worthwhile because collaboration may add another dimension to learning as
students can exchange ideas on tasks, and assume a variety of roles. According to Dörnyei
and Murphey (2003), “There is a general agreement that roles are of great importance to the
life and productivity of the group…”(p.109). To resolve the problem of the attendee’s
daughter’s case, assigning specific roles to group members, dividing their responsibilities in
terms of tasks, might have led to more cooperation. I would like to further discuss how to
organize group projects at our meetings and seek better ways to facilitate CL.
At the get-togethers, we had discussed the importance of proving the eﬀectiveness of CL
over non-collaborative methods in achieving a range of goals. A few months ago, we agreed
to collect qualitative data from our students relating to their experiences of collaborative
learning, and I asked the students in my writing class to discuss their experience of giving
peer feedback at the end of the first semester. One student wrote, “It was a new experience
as it was an opportunity to become conscious of the structure and grammar of the
compositions and helped [me] to have an objective perspective when writing [my] own.”
Although some students mentioned the diﬃculty of giving peer feedback and their
discomfort with the responsibility it entailed, they also wrote that giving and receiving
feedback helped them revise their writing. In the second semester, students will continue
giving peer feedback, and I hope they will find it more beneficial. Other than collecting
students’ reflections on giving and receiving peer feedback, I will consider other forms of
data collection in order to discuss the eﬀectiveness of CL.
Since then, at the last LD-SIG get-together on June 24th, our group agreed that our longterm goal could be participating in the 2013 LD SIG Forum at the JALT National
Conference and, as a mid-term goal, contributing an article to the April 2013 issue of
Learning Learning. The Nakasendo Conference was an opportunity to reflect on what we
have been doing so far, and I look forward to exchanging ideas with group members further
on the theory and practice of CL.
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A Newcomer’s Point of View
Debjani Ray, Tokyo University of Science
Email: dray575@hotmail.com
The Nakasendo Conference on June 2nd, 2012
was very significant for me as it was my first
time attending it as a member of the LD SIG.
I had joined the Nakasendo Conference
several times before, had listened to many
interesting presentations, and taken part in the
group discussions. This time, I was one of the
presenters at the LD SIG Forum.
The theme of the poster presentation in which
I was involved was Collaborative Learning in
Language Teaching. We discussed our
experiences of trying to facilitate collaborative
learning in our classes, and some of the
participants who came by were keen to discuss their diﬃculties regarding their students/
children in a collaborative classroom setting and sought some advice and suggestions on
how to solve their problems.
Collaborative learning might be a welcome addition to student-centered classrooms but,
unfortunately, a departure from the traditional teacher-controlled classrooms can also cause
problems. In some cases, certain students might feel used by others; some students may
tend not to do their share during the group work but may push the workload onto the other
hardworking group members.
One visitor to our group was really troubled by this phenomenon, as his daughter had been
facing a similar type of problem in her college classes. As a newcomer myself to
collaborative learning, I did not have much to oﬀer, but some of my group members were
experienced in using collaborative learning in their classrooms and tried to provide some
realistic ideas for how to deal with the problem. One memorable suggestion was to assign
group members a distinct role, which would make it harder for them to evade or neglect
their duties but would also reinforce individual contributions and boost overall productivity
of the group. This sounded convincing and practical to me and I gained some new
information out of that discussion.
Later, I went to the other booths to listen to some talks or to see some posters and had a
wonderful time learning a lot in diﬀerent fields of Learner Development. Last but not least,
I really enjoyed the vigorous and informative “My Share” presentations by the Teachers’
College Tokyo Alumni Association members. Overall, I felt the excitement of an explorer
and felt proud to be a part of the great expedition.
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Viewing Research and Laundry from a Different Angle through Peer
Collaboration
Stacey Vye, CEED, Saitama University
Email: stacey.vye@gmail.com
The Learner Development SIG Forum at
Nakasendo 2012 aﬀorded the participants
a glimpse of how teachers are working in
partnerships via collaborative groups and
pairs, primarily in the Tokyo area, not
merely to provide support and guidance to
each other, but also to creatively look at
diﬀerent ways of learning and researching
in language classrooms and seminars. In
previous years, I have always been very
much a part of these monthly gettogethers, yet this year I was not able to
attend them, so being able to share ideas
about learning, teaching, and researching
at the LD SIG Forum after such a long
hiatus gave me a particular thrill. For me, the venue could not have been better because it
was close enough that I could view my balcony from time to time from where I was
discussing my research study and see if my clothes were drying. In addition, I was able to
view not only my apartment and laundry hanging out to dry from a diﬀerent angle, but also
my research about my Japan Society for the Promotion of Science (JSPS) study on university
seminar students’ learning of English thanks to the insightful comments from peers.
Mingling with other participants and presenters gave me a wide and varied array of views
about how teachers and learners conceptualize learning. Stephanie Corwin reminded me
that learning vocabulary by making visual collocations of the target words and/or phrases is
not only useful for learning second (or other) languages, but also a valuable learning practice
for language development in general. With Tim Ashwell, Robert Moreau, Debjani Ray, and
Kazuko Unosawa’s inclusive and exciting discussion group, I could actively gather ideas
about and ponder on how learners (myself included) learn more when they collaborate with
others. From Andy Barfield, who was explaining Miyuki Sakai’s poster on her behalf, I could
see that building an English vocabulary repertoire means so much more to junior high
school students when they can create original designs in their vocabulary records. Then
Andy himself showed me how the vocabulary development of his seminar students led them
to the discovery of a whole new world of migrant communities in close proximity to their
homes, bringing the issues closer to their minds and hearts.
Lastly, from Peter Cassidy, I was able to view the complex development of code-switching in
young learners and know how allowing L1 language helps with concept-building in both
languages. When the Forum was over, I called my friend who wanted to attend, but could
not. She was proud of our work, and wished she could have been there. We chuckled
together about the fact that I could see my flat (and my laundry too!) from the room where
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the Forum was held. The message I got was that diﬀerent perspectives are needed in
learning, and this was precisely what the LD SIG Forum oﬀered.
A Participant’s Reflection
Leander Hughes, CEED, Saitama University
Email: leanderhughes@gmail.com
I enjoy Nakasendo for its diversity, inclusiveness, and unpretentiousness; qualities that make
it an ideal venue for LD-SIG members to share insights from their research. Having arrived
late at this year’s forum, I only had time to listen to and speak in depth with two of the
presenters, but learned much of value from both.
Intrigued by the photos and mind maps featured in his poster, I first visited Andy Barfield.
Andy explained how he had explored a new approach to concept-development with learners
in a seminar he teaches on international immigration issues. Learners in the seminar had
gone out into their communities, taking photos of places near them, which were of
importance to local migrant workers and their families. Andy showed how, through
reflecting on these photos via mind maps, learners developed a fuller, more sensitive, and
complex understanding of the issues they were studying and did so right in their own back
yards. What impressed me most about Andy’s approach was how it facilitated learners’
discovery of the interconnectedness between themselves and migrants living in their
communities. Both learners and their communities are surely better oﬀ for it.
Next, I listened to Peter Cassidy talk about his research on L1 use in the language classroom
and its relationship with learner output. Peter described and showed photos from a study he
had conducted in which children at an English school were either allowed to use their L1 or
not allowed to use it while playing with blocks together. Afterwards, Peter looked at the
complexity not only of the explanations learners gave of their block creations, but also of
the creations themselves. Photos of the respective block structures made by the children in
each condition revealed a stark diﬀerence in complexity in favor of the condition in which
learners were allowed to use the L1. I found these results intriguing and spent the rest of the
remaining time at the forum discussing ideas for possible follow-up studies on L1 use with
Peter.
Once again, the Nakasendo LD SIG Forum proved to be an engaging event with
presentations full of original ideas and fresh insights. Though I only had time to visit with
Andy Barfield and Peter Cassidy, it was time well spent that left me looking forward to next
year’s forum–to which I plan on arriving early!
Reference
Dörnyei, Z., & Murphey, T. (2003). Group dynamics in the language classroom.Cambridge:
Cambridge University Press.
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The Japan-United States Teacher Education Consortium (JUSTEC)
2012 in Shikoku
JUSTEC 2012大会について
Jason White, Himeji High School
Email: jayinhimeji@gmail.com
Many foreign language teachers in Japan have heard of the Japanese Association of Language
Teachers (JALT) and the Japanese Association of College English Teachers (JACET), but
recently I discovered a similar group that consists of educators from both the US and Japan
called the Japan-United States Teacher Education Consortium (JUSTEC). JUSTEC was
established 24 years ago and was originally designed as a three-year project, but through the
eﬀorts of its members, and a few key figures in the Japanese and US education systems,
JUSTEC was able to continue, and has now developed into a thriving organization
dedicated to the advancement of education in both countries. The 24th Annual JUSTEC
Conference was held at the Naruto University of Teacher Education in Naruto, Shikoku
from July 6th-9th. The conference featured keynote speakers and discussants from the
United States, Japan, Thailand, and Korea. The main session began Friday afternoon with
Dr. Donna Wiseman, Dean of Education at Maryland University, giving her plenary address.
Dr. Wiseman spoke about the two current schools of thought regarding teacher training and
licensure in America. She described the two schools as being traditionalists and reformers.
The traditionalists are those who believe teacher training should remain rooted in university
education programs that require anywhere from four to seven years of education and
training, whereas reformers believe in alternative licensure programs that can be completed
in a much shorter time period. For traditionalists the main goal is to equip new teachers
with the knowledge and skills that will enable them to make a smooth transition into the
classroom and be eﬀective teachers in today’s rapidly-changing global society. Conversely,
the reformers believe that education should focus on promoting student performance on
standardized tests. According to reformers, the best way to promote student performance is
by filling classrooms with new teachers who can succeed in this aim as quickly as possible.
Traditionalists understand that every student is an individual and that some students will
not perform well on standardized tests regardless of intelligence or ability.
Traditionalists believe that students learn in diﬀerent ways, and that teachers should treat
them accordingly. Dr. Wiseman’s presentation gave the overall impression of a warning
against the ideals being put forward by the reformists. I tend to agree with the
traditionalists’ ideals because I believe one of the most important factors in overall student
success is the influence of a quality teacher, and the reformists’ method of truncated
training and student test score-based teacher evaluation are detrimental to the development
and retention of quality teachers.
There are an increasing number of programs in place today that implement the reformers’
alternative licensing ideals, such as Teach for America (TFA), where high-performing recent
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college graduates, regardless of academic subject area, are recruited and trained in only a few
months and then placed in schools in low-income and rural communities for a two-year
term. Regardless of eﬀectiveness, many TFA teachers leave after their initial contract period
and are replaced by new recruits.. Conversely, the traditionalists are more concerned with
the long-term goal of growing education as a profession by investing time and resources to
train and retain quality teachers.
Dr. Wiseman was followed by Dr. Katsuyuki Sato from the host University who spoke about
the state of teacher training and development in Japan. Dr. Sato expressed the belief that
there is a divide between teacher training programs and eﬀective classroom teaching. He
discussed two main problem areas: insuﬃcient consensus among professors regarding
curriculum, and a conflict between knowledge of subject content and practical ability. Dr.
Sato outlined the somewhat limited training that teachers receive in Japan as one of the
main causes of unprepared or underqualified teachers, citing specific weaknesses such as the
inability to give quality lessons or maintain student interest. He went on to discuss the
changes that are needed in the Japanese education system, such as an increasingly specific
curriculum and training that provides a more focused skill base for Japanese teachers,
although he did not discuss in detail any specifics about the curriculum or the skills that
teachers should be taught.
Dr. Fred Hamel from the University of Puget Sound in Washington spoke next. He
discussed the new trend in America for teaching licensure called Teacher Performance
Assessment (TPA). Currently 25 states in the US have adopted the TPA standards for
preservice teachers. A few highlights of the TPA are more in-depth self-evaluations from the
teacher candidates, including 40-50 pages worth of written self-evaluations, videotaped
lesson delivery and evaluation, and close contact with mentor teachers throughout the
program. The teacher candidates are also required to pay $300 to an independent evaluating
company for grading of certain required tests that the candidate must take during the
teacher training process. I was amazed at the amount of time and eﬀort that is required of
preservice teachers, and my final thought on the subject was to wonder if the TPA program
is so demanding as to actually discourage some potentially high-quality teachers from
entering the profession.
Dr. Kim from Gyeongin University of Education spoke next, followed by Dr. Narumol
Inprasitha from Khon Kaen University in Thailand. Both speakers discussed education and
teacher licensure in their respective countries. One interesting point from Dr. Kim’s
presentation was that the social status of teachers in Korea is fairly high and therefore
teaching is a field that has an abundance of candidates, many of whom are unable to pass the
diﬃcult teacher training courses and exams required of future teachers.
The afternoon session ended with a lively discussion where many interesting viewpoints
were expressed. One idea that stood out among the various topics was the popularity of
homeschooling in America and whether it is a viable option in Japan. The responses to this
idea were mixed, but the majority of responders seemed to believe that homeschooling
would not work in Japan. One reason given was that, even if a child were successfully
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homeschooled, society would not accept it as a proper form of education, which would
greatly hinder the child’s future prospects.
The conference continued on Saturday with an interesting list of short paper presentations
on teacher education practices and contemporary issues related to education in the US and
in Japan. I presented early Saturday on the topic of building a positive learning environment.
I discussed my experiences of teaching high school students both in America and in Japan,
focusing on strategies for increasing student motivation and performance that have worked
well in my classes both in the US and in Japan. The response was very encouraging, and
several attendees shared positive thoughts with me afterwards. Another presentation given
by Eriko Fujita, a graduate student from Purdue University, and professor Hiromi Imamura,
her mentor teacher from Chubu University, provoked a bit of a heated response in the
ending discussion. The topic was incorporating World Englishes into English education in
Japan. In her presentation Eriko made a powerful case for the autonomy of Japanese English
teachers in Japan, citing reasons such as the high cost of importing Assistant Language
Teachers (ALTs), the relatively short tenure (usually 2-3 years) of most foreign teachers, and
the idea that Japanese teachers are more in tune with the feelings and reactions of their
students because they share a common culture. During her presentation she also discussed
the idea that Japanese students have self-perception problems relating to their accents and
pronunciation of English words, which causes them to view native speakers as being perfect
or better than Japanese speakers of English. This was a very interesting idea for me because
I have not heard this concept expressed by either my Japanese high school or adult students,
but it is something that I would be interested in researching further.
The last presentation of the day was a viewing of an entire videotaped fifth-grade science
lesson in a Japanese public school. After the viewing, all the participants divided into groups
and discussed the strong and weak aspects of the lesson, followed by a full discussion of the
various group interpretations. This activity highlighted one of the key features of JUSTEC:
the opportunity for comparative perspectives on education.
Sunday saw another group of paper and poster presentations, including presentations on loss
of identity and the subsequent grief this caused adult returnees to Japan and on assessment
portfolios for Japanese elementary school children.
The JUSTEC Conference was an enjoyable event that helped me to gain a stronger
perspective on the state of education in Japan and the US. One aspect that I particularly
enjoyed was the consecutive presentations which allowed all the participants to attend every
presentation if they chose to. There was also ample opportunity for individual or small
group discussions between each presentation. I was able to make some genuine connections
with educators from all the countries represented at JUSTEC, and I am looking forward to
attending this conference again in the future.
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Reinventing the wheel? A conversation about the Independent
Learning Association Conference in Wellington, New Zealand,
「車輪の再発明」？ ILA大会（於：ウェリントン、ニュージーランド）
についての会話
Steve Brown, Konan Women’s University
Email: brown@konan-wu.ac.jp
Alison Stewart, Gakushuin University
Email: alison.stewart@gakushuin.ac.jp
Alison: Spending a week in New Zealand to attend the ILA conference was a refreshing
break from the pressures of everyday work at the end of a hot and humid summer in Japan.
Wellington was enjoying the first days of spring; there were daﬀodils in the Botanical
Gardens and in the buttonholes of Wellingtonians, including that of the Vice-President who
came to deliver the Mihi, a traditional welcome chant in Maori to the hundred-odd
delegates from all over the world. The hospitality and warmth of the organizers, plentiful
refreshments during each day, memorable social events, including a journey by boat across
the bay followed by a bus ride up a precipitous cliﬀ road to a farm lodge for the conference
dinner, added to the smooth running of the conference itself, all made for a constructive and
congenial atmosphere in which to share new research and practice.
Steve, when we were talking about the conference on the final evening, one of the things
that struck both of us, as I remember, was the emphasis on defining or redefining the big
concepts: What do we mean by autonomy? What is agency? How does identity fit into the
picture? Do we need to revisit them, or is it better to let them fall out of fashion and go
with the next best thing? In the first plenary, Mike Levy from the University of Queensland
introduced us to Gartner’s Hype Cycle which shows typical public attitudes to new
products or ideas rising sharply at first to a peak of inflated expectations, then falling just as
sharply into a trough of disi"usionment before rising again more slowly this time up a slope of
enlightenment to a plateau of productivity. The final plenary speaker, Peter Gu cleverly recycled
the Hype Cycle into his talk about strategies, a concept that he maintained has gone
through precisely this trajectory. Is this true of all the concepts that we deal with in the field
of independent learning?
Steve: Yes, I think it probably is true. Though I’m not sure that a trough of disillusionment
is the right phrase–perhaps a period of re-evaluation would be a better way to describe it.
(Having said that, without rigorous re-evaluation of concepts which no longer seem quite
adequate, then a trough of disillusionment seems the natural next stop.)
Somebody commented to me after the colloquium that you were involved in, Alison
(“Learner Autonomy or Personal Autonomy: Language, Identity and the Struggle for
Participation” led by Naoko Aoki), that they recognized the same debates over defining
terms that they’d heard ten years ago. But actually I don’t think that was the case. I saw that
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discussion not so much as reinventing the wheel, but rather as a necessary re-evaluation /
reconstruction of the terms and concepts we use, making sense of them in ever-changing
contexts and in the light of our continually-developing understanding.
And actually things have moved on. We weren’t debating what we mean/understand by
autonomy per se but rather, as part of a process of de-/reconstruction, we are exploring
terms which can more accurately convey what we mean by autonomy–and goodness knows
how baggage-laden that particular term is! Agency and identity were two of those terms
which particularly resonated with me, and I found myself making connections with Kelleen
Toohey’s conceptualization of learner autonomy as “socially-situated agency” (Toohey, 2007,
p. 232) based on her work with Bonny Norton (Toohey & Norton, 2005). This positions
learners in particular social contexts which will constrain/enable their access to diﬀerent
practices and resources . . . and to potential identities.
Alison: Yes, that idea of situatedness was one that stood out for me too and this was
something that came out in various interesting ways in a number of the presentations I went
to. Andy Gao from the University of Hong Kong and the second plenary speaker drew on
Ahearn’s definition of agency as a “socio-culturally mediated capacity to act” (Ahearn, 2001,
p. 112) to conceptualize agency as a reflexive and reflective capacity that stands between the
choices we make and the goals we set for ourselves as autonomous individuals and the
society in which we exercise those choices and work towards those goals. Andy’s examples
were taken from a variety of Chinese contexts: a novel about learning English during the
Cultural Revolution, the narrative of a disabled learner, “English Corners”–public gatherings
where people met to practice speaking English, language choice and group identification
among mainland students in Hong Kong. These examples were particularly resonant coming
from China, a country that is emerging as a new superpower whose identity appears to be
undergoing considerable change. The constraints on individuals there are quite diﬀerent
from those individuals face in other contexts, such as here in Japan, and a good reminder for
us to reflect on the limitations we and our learners face at home and the kinds of actions we
can take to overcome them or do something else instead.
This resonates with the work on identity and personal constructs that you talked about in
your presentation, too, doesn’t it, Steve. The student who became accustomed to giving and
receiving hugs from her host family during her study abroad found she had to negotiate this
kind of behaviour with her own family. What is normal in one context may not be in
another. Another presentation that brought this aspect of place home to me was “The
Power of Place: Autonomy and Space” by Garold Murray, Naomi Fujishima and Mariko
Uzuka describing the creation and development of a “social learning space dedicated to
language learning.” The key role in the development of the English café at their university
was played by student administrators, and thus it is a social space, but, as the title implies, it
was the physical place itself that acquired a particular significance for the learners who used
it, oﬀering them aﬀordances for language use and learning that they couldn’t get elsewhere.
Since my own presentation focused on the concept of aﬀordances, I found this particularly
intriguing.
But going back to the concepts (or back to basics as Andy subtitled his talk), there was quite
a bit of discussion about this thing called agency–and not necessarily agreement.
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Steve: That’s right. In your colloquium, Naoko was talking of agency as an ability, though
I’m not entirely sure I fully understood what she wanted to say (perhaps something she
could elaborate on this here in Learning Learning?). In the discussion session after the
colloquium, someone mentioned the importance of intent as an essential element of what
we understand by agency. (And again, that element of intent seems to me to connect very
strongly with the concept of self-direction, another autonomy-synonym which popped up
regularly in Wellington.) That seems to make sense to me. Agency without intent is not
agency: seeing it as only an ability or capacity seems to me to be very limiting.
Tanya McCarthy, in her poster session, was considering the question of how controlling or
directive language advising should be. She spoke about being quite directive in early sessions
with her first year university students, as they don’t have enough background knowledge of
strategies or experience of making decisions about their learning, but then gradually ceding
control to them. The point being that even with intent, learners still need appropriate
information to make meaningful choices–a kind of informed intent, leading to a more
eﬀective exercise of agency. And perhaps, harking back to Naoko, that’s where the issue of
ability (i.e., as an informed capacity) fits into the question of agency?
In his plenary, Peter Gu spoke of the decline of interest in learning strategies over the last
decade or so, suggesting that this was perhaps partly due to the way they had been dealt
with–as tools which are somehow just given to learners. A better approach, he argued, would
be to talk of strategic learning, which puts the focus back on to learners and the whole
process of learning, rather than on the strategies, the tools. This would be a more autonomyfriendly approach than conventional strategy training: focusing on learners’ understanding
of their own learning (and awareness of themselves as agents of their own learning), it would
enable them to make informed choices which are appropriate for their context.
Alison: I agree, turning the concept on its head from learning strategies to strategic
learning can help us see that what is important is the learner’s understanding of what they
want and how they can achieve that. Strategic learning isn’t merely the application of metacognitive strategies, it isn’t learning to learn; rather, it’s a considered and deliberate planning
of the best way to achieve particular learning goals. And that has quite diﬀerent implications
for the role of teachers or advisors.
Steve: As practitioners, I think we need to consider how learners (and teachers) are able

to exercise their agency as individuals within the constraints and/or opportunities of
differing social contexts, as they construct identities as L2 learner-users. This, I think,
then brings us closer to a reconstructed understanding of autonomy.
References
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LOOKING FORWARD
JALT2012 LD SIG FORUM
Defining Learner Development: Different Interests
Andy Barfield, Chuo University
Theorizing learner development: Our own experiences
Local Learner Development SIG get-togethers in Tokyo are non-presenter based, with
participants working in discussion/small-scale practitioner research groups on learner
development themes such as collaborative learning, learning strategies, self-assessment, and
vocabulary development. In this presentation I focus on (i) how diﬀerent teachers
conceptualize the particular issues of learner development practice that they are interested
in, (ii) and what particular working theorisations of learner development that they put
forward, and where the “knots” lie for them in aligning practices and theories of learner
development.
Hideo Kojima, Hirosaki University
Advising for professional development in the practice of collaborative,
autonomous, and reflective EFL learning
Today, Japanese teachers of English as a foreign language (EFL) are strongly expected to
develop students’ communicative competence and autonomy in EFL learning. The author
(Advisor X) helped a lower secondary school teacher (Teacher A) to promote his
professional competence and autonomy in EFL teaching. Teacher A was required to open
his class at an annual conference for secondary school EFL teachers in the Tohoku region.
He was assisted by Advisor X and other teachers in implementing strategy-based
collaborative, autonomous, and reflective learning in his classes. In spite of various
constraints, Advisor X’s collaborative and reflective support seemed to be eﬀective in
promoting Teacher A’s professional development and the reciprocal relationship between
teacher autonomy and learner autonomy.
Allen Lindskoog, Chuo University & Hosei University
The use of technology, Web 2.0 and collaborative learning
The six cognitive dimensions to learning, remembering, understanding, applying, analyzing,
evaluating and creating are very one dimensional. With the advent of the internet, new
technology and specifically Web 2.0, it takes on two dimensional characteristics which can
create and support a more engaged and cooperative learning environment both in and
outside the classroom. With the availability of Web 2.0 tools what becomes clear is the
power students have to, learn, create and solve together. Furthermore, Web 2.0’s variety of
tools oﬀers both the teacher and students the ability to choose what tool best matches
learning styles.
Aiko Minematsu, Teachers College Columbia University / Joshi Gakuin High
School
Learner development through self-evaluation and reflection
This presentation introduces ways in which learners' reflection and evaluation of their own
learning facilitates learner development in a secondary school EFL classroom. An analysis of
reflective journals and self-evaluations written by tenth grade high school students will be
shared, focusing on how the reflections work to raise their metacognitive awareness of
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learning processes. Specific ideas for providing feedback and implementation in large-sized
classes will also be shared.
Bill Mboutsiadis, Meisei University & University of Toronto, & Masashi
Nakamura, Temple University
The role and benefits of implementing Student assistants in a Learner Autonomy
Development class within a CALL rich learning environment
Meisei University’s International Studies Department is promoting learning autonomy (LA)
through its CALL LA course. The mixed ability class format and the use of technology in
this course have created particular challenges that the use of senior and graduate student
assistants has attempted to overcome. This reflexive presentation includes teacher and
learner reflections, student artifacts and surveys to demonstrate a synthesis between
language learning and language use arising out of the complexity of person, process and
context. The learning opportunities that have been created have underlying socio-cultural
frameworks that include near-peer role models, imagined communities, dynamic
assessment, learning advising and the sharing of management in learning.
Martin Mullen, Christopher Fitzgerald, Paul Crook Meisei University
Learner Autonomy Development class within a CALL rich learning environment
- A Pedagogical Innovation in the making
Learner autonomy is becoming an important EFL pedagogical goal, learning philosophy and
a teaching approach. Meisei University’s International Studies department is promoting
learning autonomy (LA) through its CALL LA course. This presentation outlines the
current stage of this program and the complexities resulting from defining LA for both
students and teachers. The result has been the development of a model of LA that is socially,
culturally and pedagogically sound and reflective of the specific Japanese context. This
reflexive presentation oﬀers teacher and learner reflections, and student artifacts as they
demonstrate a synthesis between language learning and language use arising out of the
complexity of person, process and context.
Yoko Munezane, Aoyama Gakuin University
Effect of goal-setting on speaking in EFL classroom
This presentation reports on the eﬀect of goal-setting on university EFL learners’
willingness to communicate and actual speaking performance within the theoretical
framework of socio-cultural view. Based on Dörnyei’s (2005) concept of Ideal L2 Self,
content-based lessons were designed so that learners could imagine that they belong to the
wider world of global community as they engage in tasks and group projects.
After an
introduction to goal-setting activities, learners articulated their speaking goals in each class
and kept record. As a result, learners’ willingness to communicate and speaking performance
enhanced and they showed the sign of growing toward autonomous learners.
Hugh Nicoll, Miyazaki Kouritsu Daigaku
Co-constructing Academic Literacy
This presentation will report on the work my third-year American Studies seminar students
are doing to become more autonomous learners in their studies of American literary texts. I
will focus on three primary areas of our negotiated practice: (1) ways in which seminar
members work together in small group research project teams; (2) ways they support each
other in our shared readings; and, (3) ways in which we negotiate teacher support for the
development of vocabulary learning strategies and academic literacy skills. The two primary
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theoretical frameworks are (a) the social-constructivist theories of teaching and learning in
the work of Eleanor Duckworth, and Dick Allwright's work in Exploratory Practice.
Mike Nix, Chuo University
Learner development: Interpreting the world or changing it?
“Education either functions [to] bring about conformity or it becomes the…means by which
men and women deal critically and creatively with reality and discover how to participate in
the transformation of their world.” Paulo Freire’s assertion crystallizes a conundrum for me
as a teacher wanting to help learners in my English classes develop a critical stance towards
the world. If we reject education for conformity, is it enough to encourage our students to
interpret the world critically without helping them try to change it? Or, to put it slightly
diﬀerently, if we encourage our students just to interpret the world without helping them to
actually change it, do we end up educating for conformity? This presentation considers one
way to foreground transformation in learner development: students researching possibilities
for their own activism on an issue of concern.
Jo Mynard & Katherine Thornton, Kanda University of International Studies
Advising language learners: How directive should we be?
Advising in language learning is the process of helping learners to determine their own paths
so as to become more eﬀective autonomous language learners. The presenters will explore
the role of a learning advisor and discuss the question of how directive an approach is most
eﬀective for promoting learner autonomy. The presenters will suggest that all those involved
in promoting learner autonomy, not just advisors, can benefit from examining the level of
directiveness that may be appropriate in a variety of learning contexts. In some cases a nondirective stance is more appropriate and alternatively sometimes a more directive approach
may be more eﬀective.
Alison Stewart, Gakushuin University
Autonomy and learning in collaborative groups
Collaborative learning is often promoted as a form of learner autonomy, despite the fact
that working with others may in fact limit personal freedom and opportunities for
development. Through exploratory practice, my students and I seek to clarify how working
with others may or may not enhance learning and/or autonomy. Members of my TEFL and
Applied Linguistics seminar class have formed small collaborative special interest groups as
a way of supporting their individual research. The students themselves will examine learning
and autonomy in their groups, using various research methods, and their results will be
included in the presentation.
Stacey Vye, Saitama University
Learner driven development: Autonomy as they see it
Learner Autonomy theorists have rigorously researched diﬀerent ways of theorizing and
providing practical approaches for how autonomy can be developed with learners in various
contexts. Inevitably, the development of learning emerges within the learner themselves as
they are the ones partaking in the learning. This study asks 20 university students to reflect
on their developmental progress as a learner of English in three areas of focus after two
academic semesters of seminar study: with their peers, their advisor, and by themselves. The
research is supported by the Japan Society for the Promotion of Science (JSPS) and also
measures learners’ English proficiency gains by pre- and post-IELTS level tests to see to
what extent their language proficiency has improved.
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JALT2012 Conference Preview, compiled by Bill Mboutsiadis
JALT2012大会のご案内,
Here are some presentation listings from the conference schedule that have indicated a
relationship to learner development. Some of presentations are from LD SIG members while
others may be of related interest to our membership. Please note to double check the listings on
the day of the conference for any room changes. You are more than welcomed to submit a
presentation review, report and/or reflection to the Learning Learning journal: http://ld-sig.org/
LL/index.html
Sat, Oct 13 11:00 AM - 12:00 PM Room: 403
The ARC of learning: Student and teacher roles Workshop #660
Overbeek, Leonie - Seosin Middle School

Based on the latest neurological research, there are three phases of learning - attention, repetition
and consolidation. When students and teachers understand that each has a specific role to play
during each phase, the classroom becomes a place of co-operation rather than conflict. In this
presentation said roles, the problems that may arise and practical solutions are explored.
Sat, Oct 13 11:00 AM - 11:25 AM Room: MR35
Getting our learners ready to be self-regulated Short Paper#406
Ebara, Satoko - International Pacific university

日本人大学生の英語学習に対する「自己調整学習」の意識と行動の獲得を目的として、その
教育的介入を１年間の英語補習プログラムを通して実証的に検証した。質問紙で意識と行動
の差から学習者を４つのクラスターに分類し、後の個別インタビューを通して成長に影響を
及ぼすものが見えてきた。
Sat, Oct 13 12:10 PM-12:35 PM Room: 22
The social dimensions of self-regulated learning Short Paper#494
Collett, Paul - Shimonoseki City University; Sullivan, Kristen - Shimonoseki City University

This presentation will report on a study aimed at developing learners' self-regulated learning
practices. Data from interviews with students participating in the program point to a recurring
theme of the underlying social mediation of learning. Several learner case studies will be
introduced which highlight how students' social relationships, learning histories, and discourses of
learning influence their conceptualizations of study and learning practices. Implications for
independent learning will be considered.
Sat, Oct 13 12:10 PM - 2:10 PM Room: 31
Effect of read and retell on reading comprehension Poster Session#596
Peloghitis, John - Tokai University

The following poster presentation examines the impact that read and retell activities have on
reading comprehension and vocabulary acquisition. Data is reported from a study that observed
reading comprehension scores and vocabulary scores in two groups of students who engaged in
diﬀerent post-reading read and retell exercises. Clear guidelines and procedures are also provided
to help teachers who wish to incorporate read and retell activities in their classrooms.
Sat, Oct 13 12:10 PM - 12:35 PM Room: 405
Raising consciousness and developing fluency Short Paper#431
Mizuki, Peter - Nihon University
In this presentation I will demonstrate how students can change to an English mode of thinking

in the classroom while stressing the development of productive fluency for both spoken and
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written English for beginning and intermediate EFL university students. I will be focusing on the
development of productive fluency both spoken and written for beginning and intermediate EFL
university students.
Sat, Oct 13 12:10 PM - 12:35 PM Room: 51
Nurturing autonomy: Authentic English clubs Short Paper#443
Piggin, Gabrielle - Ritsumeikan Asia Pacific University; Mack, Lindsay - Ritsumeikan Asia
Pacific University

The focus of this presentation is the establishment of a student-directed English club in a
Japanese university. This presentation will detail a) the goals of establishing the English club; b)
the problems encountered; c) the students' and teachers' opinions of the English club. It is
proposed that establishing the English club will serve as a viable tool to optimize students'
autonomous learning and motivate students to actualise authentic English use outside the
classroom
Sat, Oct 13 1:20 PM - 1:45 PM Room: MR34
Learning strategies and low proficiency students Short Paper#398
Thompson, Andrew - Kyushu Sangyo University; Cochrane, Robert - Kyushu Sangyo
University

The presenters will discuss the results of a pilot survey investigating the use of Language Learning
Strategies (LLS) in a private Japanese university context by 168 first and second year students of
various majors enrolled in a compulsory English course with TOEIC Bridge scores between 60
and 170. The results suggest that future research relating to the use of LLS by low proficiency
Japanese university students' needs to take a qualitative approach.
Sat, Oct 13 3:50 PM - 5:20 PM Room: 21
Making a difference through self access Forum#274
Thornton, Katherine - Kanda University of International Studies; Yamashita, Hisako - Kanda
Institute of Foreign Languages; MacKenzie, Dirk - Konan Women's University; Kato, Satoko Kanda Institute of Foreign Languages; Taylor, Clair - Gifu Shotoku Gakuen University; Stout,
Michael - Toyo Gakuen University; Talandis Jr., Gerald - Toyama University; Mack, Lindsay Ritsumeikan Asia Pacific University; DiGiulio, Anthony - Kanda Institute of Foreign Languages;
Wilkinson, Darrell - Soka University; Lindeman, Greg - Soka University; Bartelen, Herman Kanda Institute of Foreign Languages; Lammons, Elizabeth - Kanda University of International
Studies; Omura, Keiko; - Toyo Gakuen University

Eﬀective self-access support is one way in which institutions can make a real diﬀerence in the
lives of their students. In this forum, consisting of a poster session, three short presentations and
an open discussion, contributors will discuss some of the challenges facing self-access, including
how to foster a culture of self-access learning, promote understanding of self-access among faculty
and administration and integrate self-access with the curriculum. Organized by the Japan
Association of Self-Access Learning.
Sat, Oct 13 3:50 PM - 4:50 PM Room: MR33
Language learning and creative aptitude Long Paper#568
Smith, Cameron - Chubu University

What is the relationship between the creative tendencies of students and their progress in
language learning? With reference to an ongoing study of Japanese university language students,
this presentation explains how the psychological literature defines and measures creativity, and
explores the possible relationships between individual creative aptitude and aspects of foreign
language learning and foreign language performance.
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Sat, Oct 13 3:50 PM - 4:15 PM Room: MR35
Does autonomy improve proficiency? Short Paper#382
Vye, Stacey - Saitama University

Research in autonomy suggests its capacity manifests in limitless configurations according to the
learners' discretion. However, will it make a diﬀerence in the learners' language proficiency? This
study, supported by a Grant-In-Aid from the Japan Society for the Promotion of Science (JSPS),
reveals how 20 students learned autonomously with collaborative support from peers and their
advisor, while improving in English measured by pre- and post-IELTS level tests during two
semesters.
Sat, Oct 13 5:00 PM - 6:00 PM Room: SR61
Students' and teachers' differing good learners Long Paper#28
Corwin, Stephanie - University of Birmingham

A quantitative study (with qualitative follow-up) of the opinions of native speaking teachers of
English, non-native speaking teachers of English and Japanese senior first-year students on what
makes a good language learner and examination of the results
.
Sat, Oct 13 5:35 PM - 6:00 PM Room: 32
Peer evaluation in a Japanese EFL context Short Paper#318
MacLean, George - University of the Ryukyus; Elwood, James A. - Meiji University; Nagata,
Shinichi - Northwest Missouri State University

This presentation will examine the notion of peer evaluation by presenting initial results from a
procedure that allowed, approximately 250 undergraduate English as a Foreign Language (EFL)
freshmen students, to give each other grades and written feedback after individual PowerPoint
presentations of approximately two minutes.
Sat, Oct 13 6:10 PM - 6:35 PM Room: 52
Learning from peer-scaffolding Short Paper#260
Samana, Warithorn - Dhurakij Pundit University

The study reported explicit evidence of learning in an EFL classroom. The talk of two weak
university students during collaborative tasks was analyzed. Their interaction revealed that peer
scaﬀolding did not only give a student necessary inputs but also introduced her new learning
strategies and helped her construct her own interlanguage.
Sun, Oct 14 9:00 AM - 9:25 AM Room: 403
UniversityProjects promoting agency in unmotivated students Short Paper#727
Callaghan, David - Shinshu

Inspired by theories of autonomy, and Meddings and Thornbury’s (2009) dogme method, I have
attempted to encourage students to take control of their own learning and use previously learned
knowledge in ways that are more engaging and relevant. This has led to more student-led `project`
based learning than textbook activities. This presentation will be an account of this attempt:
examples of successes, and food for thought for the future.
Sun, Oct 14 9:35 AM - 10:00 AM Room: 23
Self-access rooms: accountability and mentoring Short Paper#486
Oguri, Seiko - Chubu University; Stotts, Amy - Chubu University

This short paper will describe the ways that accountability and mentoring have led to successfully
assisting autonomous learners to reach their English language learning goals in Chubu University's
self-access study room. Participants will see a timeline of previous methods of building
accountability and providing mentoring services and evidence of the current methods' success.
Sun, Oct 14 11:30 AM - 1:30 PM Room: 31
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Evaluating self-directed learning courses Poster Session#460
Sakai, Akiyuki - Kanda University of International Studies; Takahashi, Keiko - Kanda University
of International Studies; Hasegawa, Yuki - Kanda University of International Studies;
Yamaguchi, Atsumi - Kanda University of International Studies; Baierschmidt, Junko - Kanda
University of International Studies

This poster session reports on the self-directed learning curriculum evaluation and development
process currently being undertaken by learning advisors at the Self-access Learning Centre at
Kanda University of International Studies, in Chiba, Japan. The presenters will provide the
audience with the framework that is being used and insights on the process. This session will
especially be useful for educators who are interested in the process of curriculum evaluation or
establishing a self-access learning center.
Sun, Oct 14 11:30 AM - 1:30 PM Room: 31
Learners' experience of using logs Poster Session#4 71
Hirata, Yoko - Hokkai-Gakuen University

Recently, blogs have been used as online records for students to write personal experiences,
events, thoughts, ideas, and questions. Traditionally, before blogs were widely used, similar kinds
of pedagogical tools, such as "learning records", had been used to oﬀer opportunities for students
to reflect upon their learning. The purpose of this study is to examine how Japanese
undergraduates view learning logs to reflect on their learning.
Sun, Oct 14 11:30 AM - 1:30 PM Room: 31
Learning and mentorship for EFL students in Japan Poster Session#541
Watson, Kevin - Nagoya University of Commerce and Business; Agawa , Grant - Nagoya
University of Commerce and Business

The development of self-regulating learners is an increasing necessity of modern university
programs. This presents universities with the responsibility of providing programs which foster
individual personal development while also nurturing academic skill development. This is
especially challenging for EFL learning programs within Japan. Thus, this presentation oﬀers one
university program that attempts to meet the two aforementioned requirements. Overall, this
carefully designed mentorship curriculum allows teachers to work closely with students to
produce mobile learners.
Sun, Oct 14 11:30 AM - 12:30 PM Room: MR35
Effective language patterns in the classroom Workshop#558
Cullen, Brian - Nagoya Institute of Technology; Backwell, Ben - Nagoya City University;
Deacon, Brad - Nanzan University; Mulvey, Sarah - Nanzan University

The presenters will begin with a brief review of existing research literature on the deliberate and
controlled use of communication psychology language patterns in education. Participants will
then be guided to experience these patterns themselves. Finally, the presenters will share their
research on the usage of these patterns in their EFL university classes aiming to extend the
empirical evidence supporting the use of particular language patterns to facilitate more
resourceful learning states for students.
Sun, Oct 14 12:05 PM-12:30 PM Room: MR37
Hybrid intercultural language learning environment Short Paper#131
Siegel, Aki - Rikkyo University

This paper examines the eﬀects of a new type of language learning environment, a hybrid
intercultural language learning environment (HILLE). A two-year longitudinal case study was
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conducted with four Japanese students in this HILLE. Findings show the students' initial
language ability aﬀecting their motivation of utilizing the environment for language learning, thus
creating a diﬀerence in their interaction patterns in conversations with international students.
This work was supported by JSPS KAKENHI Grant Number 23720303.
Sun, Oct 14 12:40 PM - 1:05 PM Room: 32
A qualitative look at self-motivation and autonomy Short Paper#352
Lyddon, Paul - Kanda University of International Studies

In this session, the presenter will report on a qualitative follow-up analysis of the results of a
semester-long action research study of the relation between self-motivational strategy use and
autonomous language learning in a Japanese university setting. The present discussion will focus
on narrative self-reflection data used to elucidate the findings of a prior exploratory qualitative
analysis. Suggestions will then be made for raising learner awareness of eﬀective self-motivational
strategies and promoting their use.
Sun, Oct 14 1:15 PM - 1:40 PM Room: 32
Assisting advanced students in beginner classes Short Paper#463
Bailey, Benjamin - University of Shizuoka

Students who have studied abroad may enter Japanese universities and be confronted with limited
options for furthering their English education. They often find themselves placed in classes with
much lower level students. The presenter will report on the experiences of these advanced
students in beginner classes. The unique experiences of three advanced students will be shared
and the eﬀectiveness of diﬀerent teaching strategies will be discussed.
Sun, Oct 14 1:50 PM - 2:15 PM Room: SR61
Student evaluations of peer interaction Short Paper#184
Minematsu, Kazuko - Hannou Minami High School, Saitama

The purpose of this sequential mixed methods study is to examine how high school students
evaluate peer interaction they have engaged themselves in an "English Expression" Course for one
academic year in Japan. It also examines whether student evaluations of peer interaction show any
characteristics in terms of supportive learning. It also investigates whether there are any
diﬀerences between the lower and the higher grade groups in the evaluation of peer interaction.
Sun, Oct 14 3:45 PM - 5:45 PM Room: 31
From measurement to assessment Poster Session#442
Murase, Fumiko - Tokyo University of Agriculture and Technology

The notion of assessing learner autonomy has become an important issue in the field. Based on
previous research on developing an instrument for measuring learner autonomy, this study aims at
devising a useful tool for assessing students' autonomy and evaluating the practices of promoting
learner autonomy by revising the measurement instrument. The poster will describe the
development of the original instrument, its limitations as an assessment tool, and the initial stage
of the revising process.
Sun, Oct 14 4:55 PM - 5:20 PM Room: MR31
Improving collaborative dialogues with POV video Short Paper#206
Kindt, Duane - Nagoya University of Foreign Studies

With the recent development of lightweight point-of-view (POV) camcorders, educators can now
capture naturalistic classroom events from a truly participant point-of-view. Employing POV
cameras, the presenter conducted trials examining interaction in oral communication classes. One
promising result was the creation of materials designed to increase students' awareness and use of
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communication strategies in collaborative dialogues. The presenter will describe POV trials, share
a selection of materials, and discuss further applications and potential research directions.
Sun, Oct 14 4:55 PM - 5:20 PM Room: SR52
Motivating learners: reading, writing, commenting Short Paper#207
Harada, Naoko - The Senior High School Affiliated with JWU*

This presentation focuses on a reading and writing project in a high school EFL class. Students
chose their research theme when reading their favorite books, presented and wrote essays about
their findings, commented on their peers' work, and compiled a guidebook. The presenter will
frame this year-long activity using Factors that support reading motivation outlined in Grabe
(2009), followed by the discussion with the audience.
.
Mon, Oct 15 9:00 AM - 9:25 AM Room: 53
Self-check sheets for learner autonomy Short Paper#483
Ragsdale, Joseph - Rikkyo University

In this presentation, the presenter will introduce a student-centered self-assessment activity
centered on reviewing and using communication function phrases in academic discussions. The
activity also serves to develop learner autonomy and motivation, and is an important part of
formative assessment in the classroom. The presenter will outline the background and method of
conducting this activity, as well as discussing ways it can be used productively in a variety of
teaching situations.
Mon, Oct 15 9:35 AM-10:00 AM Room: 22
Informal EFL education and learner life histories Short Paper#73
Brown, Charles - Ohio State University

This presentation will employ life history narratives of current and former university EFL
students in Taiwan to address three research questions: What are the various contexts perceived
by learners in which exposure to English occurs outside of formal educational settings? What are
learners' perceptions of these contexts as venues for English use and learning? Do these learners
perceive that such out-of-classroom access to English has changed during their lives and, if so, in
what ways?
Mon, Oct 15 1:05 PM - 1:30 PM Room: 53
LL strategy use in university and beyond Short Paper#531
Mullen, Martin - Meisei University; Ikeda, Ken - Otsuma Women's University; Suginaga, Jackie
- Komazawa Women's University; Barr, Blair - ; Kurosawa, Joyce

The presenters will outline the structure and results of a study of Language Learning Strategy use
by both adult and university level learners of English. Both groups were repeatedly exposed to a
list of strategies and encouraged to select strategies for practice based on their desired areas of
improvement. The instruments of measurement comprised a pre and post-test survey of strategy
use, data from interviews, teacher feedback, and language learning journals kept by the
participants.
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財務報告

FINANCIAL REPORT
April12

May12

Jun12

4/1/11
364,169
250,000

5/1/11
443,864
250,000

6/1/11
443,870
250,000

7/1/11
381,016
250,000

8/1/11
373,713
250,000

0

0

0

0

0

614,169

693,864

693,870

631,016

623,713

Total revenue liabilities 仮受金等総額

0

0

0

0

0

Total revenue 総収入

2

117,003

6

55,563

3

Total expenses 総支出

-0

-37,305

-3

-125,720

-0

Total expense liabilities 仮払金等総額

-0

-0

-0

-0

-0

614,171

773,562

693,873

560,859

623,716

364,169

443,864

443,870

381,016

373,713

0

0

0

0

0

250,000

250,000

250,000

250,000

250,000

0

0

0

0

0

614,169

693,864

693,870

631,016

623,713

Balance in bank account 銀行預金残高
Reserve liabilities JALT本部預け金
Cash on hand 現金
Balance carried forward 前月資産残高

Jul12

Aug12

The current month activities

End balance 当月帳簿残高
Balance in bank account 銀行口座の残高
Balance in other accounts その他の口座残
高
Reserve liabilities JALT本部預け金
Cash on hand 現金
LD SIG balance 当月資産残高

SIG fund balance August 31st, 2012 /
SIG資金残高2012年8月31日
Balance in bank account 銀行口座の残高

373,713

Reserve liabilities JALT本部預け金

250,000

TOTAL

623,713

合計

PLANNED EXPENSES October to Dec
2012 2012年10月- 12月予定経費

Table Rental for JALT2011 / JALT2011での

-17,000

SIGテーブル代
Shipping LD materials to JALT2012 /
JALT2012への資材送料

-10,000

Printing cost for Realizing Autonomy
Conference Proceedings

-112,400
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LD web site cost (including domain name
registration) LD専用ウェブサイト費用(ド

-7,200

メイン名登録料含む)
2 LD SIG research grants (25,000yen each) /
LD SIG 研究助成金 ２名

-50,000 *1

2 National conference grants (40,000yen
each) /JALT全国大会参加助成金 ２名

-80,000

Donations to the disaster-stricken area / 被災

-155,000 *2

地への寄付
Other miscellaneous / 他の雑費
SUB-TOTAL

-20,000
小計

-451,600

PROJECTED REVENUE October to
Dec 2012 2012年10月- 12月予定収入
Membership 75 members (150 members *
6months/12) 会費半年分
Projected revenue from the proceedings
sales by December, 2012 (50 copies)
SUB-TOTAL

小計

112,500
75,000

187,500

Projected SIG fund balance Dec 31st,
2012 / 予定SIG資金残高2012年12月31
日
Balance in bank account 銀行口座の残高
Reserve liabilities JALT本部預け金
TOTAL

34,613
250,000

合計
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「学習の学習」原稿募集
「学習の学習」は会員に興味あるつながりを構
築する空間です。次号「学習の学習」への和文
(もしくは英文、及び二言語での)投稿を募集し
ています。形式や長さを問わず、学習者及び教
員の発達に関連した以下のようなさまざま文章
を歓迎しています:
• 論文 (約4000字-10000字)
• 報告書 (約2000字-4000字)
• 学習者のヒストリー (約2000字-4000字)
• 自律性に関する体験談 (約2000字-4000字)
• 書評 (約2000字-4000字) • SIGへの手紙 (約
2000字)

Contributing to Learning Learning
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 in either English and/or Japanese. We
welcome writing in diﬀerent formats and
diﬀerent lengths about diﬀerent issues
connected with learner and teacher
development, such as:
•
•
•
•

• 個人プロフィール (約400字)
• クリティカル・リフレクション (約400字)
• 研究興味 (約400字)
• 写真 •詩

その他

これまでにない形式のもの、また新しい方々か
らのご投稿をお待ちしております。内容につい

•
•
•
•
•
•
•

articles (about 2,500 to 4,000 words)
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...

て もぜひご相談ください。みなさまのご意見や
お考え、ご経験、そして学習者の発達、学習者
の自律性と教師の自律性に関することなど、ぜ
ひお聞かせください。
次号「学習の学習」は2013年14月に出版の予
定です。ご興味のある方は、最終入稿日2013
年 2月1日よりずっと前に余裕をもってご連絡

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.

いただければ幸いです。受け付けは常にいたし
ており ますので、アイディアがまとまり次第、
遠慮なくいずれかの編集委員にご連絡くださ
い。
グレン

マゲー

We hope to publish the next issue of Learning
Learning in April, 2013. Ideally, we would like to
hear from you well before February 1, 2013 – in
reality, the door is always open, so feel free to
contact us when you are ready:

mageejapan@gmail.com

Glenn Magee (mageejapan@gmail.com)
ジェムス

アンダウド

James Underwood (jambojumbo@hotmail.com)
jambojumbo@hotmail.com
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