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From the Edifors...

I hope you’re all keeping well and enjoying
your teaching and learning, wherever you
are.

We’re counting down for the JALT
conference at Shizuoka and, as you can
see elsewhere in Learning Learning, you
can look forward to a strong input from
the Learner Development SIG. Top of the
LD Bill is Phil Benson, whose latest book
(Teaching and Researching: Autonomy in
Language Learning, Longman, 2001 - the
one with the sheep on the cover!) has really
helped moved work in the field forward and
is being used as a core text on at least one
MA programme that I know of. Phil will be
giving two presentations at the conference,
as well as acting as a commentator for the
LD Forum on Sunday afternoon. Don’t miss
it! Full details appear elsewhere in this issue
of Learning Learning, together with details
of other presentations related to learner
development and learner and teacher
autonomy.

We're also making progress on our
proposed Anthology project. A small group
of us enjoyed another highly successful
retreat on top of Mt. Rokko in early October.
We are aiming for an intensified collaborative
effort over the coming months, leading to
publication next year in time for the JALT
Conference in November. If you are at all
interested in joining us, read the information
later in this issue and/or contact Mike Nix
<mikenix1@tamacc.chuo-u.acjp>.

Finally, if you're at the JALT Conference,
don’t miss the LD Party on the Saturday night
(23rd) - sign up at the LD SIG table, which
will be next to the cloakroom area on the 1st
floor. (Full details elsewhere in this issue.)

See you soon!

LD Coordinators

Steve Brown

Miyuki Usuki (currently working on her PhD
in Australial)
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Hyeon: Reflections on the Learning Experience...

Reflection on the Learning
Experience as a Novice
Academic Writer in the
Area Studies Postgraduate
Writing Class

Oak Hyeon

In-Service Training Program for
Overseas Teachers, University
of Tsukuba

n April, 2001, I joined the Area Studies
Postgraduate Writing Class taught by
Andy Barfield. The class was composed
of graduate students of Tsukuba University,
mainly Area Studies majors including some
Japanese language education students.
Though I have been an English teacher for
many years in Korea, I have not written any
academic papers in English related to my
major, just like other students who came to
this class. I hoped that I could learn some
basic skills of academic writing in this
class. Since last April, I have mainly written
two academic reports in the class. In this
reflecting essay, I would like to go over the
whole process that I have gone through to
comﬁlete the two reports. I will first reflect
on the process of writing two reports in
turn. Then I will sum up what I have learned
from this process and raise further questions
about developing skills of academic writing.
In the spring term, I joined the class,
confused agout whether I would be able to
develop my ability to write academic papers.
I had my own style of learning and my own
expectations for the writing class. At first, I
was critical about every task Andy asked us
to do for exploring the reading process in
general. I repeatedly wondered to myself,
"When is he going to begin the course
textbook and some specific stuff about
academic writing?" I was restless because I
urgently needed to develop skills to write a
long report that I would have to complete by
the end of December.

Organizing ideas for writing

When Andy finally asked us to write the
first short academic report on the theme of
exploring reading, I felt challenged because
I was able to develop some questions
about second language reading process
through the tasks we had done in class.
Instead of focusing on my personal reading
experience, I decided to write a report
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relating the tasks with the theories of second
language reading. I thus read four articles on
the theme of second language reading. The
first step I took was taking notes from the
sources using index cards. I used ordinary
A4 paper cut in four and wrote down any
parts that interested me in the articles. The
grocess itself might seem to be like working

lind. AsIwas taking notes, I was perplexed
to find that there were so many issues to be
considered concerning second language
reading. T had to decide which main issue
to focus on. At the same time, I had no idea
about how to organize the short report. As I
finished reading references, I came to focus
on a more specific issue concerning the
automaticity of processing in reading. After
filing many index cards, I classified them into
several categories. I labeled in the top right
corner of each bunch of cards. It was very
interesting that I could come up with the
idea for the organization of the report after
I finished this process. By categorizing ideas
written on the index cards, I could structure
the issues and questions that I had in mind
concerning second language reading in the
theoretical framework. This process helped
me see where my questions could be placed
in the whole framework and thus realize
how I should begin and in which direction
I should develop the arguments. I wrote the
report mixing the reflection on the tasks
we had done in the class with citations and
arguments from the index cards.

Linking citations with my own
arguments

The feedback on the first draftI received from
Andy helped me relate the referencing with
my own arguments for the first time. I had
to provide links between citations with my
arguments. Expressing what I thought was
very difficult and frightening because I was
not confident at all. How dare I comment
or raise (%uestions against what other
professional researchers said? Therefore,
I was hiding behind citations, hoping
that those citations would make readers
to understand the point of my arguments
I wanted to make in the end. However, I
found that using my own voice improved
the flow of the short report far better than
the previous draft. Though it was a very
short report, I was satisfied with the final
draft because I could revise it many times
based on the feedback from Andy. Besides,
the final draft gave me a great sense of
achievement. I had just had vague questions
and ideas in the beginning. Then came
reading and analyzing what professional
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researchers said. And I finally came up with
a report presenting my arguments partly at
the very least. Writing enabled me to project
my identity as a thinking person!

From the autumn term, I began to work
on my own report. In the beginning of this
term, I thought about dropping this writing
class for Area Studies students. I was afraid
that I would not be able to manage my time
if T had to write different papers in the class.
Fortunately, Andy let us negotiate what we
were to do from this term. I was relieved that
Ilcould work on my own report using this
class.

Two types of note-taking.

I was working on a 30-page report on the
topic of English textbook analysis. The first
process was reading, taking notes using
index cards again. This time I used two sizes
of A4 paper, cut in half and in four. T used
the big size for sticking copied sections from
references; small sizes for writing short notes
and colleting phrases. I took two types of
notes. I copied or wrote down any parts that
seemed to be relevant or interesting from the
sources; I also copied phrases and sentences
that seemed to be useful to express my
ideas. Not very surprisingly, everything that
I thought had already %een thought and
written by somebody else. I was keen to
spot such sentences. This way, I kept reading
for six weeks, and finally came up with the
introduction as late as by the fourth week of
October. The introduction had to be revised
many times later, however. What I did next
was to categorize the index cards according
to the recurrent themes and common topics.
As T went over reading all these different
bunches of index cards, I came to have a
more specific outline of the report.

Working under time pressure, I continued
to write a literature review section, which
was the most time consuming part. Writing
every section created specific difficulties
and problems that I faced for the first time.
Whenever I had problems, I read the course
textbook to get some guidelines to write
each section (Swales & Feak, 1994). The most
difficult section was discussion because I
still did not have clear research questions.
Though T finished analyzing a sample of
high school English textbook of Japan and
South Korea, I lacked a clear rationale for
the analysis instrument I used. I read index
cards again and thought about how to make
a better fit between the research questions
and the results, so as to lead to a relevant
discussion.
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Overcoming writer’s block

At this stage, I got stuck for four days without
writing a word at all. The problem originated
because I had set up research questions that
could not be answered with the results of
the analysis. I asked two teachers for help.
I first consulted with a teacher who knew
what T was writing about how to reshape
research questions. I also asked Andy for
help. He gave me very specific suggestions
on keeping focus of the report by relating
literature review section and the analysis
framework. T also skimmed through a few
articles again. After that, by reducing and
resetting the research questions, I could
write the discussion part and express the key
arguments I wanted to make concerning the
problems of authorized English textbooks.

From this process of writing the two
reports, I came to establish my own strategies
of writing academic papers. The first report
was written in May, while the second report
was written from September to mid January,
over four months. Though the two reports
were quite different in length, the first one
served as a warm-up for writing the long
second report in every way. I followed the
same procedures for writing these two
reports: reading, note taking with index
cards, categorizing the cards, outlining,
writing and revising. Moreover, I could
learn what skills of academic writing I have
to develop further from now on. It became
clearer as I completed every section of the
second report. In the next section I will sum
up some research strategies and specific
writing skills I learned through doing these
two reports.

Strategies and skills for academic
writing
Index cards

The first strategy is the use of index cards.
I learned this method from a short manual
for writing research papers (Markman,
Markman, & Waddell, 1982). Taking notes
on index cards and filing them takes much
time, whether you write down everything or
use copies. However, the process is worth
taking time on for two reasons: it helps me
to organize the paper and to work in an
organized way. By categorizing the index
cards, I can categorize my ideas more
effectively. T can re-categorize and thus
recycle the cards. For example, some cards
categorized as being appropriate for an
introduction could be used for a conclusion,
if they were not used in the introduction.
Some phrases that were not used in the first
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draft could be used somewhere else in the
later drafts. Likewise, whenever I got stuck,
I skimmed index cards, to get some ideas or
to find some appropriate phrases. Also, by
writing down t}ﬁe author’s name, year, and
page number from which the notes were
taken on the top line of cards, I can easily
reference them.

Phrase collection

The second strategy is the collection of
academic phrases. As a class assignment,
Andy asked us to collect some useful
academic phrases for future use from
articles we read. This kind of academic
phrases collection done in your spare time
on regular bases would be of help. It is
difficult to collect phrases when you read
references under time pressure. However,
the phrases collection as you read references
related to specific topic of the paper you are
writing about could be of great help. This
‘whilst-researching’ phrase collection was
more effective for me because I was actively
searching for the phrases I urgently need
to express my ideas related to the research
topic. As I mentioned before, much of
what T wanted to write has been written
in sophisticated English by professional
researchers. By recycling and adapting those
phrases or sentences, I found that I could
proceed more easily in writing.

Reader responses

The third strategy is the exploitation of reader
responses from more than one person, and
the revision of drafts many times based on
these responses. When I was asked to give
more information or clarify some parts, I
could manage to do so because I had in
mind an audience to satisfy. Though revising
takes much time, I completely came to agree
with Andy’s statement: “Writing is re-writing’.
The writing process itself seems magical, as
it develops recursively over time.

Writing skills: signalling, rhythm,
flow

Now let me summarize three points I have
learned from writing, and from Andy’s reader
responses. Firstly, I have to signal to readers
what comes next in terms of new arguments
as well as in terms of beginning or closing
of each section. That is, I have to show the
map of my writing to the readers, to lead
them by reminding them of the relationship
among arguments and sections. Secondly,
I have to consider the rhythm and style of
sentences, avoiding too long sentences, and
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trying to keep parallels between phrases
and sentences. Tl%rdly I have to make use of
adverbials, linkers, and evaluative phrases.
All of this helps improve the flow of writing
and the sound of the author’s voice more
clearly.

The importance of good research

In going through the writing process, I used
several research and writing strategies, and
learned some specific writing skills. The
most important point I came to understand,
though, is that good research is the most
important part of writing academic papers.
Hence, postulating good research questions
and designing the research based on the
clear rationale is much more important
than developing second language writing
skills. The logic and validity of arguments
of a paper goes far beyond the language
problem.

Is there a better way?

One difficulty that second language writers
have is the great amount of time it takes to
read widely under the time pressure. As
I reflect on the process I went through in
writing my two reports, I ask myself these
questions: Is there any better way to take
notes other than using index cards? And
how should we go over the process of
reading references? I am always impressed
very much by the incredibly long lists of
references at the end of articles. How could
the authors read all the references and
cite them? So, I would like to know how
professional academic writers manage this
process. In this Area Studies Postgraduate
Writing Class, we had many chances to
reflect on our reading process or on the
way we come to conclusions through group
work. Why don’t we, the novice academic
writers, reflect how we go over each step
of writing and what we felt about it? T would
like to learn different strategies or ideas
for writing from other learners. For the
very same reason, I would like to listen to
professional academic writers, if possible.
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Clenton: Japanese Learning Style...

Is there a Japanese
Learning Style?

Jon Clenton
Osaka University

y aim is to highlight the extent to
M which the learning styles literature
can provide insights into Teaching
English as a Foreign Language (EFL) in
Japan. Learning styles research suggests that
groups or cultures exhibit particular learning
preferences in EFL environments. If these
culturally specific learning styles do exist,
there are implications for curriculum design,
materials development, student orientation,
and teacher training. Even if there were
only limited common features among
members of cultural groups, learning styles
awareness may help reach the hard-to-teach.
This is especially important in the world
of EFLwhere students and teachers ma
be struggling in classes simply as a result
of unfamiliar learning processes. There is
a constant danger o% falling into a natural
trap of assigning one’s own hierarchy of
oals and value orientations to counterparts
rom other cultures. Moreover, the essential
conflict arising from the transfer of a Western
teaching approach into a Japanese context
can all too easily be ignored and needs
considering in order to arrive at a culturally
sensitive approach.

Every cross-cultural interaction rests on
assumptions each party makes about their
own and the other party’s culture. The
problem with such assumptions is that they
are often inaccurate and misleading. The
idea that current E.F.L. methodologies and
approachesin Japan are tailoring for all needs
may just be one such assumption. Teaching
and learning methodologies developed in
Western countries do not necessarily take
into account beliefs and conventions about
learning common in Japan.

The failure to take into account cultural
differences in learning styles, is paralleled
by the tendency in some classes towards
‘the teaching of forms to express universal
meanings,” (Kramsch, 1993,p1). Discourse
analysis research suggests that social
meanings are not universal, and there are
connections between social meanings at the
discourse level, and at the level of learning
style preferences.

Matsumoto (1988) argues that a universal
concept of politeness does not exist, but that
politeness is culturally specific. According to
Matsumoto (1988), Brown and Levinson’s
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(1978) proposed comprehensive theory of
politeness, in particular the central notion of
‘face’, isalien to Japanese culture. Brown and
Levinson’s theory posits two principles: ‘(a)
negative face, i.e. freedom from imposition...
[and] (b) positive face..the desire that this
self image be appreciated and approved
of (1978: 66). In other words, Brown and
Levinson argue that there are universals in
human interaction of either not wanting
to consider oneself a burden or of the
need for others to view one favourably. Yet
Matsumoto (1988) argues that for interaction
between Japanese, Brown and Levison’s
conversational logic does not apply.
Matsumoto contends that the importance
for a Japanese person is not the concept
of negative face, or the need for freedom
or unhindered action, but rather his or her
position in relation to all other members of
a particular group. Moreover, positive face
operates in Japanese culture but not in the
individualistic terms in which Brown and
Levinson argue: ‘a Japanese (person) must
understand where s/he stands in relation to
other members of the group or society, and
must acknowledge his/her dependence on
others. Acknowledgement and maintenance
of the relative position of others, rather
than preservation of an individual’s proper
territory, governs all social interaction’
(Matsumoto 1988: 405).

Evidence in support of this view of face is
presented in a comparison between English
and Japanese strategies of deference.
Deference in English suggests that an
interlocutor wants to avoid or defuse an
imposition; for Brown and Levinson, it is
a strategy for negative politeness, in that
it redresses the negative face wants of the
addressee. However, for Matsumoto (1988),
deference in Japanese culture serves to
enhance the face of the addressee rather than
functioning to minimise imposition. Consider
the expression (Matsumoto 1988: 409):

ESZXALLSBENLET
(Douzo yorosiku o-negai shimasu,
please treat me well)

This expression is used to express the
wish of tﬁe speaker that the relationship
is a beneficial one. As a speech act this
expression is a direct request, and hence
an imposition; similarly, it is deferential, as
speakers are using it to humble themselves to
a lower position. The acknowledgement of
interdependence is encouraged in Japanese
society; additionally it is considered an
honour to be asked to take care of someone
and bestows respect upon the person being
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asked. Moreover, by employing this deferent
imposition the speaker has enhanced their
own positive face by putting themselves
in a positively valued interdependent
relationship. Matsumoto’s (1980) argument
then is that, from this evidence, Brown and
Levinson’s (1978) universal conversational
logic does not apply to the Japanese.

While Matsumoto acknowledges that it is
not appropriate to discuss a finite set of what
constitutes Japanese’ or ‘non-Japanese,” he
does illustrate the flaw in universal theories.
Such evidence is relevant for learning styles
research by demonstrating that speakers
from different cultural groups may well
perceive  situations differently.  These
perceptions in turn will have an effect on the
way they respond to classroom activities.

During my time in Japan, I have found
students to be quite willing to participate in
class by listening, but to be very passive with
respect to speaking. This could be as a result
of concern for precision, or for maintaining
face. According to Matsumoto (date),
Japanese students are taught culturally to
value group membership, which involves a
face-saving attitude, and they tend to place
little importance on individualism.

Those who teach English as a foreign
language in Japan can describe from
experience how many learners are group-
orientated Just as group orientation and
harmony are valued more highly than
individual differences throughout Japanese
society, individual opinion may not be
valued in the EFL classroom. Therefore, two
popularaspects of EFLinstruction thatshould
not be used lightly in lesson planning for
Japanese students are praise and, strangely
enough, group work. As Nelson (1995: 11)
warns, many Japanese students do not like
to be singled out from the class, and so in
distributing praise, instructors should not
praise anyone studentrepeatedly. Inaddition,
Nelson (1995: 9) warns E.F.L. teachers in
Japan of the ad hoc nature of group work.
Students who have experienced a traditional
instructional approach might not necessarily
see the benegt in simply being asked to
discuss or solve problems in groups created
solely for that purpose. Groups in western
environments are usually task-based and
exist only until their respective tasks are
completed. In Japan, by comparison, groups
provide identity (Matsumoto 1988).

In spite of it being largely anecdotal,
learning styles research suggests that
Japanese EFL. students favor an analytic
approach to learning. Oxford and Burry-
Stock’s (1995) research for example, though
concerned with language learning strategies,
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suggests that Japanese E.F.L. students favor
attention to detail, indicating some features
of an analytic style. Furthermore, according
to Harshburger et al (1986), Japanese
students tend to favour highly structured,
deductive classes, indicating an analytic
tendency. Peak proposes that this attention to
detail has arisen as a result of “unconscious
cultural structuring” (1991: 107) pervasive
throughout Japanese culture. For Peak (op.
cit.), Japanese educational practice aims to
promote continued repetition of routines in
its learners favoring the accuracy and step-
by-step approaches indicative of the analytic
style dimension.

A culturally sensitive approach:

In order to accommodate this view of the
culture my students bring to the classroom,
in my own classes I try to establish an
environment in which learners can feel safe
so that they can be receptive to new learning
styles. Harshbarger et al (1986) suggest that
a) giving attention to the individual and
b) creating an informal setting to alleviate
formality will help to build the comfort level
ofjaﬁanese students. They also indicate that,
as when teaching learners from any culture,
introducing topics slowly, being consistent
and avoiding learner embarrassment will
help establish the classroom community
necessary for successful learning.

I find that informing students of overall
course aims is beneficial for analytic
learners. Asking learners to inform me about
how their previous English courses were
conducted enables me to lead directly into
their expectations of the current course. It
is also important for the students to see that
they are to take an active role in the language
learning process.

I also strive to establish an atmosphere
of informality. I am on first name basis with
students and they soon realize that they have
a voice with regard to content, sche(}/uling,
topics, activities, etc. Finally T use my
own experiences of learning Japanese to
demonstrate that I have a sincere interest in
language and that T am not shy of making
mistakes in Japanese. Similarly, when I
introduce learning styles that are valued in
western classrooms I begin with students’
previous experiences, thereby starting
courses with students’ understanding that
classrooms are made up of an array of
individual learning styles, and consequently
fostering an understanding of class
autonomy. In short, shifting the attention
away from the teacher to the students.
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Mizuki: Group Presentations...

Encouraging and
Developing Autonomy in
the Classroom Il: Group
Presentations

Peter Mizuki

Kyoto University of Foreign
Languages

Introduction:

The following is a group activity that allows
students to become more autonomous
learners by allowing them choices of what
they want to study, it encourages student
responsibility for their own learning and in
addition reflects Murphey and Jacobs (2000)
concept of “critical collaborative autonomy”.
Murphy (2001) states that:

“the more that people interact and

collaborate, the more choices they
become aware of and the more
autonomously they can act’(p.130).

Presentation Explanation:

his activity reflects the title from

Assinder’s  (1991) article, “peer

teaching, peer learning”. What
the students do is briefly present a topic
of their choice in front of the class. The
group presentation allows each member to
introduce their topic to the class and offers
a preview of what they will be discussing
in their small group discussions. The class
is then divided into smaller groups of four
or five students with each member of the
presenting group leading a more in-depth
discussion of the group’s main presentation
topic.

Essentially the students are giving two
related presentations, one in front of the class
and the other in small groups of four or five
students. For example if a group chooses
the topic ‘healthy living’ as their main topic,
each member of the group would give a
brief presentation in front of the class for
two to three minutes about some aspect
of “healthy living”. Then in smaller groups
each member would give a more in-depth
presentation about their topic for example
about health food, etc. This enables
students to present a topic in greater detail
and increases audience participation of the
other students, rather than being passive
recipients of information, the smaller groups
compel students to become more active
participants in the learning process.
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WCHA 5D MEY VEBAL T, A5 /h
TN—=TTT 4 ANva T NEEERT
b, TNMNE T T ABKRELSNT DDINT )—
TIRHT T, BREITN—TDEAN=NZFD
TIWN—TDEERNE w7 OEEHIRTZRTER AN
LENTNL,

BRI, ZELBIF2DOOEEL =25 £
EIFOM, —DRB I T ADEDH T, 55—
A 5NDNTIN—=TTITD, BlZIE, HBT
W—TIMAAL > NEw 7 &L T “fEELE %
BIRLEZELT, TOTI—TDHE A IN—1F
AT OHBMEICONT239T D0 T
ADHITHBERFERET D, Thns, NI
— T TEA N ES DO MY 7I12BT %8
&ﬂhﬁ%i‘miﬁﬁﬁﬁ&ﬁamééﬁf
LI FTHEE2T S, 2995 ETH
ETHMOZEAELZBITINE Y V2 X0 FEMICH
HNMTZA5 L., FRHETHORELS BIEHR
EZHMICEFENTNAENS LDIFHL A
FARPIICSINL &S ENWHIZRENR SND LD
I2/2%, INTIV—=TI2hhind & T, L
BITFEBRICBWTLA & D BRI S
THEHITID,

REEBORM :

IR REERICENMT 2T > r— M6 &5
FZREZBEDIALRNT, FRED2DOOEMIZH
TE2EATHD. (77— bDERS5,6)
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Students’ Reaction:

The following are some comments by
the students taken from questionnaires I
administered at the end of the academic
year. The comments are responses to the
following two questions (question 5 & 6 on
my questionnaire):

1. What did you think of the way we did
group presentations this semester?

Comments:

‘It was easy going for me, cos (sic.) I could
choose topic by myself.’

It was really fun because my group
members were great’

1 thought it gave me a lot of chances to
speak English.’

2. Did you think the presentations were
worth doing the way we did them?
Why or why not? (By combining
small group discussion with class
presentations)

Comments:

s worthful (sic) because every
student has opportunity to speak. So
students who didn't speak in groups
could speak enough.”’

Yes, because there was many chances
to speak in small groups.’

Yes, I did. Because I could talk about
my topic deeper.

Evaluation:

Before each presentation I handed out to the
students an evaluation sheet to be handed
in at the end of class. The students were
evaluated by considering their evaluations
of each other and their self-evaluations then
I compared it with my own evaluations.

I evaluated them on their organization,
is their voice (loud & clear), etc. On the
presenting group’s evaluation sheets I was
able to respond to each student individually
and offer comments how they might
improve themselves in the future. I found
the other students’ comments helpful
when I couldn’t monitor all of the group
discussions  happening  simultaneously
especially criticisms by some students
noting that some presenters were not well
prepared were useful.
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Summary:

In conclusion this activity worked rather
well, although I was nervous about the
students being able to organize themselves
to accomplish the assignment. I acted as
overall coordinator for the class by having
each group select a contact person who
had an e-mail address and I was able to
troubleshoot any problems that arose.

In terms of motivation I felt this activity
motivated the students to enjoy language
learning by the high attendance rate
(90 to 100%) during the planning and
presentation class periods and the positive
comments concerning the activity on my
questionnaires.

Reflections:

My personal reflections are that at first I
was a bit apprehensive at the beginning if
the students would be able to accomplish
the activity, mainly my 4" year class since
many of them were still involved in their
job-hunting activities. I had the class vote by
ballot if they wanted to do presentations or
not, with the majority of each class wanting
to do presentations.

Any anxiety I felt about the students’
ability to accomplish the activity was quickly
dispelled after the first presentations, where I
had close to 100% attendance for most of the
presentations and enthusiastic participation
by the students.

I feel this activity is still a work-in-
progress and I hope to refine it a bit more
in the coming academic year. For example
I am planning to have students do only one
presentation per class period to allow for
more discussion time or planning time for
the other groups.

References:

Assinder, W.(1991). Peer teaching, peer
learning. ELT Journal: 45/3bpp. 218-229.

Murphey, T. (2001). Tools of Recursion,
Intermental Zones 0 Proximal
Development, and Critical Collaborative
Autonomy. JALT Journal, 23/1, pp.130-150.

Murphey, T, & Jacobs, G. (2000).
Encouraging Critical Collaborative
Autonomy. JALT Journal, 22/2, pp. 228-244.
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Guidelines for Group
Presentations:

This is the group presentation explanation
handout.

I. Group Presentations:
(procedure)

Introduction:

In a small group of three or four you will
present a topic of your choice. ter your
initial presentation as a group, the class will
divide up into small groups with members
of the presenting group each leading a small
group discussion of the topic.

For example if the group decided to
choose travel as their topic then each
member of the group might research a sub-
topic related to travelling like backpacking
favored by younger people as opposed to
packaged tours favored by older people
who have less time but more money.

Another example could be environmental
problems, with each member focusing
on a specific problem like air pollution,
water pollution, or global warming. Other
examples might be social issues, health
issues, etc. Please use your imagination you
are free to choose any topic you like.

Responsibilities:

Each member of the group will be
responsible for leading a short discussion on
the topic chosen by their group. All members
should equally share the work of organizing
and researching the group’s topic. Although
one person should act as the group leader to
ensure the work is accomplished.

Topic Selection:

The topic to be presented should be decided
by all members of the group. In addition, the
topic should be of general interest to your
classmates to stimulate active discussion
among your discussion groups.

Time Restrictions:

Each group should limit their initial
presentation to the class to about fifteen to
twenty minutes giving each member three
to five minutes to briefly introduce their
topic. The following small group discussion
should take another fifteen to twenty
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minutes. So in total each presentation with
small group discussion included should last
approximately thirty to forty minutes. This
would allow for two group presentations for
each class.

Audience Responsibilities:

The audience should actively participate
in the small group discussion and should
be free to ask the group questions
during the presenting group’s opening
introduction. T will be evaluating both the
group’s presentation and the audiences’
participation during the presentations. The
audience will also be asked to write a short
evaluation of each group’s presentation and
the presenting group will write a short self-
evaluation of their presentations.
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Head, Pemberton, & Megan: Reflective Writing...

Like the dialogue between Mike Nix and Richard Pemberton, also in this issue, the following email
conversation was inspired by the 2001 LD Forum. Ellen Head writes about some possibilities suggested
by Emika Abe’s and Yuko Suzuki’s presentations. Richard Pemberton and Melissa Megan respond to
these ideas, and Ellen, having tried out some of the ideas discussed here, describes some of the initial

Jeedback she has been getting from students.

Reflective Writing - In
English or in Japanese?
(Posted previously)

L\

TERETITELSs Tangen
= ol X8 I\
Ellen Head, Richard Pemberton, & j_-T—/C\EI jy 7_5')49;&&7 + =5 Z)E_% 0O
Melissa Megan T, Abe EmikaE & Suzuki YukoEIZ &
5-D07VECTHLEBVELE,
The topic of learners doing reflective writing in . o as - -
Japanese came up in two of the presentations thid, '{__: AYZANICLDBBEL i’i}' 2
at Kokura LD forum, by Emika Abe and Yuko S *7;! Z x!j' 7\1’1,:5 MALEILAL., &5
Suzuki. SDNAUZANICEDBEDIZHDHM
I would like to follow up the possibilities EEHHR («\\%r 1L H L lIEEI <l \é,t 'E':E‘
these two seemed to offer to widen a culture of X2+ ENS_2DT b 'EE > DRI e P;'t'- IS
acceptance for bilingual reflective material,and 2 L ;C%K ThWELWER é;: £9, )
perhaps an opportunity to make a collection of T FEZ")\ (X iFL\O_) H 7:'S AE D ﬁﬁ% 71T
bilingual reflective material. I have a problem (. Efﬂit}'}b@ 217 1~ 7ETOER
here, in that I can’t understand Japanese well IHIEFLD EITJ"EE]; é:‘ (375 "_J_ AEHA, L
enough to be a useful reader of my students’ AR \Ll ’ éﬂ\ (SEEEET E% ":Ba 7574 7
reflective writing. But T feel that there would 41 < g% 3:6 N “_:.b\‘ 2 ig LA
be a lot of benefit to low level students from )lla.J_-.)'E*! SIEVWERELES [CESTRZLSD
reflecting in their mother tongue. That leaves 3 IJ'\_‘_\ BhHHLEZ éwszo
me with several options: hiIZ (F1< D?{)_‘@giﬂﬂi‘ib\ »HY K:ﬁ' .
D) as : ’ . cw 1) EEEBLICBERBTIZA RNy
) ask the students to write feedback in EZENTH O, IEEELN
Japanese but not read it; 2) E?% =5 LC?EEE\_C“ TJ4—KNyo %
2) ask the students to write feedback in =E0\TH b2 -
English; 3) BFABLHRFBOEGRRTHEEL T
. , . HoD INMUZHIVZFRT S L
3) use some kind of mutiple choice bank of W5 &)
responses (which could be bilingual); 4) %g {—:\_-% % El ﬁ%}i z 4 ; a|3 {-_\—} W g
4) ask the students to write feedback in =W (Db, 20 —
Japanese and then ask them to translate - I: z 5’&‘53& CERLTHH5 D, 2 ER
some keywords into English, in order to %) C LT, WD EFRALENER
teach them to me and their classmates. TE%S
Looking at these 3 possibilities: CNS=ODAEEMEB TS X
D I actually believe that writing is a 1) #IE, 4T 42 T7EWNDIHD
developmental activity per se, but I don’t think 3. ENEHEDENEERDIZHDE
my students would feel motivated to write if they HTHHEHEELTHLET, L
didn’t think I was going to read it. L, £FEBDENCSAT 1Y
2) I have tried taking reflective writing in ZINDBHZELZVEHNE, BRODP
English and it was much less rich than the BRETVWTLESZLICASBTL
writing obtained from my colleague’s class £ 2o _
in Japanese. I feel that there is a level below 2) _#hl3. REBEZHAVWTHEICET S
which it is unfair to expect students to have the FGAT AT ERDTEELLED,
sophistication to do reflective writing in English, HAZEZHAWTWSREDI SR L
but it would be helpful to them to be able to YVHbEHIDDODBNEYDIENDT
develop reflective strategies at that same level. T T, HBE-EDLANIENDHDND
would like to know more about the experience bW, EEDEDOLANILLUETN
Melissa Megan and Richard Pemberton had F. REZAVTHBEICHTSZ4
in developing materials to deepen reflective TAETBHDIC, BEICEER
writing in L2. M ZHFITDIDEARRFELIE ST
LEWET, LrL. ARCLARILD
learning — 1 6&— learning



3) the multiple choice bank idea might TTlE. BOLBEORNEESE
be too rigid. Especially if some of the class X %)D\éﬂ'ﬁﬁ 2+232 &3, BoIC
members are already capable of sophisticated EoTHERECERD ’C"ﬂ'; LT A
reflection in the mother tongue, they may JyH e A—HYEYFr—K - R
feel patronised by being given ‘gobbits’ of SN— RN, BECETEZSAT
someone else’s reflections. A multiple choice AT ELY ;tg'g&) B1-HDENEE
framework could never really accommodate MEERIETWEALSS., L2 —C&E
for the diversity of learning experiences in a BLIECEICDWTEL <\§ﬂ U 7= 0\
group. On the positive side, the vocabulary CEZTNET,
might be “appropriated” by students, and 3) AARZBLHEODESBIRTRE T
appropriated more easily if it was in a bilingual BEWDITATTIE, ETHEREL
format. On the other hand the “what kind of Z5T3. Bic. & ‘5 ZDHFTAA
learner are you?” questionnaires (e.g. Ellis and . BIcBEECEENEEAET
Sinclair in “Learning to Learn English”) were 32 ‘a DEEZELES., EBSIZh
an example of a multiple choice reflective DISAAA PNOBE g‘) “hr=F
material. Whether they worked or not is U” ZFBICLTOWWEICA->TLE
another question. But I would be interested to 5TL4LO. BABIRENSHESE
have something like that available bilingually. . —O0 9° —TIcBlF3. 23

4) The most exciting idea might be to try to ﬁ"%ﬁ@ ZEELEVSHOD E@,}E L=
get students within the class to articulate some NELA, ROSTF 4 JICENIE. =
thoughts in a bilingual format - so that they are EHEEEBICE>TEENS L.
teaching me a reflective vocabulary in Japanese NAYHILOERICAENIE, 25
and they are teaching their peers a reflective ICEEICETCEDNEEET X 5
vocabulary in English. Tlx. “BAEEEIEDED "i HE
Response from Richard Pemberton TIp__EWST T — b (Bl
Llik . : : REFEOLODFECHEL T

e your presentation of options for reflective 3. TURESSHLTTT) . B
journal-writing, Ellen. The solution that you %\0) EHICETAESERD \§|] T
propose (reflections in Japanese, with key ¥ %‘ n ﬁ‘%ﬁ M E 5':7'5\ 2 7= Bl
words translated into English) sounds a good & E'E'C"é' U UERENAY ; HIL
idea to me as an outsider: as you say, a learning @{% H E-l‘gﬁ*b HICDOWNTHEESH DD
le)rxp?rience C{or everyone. An ﬁlltemative migllrlt <7 elLi- -

e for students to write the more simple ° =
responses in English, but the more difficult-to- 4) ? % % ;b) qu:l _9( ;%?__ % Z-:;r\ ?f_ 5 (‘it\jj
express concepts in Japanese? WOERTEZ % Ji REEBEND
Option 2: Our students do seem to be capable HEDTT, THTALETHELED
of ‘relatively’ deep reflection in written English 2. FAICIZBEICBBTAHAEAEDSE
(in speech, Cantonese would certainly have SEHZ. HMEICIIBEEICET SR
the advantage), so the situation is somewhat EOBZEERHRZITNAEND LI
different. Even so, as Melissa mentioned, she mA50DTY,
and other colleagues did find that looking
at horoscopes, doing personality quizzes, YF 4 —RK - RUN— KD SDIRE
providing sample descriptive adjectives etc.
before they wrote their first diaries helpedthem BE([ZEET 2354 T4 » J IEIRBEZ 5%
describe their learning styles more precisely. I (72 & (VD EDIRRIITICAYVEL /=,
think she can tell you more about that. Iy, EPRELFERRAE (HASE

< O — RKAMEE(-E

Response from Melissa Megan Eﬁéég‘t ?—; 5 é@ E Eﬁtﬁ' {,‘;";?r_)j__
Yes, this has been an ongoing worry of mine 5 ‘:EEiTo oFY, ENES. 28
over a number of years. As Richard has suggested, =D ZFZBDEELE VS ZE TR,
while our students’ level of English is quite high ¢ 5 —D D Hik(L, EFFEBENRETL
and they don’t seem to have a lot of difficulies ) f§E 1 fREAEL XS5 TTH. AAE
writing fairly meaningful stuff, I do believe that RPN X S (CHE L MISAZOTL &
we can give them some assistance. To this end, 5 2
we do a few vocabulary building exercises...I have
a set of ‘Peanuts/Snoopy’ pictures that promote 23R 2 : Jh7=bDEFELBIZ. EHNT
discussion of words for describing feelings. We try  3Eg |2 |4 ‘HEEH) FVBEZ£T 53 C
to get beyond ‘happy’ and ‘sad’. Actually, students LW Tx23 LS5 T (RE—FTlE. I
seem to really like learning words like ‘furious/ & AWM CHFE 7)) « > THKR
infuriating’ (great little picture of Linus tearing his [ (\< 5/E> £S5 TY, @Y L
hairout..). Wealsouse various personality quizzes. L T#., AU v HPFORERENEDI(F/=
Some of these are available online (contact me if
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you want me to hunt down the urls) and are of
the type that employers might use (I remember
doing one when going for a job with a car rental
company in Canada..I didn’t get the job!). Others
are more like those that might be found in very
reputable journals like ‘Cosmopolitan’. Anyway;,
the idea is that students do some thinking and
talking about their personalities and get some
vocabulary for describing themselves. 1 then
extend that to ‘how does your personality affect
your learning?. We also have video ‘materials’ of
learners talking about their learning. We do simple
exercises with questions like ‘how does X feel
about his learning? ‘why? and ‘what strategies/
ways of learning does X mention? All of this
helps to get students thinking about describing
learning. Other ‘lead in’ activities that I've used
have included reading other students learning
journals (kept with permission of students from
previous years) as well as excerpts from journals of
other kinds (Diary of Ann Frank...or for something
a bit lighter Adrian Mole).

I'd now like to mention a couple of alternative
methods of ‘reflection’ that I have used over
the years (mostly in Australia when teaching
students with lower levels of English - many of
them Japanese)...

1. ‘Study buddies’ - students meet with another
student once a week to talk about their learning.
This person need notbe their best friend (actually
I feel that it’s better if he/she isn’t) and they might
only talk about learning (never meeting at any
other time during the week). I don’t care if they
talk in English or another language (since my
classes were usually very mixed nationalities,
very often English was the common language
so had to be used.) Very often ‘study buddies’
decided to involve me in their discussions or
came to me with particular problems. The talking
to each other first, however, seemed to give them
the confidence to then come to talk to me.

2. ‘Plotting (graphically) feelings about
learning’. T think T got this idea originally from
Ellis and Sinclair, Learning to Learn English,
who suggest plotting levels of motivation. I
have had students do exactly this or plot levels
of satistaction with their learning for the week.
This means just indicating these levels on a
bar or line graph. My students would then
explain to their ‘study buddy’ their reasons for
particularly low or high levels.

3. With a group of teenage Thai students
at one time I had them keep journals that
could (and usually did) include pictures to
describe their feelings and learning. These
became ‘works of art’ and students spent
huge (perhaps inordinate) amounts of time
on them. They took pictures of themselves to
include in them and put stickers and all kinds
of ‘cute’ stuff in them. Some of the students
were incredible artists and did not have any
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other opportunities to express themselves in
this medium. They were lovely.

Other suggestions (that I’ve not
used but might try in future).

1. Web based discussions (could be real-time
stuff like ICQ or asynchronous ‘chat rooms”).
My colleague Elza Tsang is doing lots of this
with her students and has written about it (let
me know if you’d like a copy of her latest paper
- I'll get her permission to send it to you).

2. Checklists e.g. Oxford 1990 has one for
‘taking your emotional temperature’ I think.

Ellen, one semester on:

I have been getting feedback in “English
or Japanese”. Reading through the students’
feedback with a bilingual colleague, I found
that certain phrases did come up several times
and Tam becoming able to understand some of
them, and develop a “feel” for the positive and
negative keywords.

Here is a selection of the responses to the
question “Do you have any comments or
suggestions for next semester?”
TIN—=TTEN LD LIes ES R ERD
(Grupu de nanika shitari shitara dou kana to
omou—in the group we can say anything we
want to I think) 728 TilEN/Z W TT, (Mata
mina de asobitai desu; I want to have fun all
together again.)F X THZWIZEL < (Ima
made mitai ni tanoshiku ; up to now it seems
enjoyable.) THIE D £ (Ganbarimasu; I'll do
my best )& JJHY) (Tairyokuteki; it's physical!)
JEV(UrusaisIt's noisy)® 54 L L % X5 K]

(Mo sukoshi shaberu jikan ; We’d like a bit
more talking time.)

The proportion of students who wrote in
Japanese was higher in some classes than
others, and but this wasn’t necessarily related
to their ability as I perceived it. Some students
wrote in a mixture of both languages.

One very able student wrote most of his
feedback in English with an extra comment
in Japanese: L \JLZ& LIFTHRL W, HE.
I ADETE,  (Reberu o agete hoshii. Ato
kurasu ga urusasugi ; I would like the level to
be higher. Also the class is too noisy.) Since that
student is very polite and generally positive in
his attitude to the teacher, I would guess that he
did not want to express negative feedback in a
form that I would immediately understand.

If others people have ideas on the reasons
underlying the choice of language in this kind
of situation, I would be most interested to hear
about it.
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Nix & Pemberton: Grading, Evaluation & Autonomiy...

At last year’s Learner Development SIG Forum, Melissa Megan and Richard Pemberton
reported on an English course they have developed for engineering students at Hong Kong
University of Science. The course is designed to encourage students develop their repertoire
of language learning strategies. An innovative feature of it is that students are not given a

grade but just pass or fail.

is prompted a post-Forum email discussion between Mike Nix

and Richard Pemberton on issues around learner autonomy and grading.

Grading, Evaluation &
Autonomy

Mike Nix & Richard Pemberton

"dlike to respond to Melissa and Richard’s
Ipresentation and to part of the group

discussion that we had after the poster
presentations, both of which made me think
a bit more about the question of grading and
how that relates to learner autonomy.

The course Melissa and Richard have
developed is not graded, or rather students
just pass or fail. I was struck by this, partly
because it had simply not occurred to me
as a possibility before, and partly because it
makes so much sense as a way of removing
externally imposed grading criteria and
allowing the students’ own needs and goals
to become central.

This also raised a number of questions/
thoughts for me:

1. Melissa and Richard said they had
negotiated the pass/fail system and got
agreement for it from the Faculty in which
they worked. One reason, perhaps, I hadn’t
thought of this grading system is that I find
it very hard to imagine negotiating this with
my Faculty. And I wonder if this is a realistic
assessment of constraints on autonomy in
my institution, or just a failure of imagination
on my part. I'd very much like to know more
about how Melissa and Richard managed
to persuade their Faculty to agree to this,
what arguments they presented, and what
resistance they met. And also to know if
other teachers think it would be possible in
their institutions.

I think changing grading systems in
ways like this coul(jg be an important
part of thinking about both extending
learner autonomy from the classroom into
the curriculum and developing teacher
autonomy. I suppose that, like me, other
teachers subvert their institution’s grading
system by allowing students to decide part
o all of their grade, but keep this largely
hidden from other teachers. Developing
the knowledge and confidence to take
arguments for alternative grading systems to
Faculty meetings, administrators, etc, would
be a great contribution to institutionalising
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learner autonomy to a greater extent.
Achieving greater freedom in terms of
grading systems would also provide teachers
with more autonomy to organise grading of
courses in ways that encourage autonomy
(and perhaps even just developing the
confidence to raise these issues at the
institutional level is a step towards teacher
autonomy). At the same time, if one
aspect of teacher autonomy is knowing
what is possible and not possible within a
particular institution, then perhaps making
an informed decision that it is better to carry
on subverting the formal grading system
in individual ways is also an autonomous
move. Whatever, it would be nice to have
more discussion and knowledge about what
those possibilities are.

2. A second issue for me is the pass/fail
system itself. Who decides whether a
student passes or fails? Does this system
effectivelg)f mean that every student who
takes the course passes it? Is it reasonable
to require some level of participation,
engagement, reflection, achievement, etc to
pass the course? Who sets the criteria for this
and decides who passes or fails? (I'd really
like to know both what happens on Melissa
and Richard’s course and what people think
about these issues more generally.)

3. I have seen the A B C Fail grade system
at my university as potentially useful for
promoting students’ awareness of their
own achievements and progress. By asking
students to decide their grade in these
terms (or part of the grade), I have hoped
to give them the responsibility for thinking
about how well they have done on the
course. I wonder if making decisions of
this kind encourages more or deeper self-
reflection than choosing either to pass or
fail does. (Would students ever choose to fail
themselves?). And is it reasonable to keep
some framework for recognising greater
efforts towards autonomy by some students
than others even when the students are
deciding this for themselves? Or does taking
away the grading system just open up the
space for students to get on with learning
(including taking chances, making mistakes,
etc) without worrying about what grade
they will get. A number of times I have been
very tempted to give every student in a class
an A (and did it once last year) because I felt
that all had worked hard and learnt a lot and
that giving some students better grades than
others wouldn’t acknowledge that all the
students had made progress.

In the discussion after the poster
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presentations, one member of the audience
(whose name I didn’t catch) expressed
reservations about asking students to reflect
on their own learning in diaries after being
required to do this on a course he had taken.
My sense was that the problem here was less
the reflective writing process itself than the
fact that this was taken into consideration by
the teacher who then decided the grade for
the student.

This reinforced my sense that their is
something both ineffective and, in a sense,
dishonest, about asking students to develop
the ca{)acity for autonomous learning,
especially to reflect, evaluate and assess
their own learning if we then deny them
autonomy. This seems to be taking away
with one hand what you give with the
other. Or giving students the responsibility
to evaluate themselves without the right
to grade themselves. I am guilty of this
dishonesty myself as I generally allow
students to decide 1/3 of their grade but
reserve the right to decide the other 2/3
myself, whilst asking them to continuously
reflect, evaluate and re-think their goals and
learning activities.

I think grades, and not just actual learning,
are important to most students. If teachers
are deciding those grades, it seems possible
to me that students will to some extent do
thinﬁs in class that they feel will earn the
teachers approval rather than focus on their
own learning needs and goals (although
these are not always not incompatible, and
one of the roles teachers can play is to help
students question and clarify what those
needs and goals are). I think what I want to
suggest is that the development of autonom
is most effective when it is encouraged in all
aspects of the learning process including
grading, and that denying it here is likely to
impede its development in other areas such
as reflection and goal-setting. For example,
is it reasonable to ask students to develop
their own goals for learning, and criteria for
measuring progress, if the teacher may grade
them using different goals and criteria?

It may be difficult or impossible in some
institutional settings to allow students to
grade themselves, which brings us back
to ways of negotiating more institutional
freedom for different systems of grading.
But I also think part of the problem is our
resistance or fear as teachers about giving
up this area of authority, or this right, even
when we have given students’ responsibili
and rights in other areas of learning. I thin
that is true of myself at least.

One final point here is that research with
some of my students suggests that they
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themselves feel that grading more than any
other aspect of the course (setting goals for
learning, choosing materials, deciding the
pace of learning, choosing activities and
topics, etc) should be done by the teacher.
Maybe this contradicts some of what I have
said above, or perhaps it just suggest that for
students, as for teachers, grading is the most
difficult area in which to imagine learners
having autonomy.

Response from Richard Pemberton

Mike asked about how we got Engineering
faculty to agree to P/F for our lst-year
course. What we did was:

1. Asked all 2nd and 3rd year
Engineering students if they would
prefer P/F or a graded course (they
did) - and why

2. Asked those teaching English to
Engineering students the same
question (ditto)

3. Presented the results with a 3-4 page
argument in favour of changing lo
a P/F system for English to the Assoc
Dean of Engineering

4. Went in to meet the facully reps to
Jjustify the proposal

What we got was a ‘probationary’ year to
trz/ out the new system (with the possibility
of extending it to 2nd and 3rd years if
things worked well). Things did work well,
but the faculty (many of whom were very
antagonistic to the proposal in the first place)
put their feet down after the first year and
point-blank refused to allow the system to be
expanded to later years (“Employers need to
see A/B/C grades - if they don’t have them,
our students will be at a disadvantage” etc).
They have (so far) allowed us to continue
to keep P/F for the 1st-year course, which
I guess means that although some of them
are firmly (and passionately) of the carrot-
and-stick persuasion (“That’s how I learned
Engineering, dammit, and it never did me
any harm”, aka “It’s the only language these
students understand”, aka “The only way
to motivate the top students is to provide
rewards; the only way to motivate the weak
students is to provide punishments”), there
are also others who see that freedom to
learn what you want to learn without the
pressure of A-F grading could actually have
a beneficial effect. However, exit tests are
coming to HK in a couple of years, so the
future for extending the system across the 3-
year undergrad course doesn’t look good.
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Our particular context is that ours is a
research university, and teaching for most
faculty is pretty low on their list of priorities
- conflicting with their primary goal of
publishing and securing their positions.
Many of them were also students at research
unis in the States, so they have experienced
the same kind of focus on research as
undergraduate students themselves. That’s
definitely a constraint and a few years ago I
probably wouldn’t have thought of trying to
ask for the system to be changed. The plus
side is that we have developed pretty good
relations with the Associate Dean.

I'm not a risk-taker by nature, but have
learned the value of trying in the last couple
of years, even when the situation seems
impossible. (If you don’t ask, you don’t get.)

With A-F grading, we would still have
run the course, but there would have been
significant  disadvantages. Our teachers
(me included) may not be as creative with
assessment as some of you are (judging by
what Mike says below) - we’ve had a history
of standardising our grading, people trying
to teach pretty much the same content so that
students don’t complain about unfairness
etc. So not having grades we think has freed
teachers up to organise course structure in
their own way to a much greater extent than
has happened on previous courses. On the
other hand, I agree with Mike when he says
that ‘if one aspect of teacher autonomy is
knowing what is possible and not possible
within a particular institution, then perhaps
making an informed decision that it is
better to carry on subverting the formal
grading system in individual ways is also an
autonomous move.’

Mike also asks about who decides whether
a student passes or fails. We (the teachers)
do. I thinllz this is a decision that perhaps
doesn’t need to be handed over to students
- because the dichotomy is so simple (and so
important in terms of future job prospects),
they would all ‘pass’ themselves, as you
suggest. As you guess, it basically means that
(almost) everyone passes - they just need
to put in a ‘reasonable’ amount of effort.
If teachers think that a student has put in
almost no effort for a particular activity, then
they request that it be done again - if there’s
been no effort/time spent on an activity,
there can’t have been any learning. And if
students can’t be bothered to find something
that interests them in a course in which they
are given quite a lot of freedom to decide
what and how they want to learn, then they
will fail. You can see that we are making
the decisions about criteria here (level of
participation, reflection, effort etc.) - we
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have also decided (in advance) the criteria
on which the learning activity ‘reports’
and overall portfolio will be evaluated:
depth of reflection; relevance (of strategies
to objectives); clarity and elaboration of
written report.

Self-evaluation

Looking at your questions, Mike, I can see
that self-evaluation is something that we
haven’t built in to the formal/summative
evaluation of their learning, and perhaps we
should. The students have been evaluating
their learning throughout the semester (e.g.
when they write reports on their ‘learning
activities”), but they have been evaluating
the effectivness of strategies and materials
etc. that they have used - not the depth of
reflection etc. by which we (as arbiters of
the P/F cut-off) have been judging them.
The questions that we ask the students to
answer are:

Was your learning successfull? Why?
Why not?

Whereas the questions that we as teachers
comment on are:

Have they thought about their
learning?  Have  they  chosen
strategies that are appropriate to
their objectives? Did they manage to
get their meaning across?

In addition to asking students to evaluate
their learning, should we also ask them to
evaluate their depth of thought, effort and
clarity of language (as we, the teachers, do)?
Perhaps. But I'm not sure they’d welcome
more self-evaluation: there’s already a fine
balance in the course between time on
learning and time on writing about learning,
And as it is, their evaluation is firmly focused
on what is really important in the course: the
success of the strategies they used in meeting
the objectives they had set. However, while
it’s important for them to reflect on the how
and the what of their learning, we don’t
think that they should be judged (or even
judge themselves) on the effectiveness of
their strategies.

To give you an example of the final criteria
that we use to evaluate the students, here are
a range of predefined comments relating to
the ‘depth of thought’ criterion that teachers
can select from/adapt/ignore and write their
own, from an online comments database:
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* You have really given a lot of thought
to your learning this semester. You
have reflected carefully on your
previous reading and listening, and
on the reading and listening you
have carried out this semester. As a
result, you have a clear idea of how
to continue learning effectively in the
future.

* You have put thought and effort into
your learning this semester. You have
learned more about yourself and have
explored and analysed how best you
learn English. As a result, you now
have a better idea of which reading
and listening strategies are effective
for you.

* You have put some effort into your
learning this semester. However, you
have not thought very carefully about
your learning so far or how you could

develop your reading and listening
in the [%ture. You are aware of what
you need to improve on, but have not
yet been able to identify reading and
listening strategies that are effective
for you.

* [Write own comments instead)]

Pretty judgmental, perhaps, though the
predeﬁned comments for the other two
criteria are more developmental.

“T have seen the A B C Fail grade system
at my university as potentul%y useful for
promoting students’ awareness of their
own achievements and progress. By asking
students to decide their grade in these
terms (or part of the grade), I have hoped
to give them the responsibility for thinking
about how well they have done on the
course. I wonder if making decisions of
this kind encourages more or deeper self-
reflection than choosing either to pass or
fail does. (Would students ever choose to fail
themselves?).”

“I'm sure it would. However, they have
been evaluating the success of their learning,
and that has involved them in reflection, as
mentioned above.”

Mike wrote, “And is it reasonable to keep
some framework for recognising greater
efforts towards autonomy by some students
than others even when the students are
deciding this for themselves? Or does taking
away the grading system just open up the
space for students to get on with learning
(including taking chances, making mistakes,
etc) without worrying about what grade
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key thing - the main argument that we put to
Engineering faculty (students here tend to
be vary grade conscious - hence quite a lot
of copying with traditional assignments in
subject courses). The actual learning they
do can be extremely ineffective, but (as we
tell them), if they are able to reflect on why
it was unsuccessful, identify problems and
plan alternative strategies for the future, then
they have in fact shown themselves to be
successful learners.

Thanks for raising all these questions,
Mike. I'm not sure whether our course is
contradictory in its approach to evaluation,
or whether we have adopted a fairly
pragmatic and workable solution. But it’s
getting far too late now, and my brain has
stopped working, so I'll ponder this another
day. Comments welcome.
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...Phil Benson at JALTZ00Z

Phil Benson, this year’s featured speaker, will
be giving two presentations, in addition to the

Jeatured speaker workshop. Here are the abstracts

of his presentations. Don't forget you can meet Phil,
and other members of the LD SIG, at the Learner
Development Forum, on Sunday at 2.45.

Featured Speaker Workshop, Friday,
Collaborating: Learning outside of class
Studies of successful language learners consistently
show that the most successful and satisfied
learners consistently employ effective learning
strategies outside of the classroom (Benson,
2001; Cotteral, 1999; Gardner and Miller, 1999).
As a result, working with students to develo
outside-class learning opportunities, especially
in EFL settings, has %)ecome an important part
of language teaching. In spite of the obvious
advantages to outside-class learning, most attempts
at implementing outside learning fail, due to four
prevalent obstacles: (1) difficulties of the teacher in
identifying and maintaining viable opportunities,
(2) motivating students to use opportunities for
out of class learning, (3) inability of teacher to
provide feedback to students on their successes
and failures, and to redirect them, (4) linking out of
classlearning to in-class learning. In this workshop,
we will employ the concept of “collaboration” to
address these various obstacles and increase our
chances of implementing successful outside-class
learning with our students. Using the concept of
collaboration, we will examine five approaches:
resource-based approaches (e.g. self-access
media centers), social approaches (e.g. live chat
centers, telephone learning), technology-based
approaches (e.g. computer-assisted language
learning, internet learning ), learner-based
approaches (e.g. learning journals), and classroom
aprroaches (e.g. “one day” projects). Participants
will leave the workshop with practical resources
and workable ideas for enhancing the learning of
all of their students, drawing upon each of these
approaches.

Saturday, 10.00 am, Teachers’ and
learners’ perspectives on autonomy

This paper will discuss evidence pointing to a
gap between teachers’ and learners’ conceptions
of autonomy. In particular, it will be suggested
that learners’ conceptions of autonomy often
involve a much stronger questioning of the
curriculum than our own. In conclusion, I will
argue that our efforts to foster autonomy should
be more responsive to the ways in which the
learners themselves want to take greater control
over their learning.

Sunday, 4.35, Learner development: the
role of out-of-class learning

Based on a study of the lifelong experience of
learning English for a group of university students
in Hong Kong, this paper discusses the role of
out-of-class learning in learner development.
Evidence will be presented for the importance of
out-of-class experiences to learners’ developing
conceptions of the second language and their
conceptions of themselves as language learners.
Their role in the long-term development of
communicative and self-directive approaches to
language learning will also be discussed.
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Writing our stories of teacher autonomy...

The workshop “writing our stories of teacher autonomy’, at Kokura JALT, encouraged some of us to look
at the growth of our own autonomy as a personal narrative. In this issue, we begin with a story from
one of the workshop leaders, Naoko Aoki, and follow that with a story from one of the participants, Eiko

Okumura, in dialogue with Michael Carroll.

Okumura’s story raises the issue of whether autonomy develops best in a laissez-faire system than in a
controlled one, while Aoki’s story shows the usefulness of a timely intervention by a sympathetic teacher:

Aoki’s Story

I remember one teacher who has left a significant
trace in my life. 1was going to a language school
in Tokyo in my early twenties. It was an advanced
“conversation” class and the teacher was a young
Irishman. He occasionally took us out to a bar for
an entire class period. On one of those evenings he
set aside 5 to 10 minutes for each of us so that he
could give us personal feedback. He told me then
that I often didn’t finish a sentence. Having taught
a second language for quite a long time, I would
now say that it was a rather common symptom of
pre-advanced learners. I don't know why I told him
that it didn't matter because I was young and no
one would listen to me. He said he couldn’t help me
if it wasn't a language problem. That was the end
of our conversation that day. A few weeks later in
the class a middle-aged Japanese businessman
tried to shut me up by saying something like “You
don't know because youreyoung.” The teacher
stopped him and said “Naoko’s trying to say
something.” This was an earth shattering incident
Jorme. “Do I have the right to be listened to?” was
my first reaction. My English drastically improved
after that. This teacher left Japan at the end of the
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term. I haven't seen him since. B
...INaoko
Okumura: One Teacher’s Story...
One Teacher’s Story of FHEEXF—PF/Z—ICOVTD
Learner Autonomy & S PEH DEEBREX
Written in the workshop at — -
(Written in the workshop AELFALOEHAVCE A
Kokura, Nov 2002) ez
. LIREE DGR,
Eiko Okumura
Kobe Women’s University M EA—h /72— 1%, —DOHMABET

in conversation with the editor.

“Learner autonomy” came so naturally
to me even before I realized that there
was such a terminology and field of study.
My background of learning was a strictly
traditional, teacher-centred one and I loved
taking well-arranged courses. My  first
“encounter” with autonomy was when I
entered a Japanese university. Very relaxed
attitudes of professors to being late, cutting
classes etc must have triggered an idea
that T had to be responsible for studying
if I wanted to learn anything. I felt so free.
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Everything was up to me.

Then this free, easy-going “autonomy”
became a struggle at an American university.
I couldn’t help realize how dependent I
was, although I did enjoy “studying”, for the
first time, by taking wel%/organlzed courses
and attendmg good lectures - a
autonomy?

When I started teaching at a college, the
students’ helplessness, dependency, “non-
thinking”, just made me mad. I couldn’t
understand why students were soirresponsible
fortheir studying and their life. Those “pathetic”
students made me think about teaching. This
led me from being an unconscious mediator
to being a conscious mediator, who doesn’t
“teach” but encourages them to think about
learning and to realize who is responsible in
learning. T guess I simply don’t want to be a
teacher, I want to be “me”, who happens to
help others learn and offers advice and tips

reak some of the conventional rules of
learning and teaching

Michael: I've got a comment about what
you wrote. It surprises me a little when you
say that your Japanese university offered
autonomy through it's relaxed attitude to
study, while the American one allowed you
to enjoy study through a more structured
system. It sounds as though you mean that the
American university gave you less autonomy.
Itraisesareally interesting question abouthow
much we can say a lack of rules constitutes
autonomy, and how much autonomy can be
supported by a structured framework. My
experience was that my Australian university
offered me more chance to be autonomous
that I feel I'm able to offer my own students
in Japan now, even though, as you say, it was
much more strict in terms of the requirements
for completing courses.

Eiko: I realize my English wasn’t clear.
Let me try. At Japanese University it was
a “forced,” or “false” autonomy, I'd say. I
had to take on that kind of “autonomy” if
I wanted to learn anything, because most
of lectures weren’t well organized, no clear
course syllabus, almost all professors had an
ultimate teacher’s autonomy and exploited it
fully. Tcould have learned NOTHING. Now it
occurs to me that this sounds like a so called
traditional Japanese style of learning: be
there, watch, and “steal” from your teacher/
master.

While at the American university, lectures
and courses were well organized and the
course syllabus was very clear. I felt like
I would learn a lot by simply following

“psuedo”
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RIEFE] THHESVWEZWDTT, FAZEHD
BERNS, LoD 2UnE, A—h/ 2
—EWNHBHOZEHANRITNUIE SN EEL

TWET, EWHDIE. < D#FEHITE <R
INHDTIFRLS, YINAEVNWZSELD R
HDIFRL, FEAEDERITI N L&
WIHIFZEDHEEA— ) I —OXFFELENS
T?o%imot%ﬁfmﬂmﬁvtotbf
FRIENTEEHATLE, Ea gV %Y
wéaxwm%mm%ﬁﬁ&tawa$a ZRA

WCIEZZDTT, WhWpsd, U-o &4 (fl
) Z2R7T IR EWHSHETT,

—FH. TAUHDKRETIE, EFECI— A2
ClRE<HERINTHWTI—ZADI INZITE
THHMDPLTWNHDTLEZ, FIL IZFns )
THICHEZAIRZS SAERZEAD EENEL
tobﬁbﬁ%wa A,

“them.”  Actually, though, the American (7 AYHDREY

university system made me see how muchI A7 A1 IZEFUFEAS - 'vat NN

depended on “them,” not on myself. Whata #1% Z & IR0l TIN, AITHDIRZTS

passive student I was, and still am! IR FETNT, WEBRBZIRALESD,
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Yang: My Way of Learning English...

Yang Tao’s personal account of techniques for learning is a close-up on practices found

helpful by one autonomous learner.

My Way of Learning FADPEEEEE
English
Yang Tao 2002.3 ey Yang Tao (it#l
Kyoto University of Education RO

ZLDOHEMBLHITHDL LIS, B
Like most of other EFL teachers, I've never Jiaf & 5 — S5 & L T 2 Mtk 12 & 4]
been able to stay in native English speaking #ifEL7- Z L 23& D FHA L, ahd il
countries for a long time, or find many Z 92X R H Y EEA, SEhE
chances to practice English orally with other 9 D%, KN HENZRD T, FHHEDHR
people. T use English mostly in classrooms s ac B SEICHT 5 2 L7p & ek
and T am familiar with the way of explaining TORMMFE EFLDOH —Fik & 2 2H T
vocabularies, expressions and all kinds @925 Z EAZIIEN TV ES, PR
of grammar with combination of English — * @& « RFETIE, FEARRIZIT R L 2 4%
terminology and my native language. MiaCl L CTHGEZFE LE Lo, SGhrA
Basically speaking, I learned English mostly 7 4 7 A E—7 — DK AIZah LT Gl
from rote memorizing texts in my junior % &, EAET S Z LT O T
high, high school and college years. When 9723, FFICHGERA T 4 7 A — —Jd]
my native English speaking friends talk to  E23EE L TV D & X (2iE, HFIDIAATLY
me, it is easier to understand, but I always 1% 5 DIEFEAZBRT 2 Z L3 HE L <J& L
find that T am unable to interrupt or follow % Z &2 4 &0 £, FLOKGEIT [#
their English especially when they are FlHFHFE] O L O b DT, HFEAEET
talking with each other. T have to admit that &K <HEDONLEHITHEV LWL F
my English is more textbook like and 'mnot D72 AE72 D A, BLH ZOK
familiar with those well-used expressions 728, kT A 7 7 AL — 0 — Dl &
in our daily life. Maybe it is the biggest DKE7Z2ENTIZZRWTL & 9D,
difference for EFL teachers and English .
native teachers. MEAETE S, HOWHBETLTDOH

As a language teacher, if we can't FESEAEIRTHIE, Lo THH

use the target language in all kinds of HIZHEXOLNHDTL LI, £E9
communicative situations, how can we 2 THEDLDFFERENZMITELDOTL
teach our students and help them improve £ 973, T2 HFLTH 7 DHGEA F )L
their foreign language ability. Therefore, in  Z @D D72, LD X 95 72 T7ETH:
order to heighten my own English skills, I ~# Z#ci] TWET,
continue to study English according to the B _ o
following ways that T would like to share 1. iHZREFHEFEMZE @ 7 L E
with other EFL teachers. UATIE, WEFFEEEITL > TRWVEM

W SABOESNTWET, HHWVT
1. Keep listening to easy English programs. £ (C, FAIA 70 0 Bk D583 TI 8,
There are many good programs for English  HJ#kDFEFOIE D 25, #ELWE D LY E
learners in TV and radio broadcasting. It's KL ®OLD T, BLH ZDIFI N
interesting to notice that I, who is a quite L v ¥/ —Z & UM B LW &I
advanced English learner, enjoy those lower X7 L — A ZWRINTEZ 5D TL L 9,
level programs much more than difficult AMEREZBES L2 L & ZNEREBIC
ones. Maybe it is easier for me to absotbnew N2/ 5 2 L LIHIOZ LT, T
expressions and phrases without pressure. 725, Z DK 9 2R LA, FFIZH)
To be able to understand a foreign language ~ #&7> b HHRE T Db DO 2 BE)O L £97,
is quite different from what we can use Krashen®DZF 51+ 1 L TFE-72<R%R-
fluently. So I recommend those easy ones 72 A {E T,
especially for lower intermediate or higher B o
beginners. Here the method is completely 2. HFETEA — /25 @ HihkxrA 7
different from Krashen’s I+1. AT A=A —DKANIZH L EXA—/b

ERD LYV LTWET, EXA—LETTA
2. Keep e-mailing in English. I enjoy mailing 7 ¥ 7 D JICD o> T £ I L, 7o
my English speaking friends through e-mails. 2355 LEEOME IC G705 LV E
E-mails is concerning with our writing ability 4. & LTI ESFSREICLDT U M7
and in some degree it is also a good way to > b T, EERITIT->TWnD Z LT

learning —30— learning



practice our oral English. The form of our
output is writing articles, however, the way
of our doing is a sort of oral output. When
we write e-mails, we couldn’t help thinking
of the face of our addressed person and we
feel like that he or she is sitting at the end of
the wires behind the computer screen. Even
it is not face-to-face talking, but we can feel
the communication spiritually. And since it
is writing form, we need to choose opening
and closing words in various ways in order
to avoid the monotonous of our articles.

3. Keep taking notes. I have two note books.
The bigger one is to use at home to write
down unknown expressions when I listen
to English programs, read English materials,
magazines and novels and check e-mails,
some mistakes and errors I make in m
reports and papers. The smaller one whic
I always take with me has my students’
questions thatI can’t answer during the class,
my own questions on how to translate some
specific words into English or visa versa, and
some interesting expressions I encounter in
conversations with my friends. I don’t give
new words any chances to escape from the
net of my notes-taking.

4. Keep repeating using new words. After
taking notes, to browse them occasionally
is necessary. When I do reviews, I'm
accustomed to remembering the location
on the page, the context I pick them up
and trying to imagine new situations I
could apply them later. If possible T use
them in my e-mails, reports or pass them
to my students in the classroom. Teaching
for me is probably the best way to review
and practice those new words. Only my
students are loyal and patient enough to
listen to my talking. An§ in order to make
my explanation understandable, T have to
digest the words and choose a better way
to demonstrate. From the point of view of
some of my colleagues, teachers themselves
learn most through lessons. Exactly true
for most cases, teaching results in a good
learning for teachers themselves always.
Anyway, after saying or writing new English
words several times, I think new words are
not new any more.

5. Keep practicing with same level English
speakers. I find I can always pick up new
words and expressions from native English
speakers, but my fluency is lowered down.
Some native speakers are very easy to talk,
encouraging me always. But sometimes,
even I'm very confident with my English, I
couldn’t help being too much sensitive. If
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my partners can’t understand my English, I
try my best to explain once or twice, their
impatience, even if a little bit, will hurt me.
People are afraid of making mistakes, so
naturally T am nervous and tense when
I talk with some native-speakers, and
being bashful to beg their pardon to repeat
something I can’t catch. But it really depends
on whom I talk with. In most cases, talking
with non-native speakers is different;
especially with the people whose English
level is same or a bit lower than mine. Since
we share the same experience of hard
learning and we don’t have to worry about
looking down upon by partner. Therefore,
non-native English speakers partners give
me more free atmosphere to talk and talking
with them turns to be a real communication
without any hesitation of making mistakes.
Every EFL teachers must have their
own style of studying English. The ways
I am using fits my busy schedule and my
personality, which is just reference for you.
But I'm all ears on your opinions and ideas.

bWETH, BOOKRFEIIHI DR H D &
TTIRS, BUKICR-oTLEH Z &N
B FET, HTLFADIEGE A BiE T X 72
WE XX, TE AT ERS LTH
95 L9ICLTCWETH, & xiFh
DYLTHERLPNDWNET DL, R
DRIZe D £9, NFHEVWZRND b

If you have a
story about automomy
that you are willing
to share, send it to
Ellen Head
<ellenkobe@yahoo.com>

JALTZ200Z2 Learner Development Forum...

JALT2002 Learner
Development Forum

Sunday Nov 24, 2.45-4.05,
Room 910
Presentation No: 456

Researching Learner Autonomy

This year’s Forum presents research in
progress on key issues and challenges faced
by teachers seeking to enhance and extend
learner autonomy in a variety of teaching
contexts in Japan. Poster presentations
addressing autonomy in individual and group
learning, within the classroom and across
the curriculum will be followed by group
discussions. Phil Benson, who is advisor on
the research projects, will take an active role in
the Forum. Presenters include:

Emika Abe (Daito Bunka University)
Raising awareness: Fluency-focused
speaking practice

The aim of this study is to help learners
discover how they can consciously change
their attitudes of their learning. This task
provides a lot of opportunities for learners to
practice different strategies, enables them to

|
W
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self-monitor their improvement and facilitates 1 5 725, TF 75 FAL E 4 D HEEFE A F L
their motivation. RO DO, LD XD RGIETH
Bl ThET,
Chris Bradley (Hiroshima International
University): How choice can enhance 1. fEABRERHEAEL . T1LERT
motivation and learner autonomy. VATIE, REFFEEITL > TRWVEM
When learners are given a wide variety of 73 7? S AL S M:C v \52;0 @ E vis
choices, their autonomy and motivation to & E“\ ﬁgifﬂiﬁ 9 J:"&&Z) FHE TN,
study English will increase. The presenter will  IHk D& MOIE D 73 BLLbOLD b
demonstrate some materials and techniques & L &3 2D VG?O R k%, E, < = @ (x5 27
he used to promote choice amongst groups of ¥ ¥ ¥’ —ERE LS 0\; [ R c“*ﬁ LSl
learners of varying skills and motivation. Y Jb—= & R W;C SHDOTL L 2o
SMEREZ MRS 5 2 & & TR EWGIC
Michael Carroll (Momoyama Gakuin figu o f;vl}‘ o C é & g%” D - ,k Tj—", kS
Universit TG, ZO L) IR, FRCY)
ly ) and Ellen Head (Momoyama W B HIRAIT O b D& BES LES
Gakuin University): Institutional pressures Krashen®D =914+ 1 L1 FE »7-< Brpo
and learner autonomy 7 iETT,
Momoyama Gakuin University isimplementing
a new English communication curriculum for 2, WETCEX — /L2 EL  BELXA T
1500 first year non-English majors, centred 7 AvE—h—DOKANT=HE, EA—/L
around an in-house coursebook. The program %<V &V L TCWFET, EA—/IETA
involves more than 40 Japanese and native 5 ¢ > 7 DO HIZBb-TCxE T L. F7-
English speaker teachers. Fostering learner Z/DIZE L SEOME I L bH L EWF
autonomy on this large scale, and within 4, & L CIEEEXFEICLAT UV NS
institutional constraints such as compulsory ~ K T4, EEICIT> TWAZ &E
testing and large class sizes, presents additional HBEIZ L A7 U 7y FDO L H 72 DT
problems to those encountered by individual X772\ CL X 972, EAXA—1Z2ES L x
teachers. The presenters will examine the ways (%, FHFEOEAZ B W EL 72N HEL ¢
they have tried to create materials that promote ™ O T4 L. F/-MHFENEBFHOITZ H T
learner autonomy in this context, and will look = > v° = — &% —[E[[H O FijIZJE > TV 5 9>
at some examples of specific materials, and O X HICE U E7, mE > TOREE
their reception by teachers and students. TIELHV FEAN, 2l a=hr— 3 v
ELTODSDOEIICEEDZ ENTE
Mike Nix (Chuo University): Developing F9, N, FEEFETTOT, A
autonomous group work through project logs & KU T 5 582 TR LT, Hg§llin
This presentation looks at ways of developing SIRNEI T ORELHDHDTT,
autonomous  grou rojects by helping
learners to plan SC}?GdLII)ICS] and allocate rI())les 3. /—hald AL 2o/ — | é—:
for group work, to reflect on the progress of AL THET, REHD /) — MIHE
- ’ e 5 \ IR GEEA A
their work, and to make better choices about TR LT E ﬁ—g o g%”ﬂgﬁé %
how to organise their project work. BT D & & BERROMEE /AL & G
ATNHEE, EX—N&aF 7 Lz
EXICHTERMbRpo KRB 2 EHE
R L e =
Call for A2 C b S Z AT E T
Learning Learning, as the newsletter for the Learner It 5 ih; :

promote dialogue around the issues of learner and te3d
submissions. Issues usually contain one or more full &
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JALT 2002 Learner Development Schedule

(Presenters listed are not necessarily LD SIG members)

Date/Time Ends Room Presenter Presentation Title

Fri 22nd, 5:00 8:00 Rost, Michael Collaborating: Learning outside of class

Sat 23rd, 10:00 11:20 1003 Balsamo, William M. International Email Exchanges

Sat 23rd, 10:00 11:20 1003 Tubby, Janina Business Email Project: Empowering Students

Sat 23rd, 10:00 11:20 901 Nelson, Kristine Student Questions: A Classroom Asset

Sat 23rd, 10:00 11:20 1001-2 Bodwell, Kevin Teaching autonomy: exploring the paradox

Sat 23rd, 10:00 11:20 1001-2 Deacon, Brad Language Learning Histories: Reaffirming ourselves

Sat 23rd, 10:00 11:20 903 Clark, Mitchell A Motivation Study of English Majors in Japan

Sat 23rd, 10:00 10:45 1202 Hall, Michael Basic Business Writing through Business Simulation

Sat 23rd, 10:00 10:45 | Wind Hall | Benson, Phil Teachers’ and learners’ perspectives on autonomy

Sat 23rd, 11:30 12:15 907 Mizuki, Peter Developing Autonomy in the Classroom

Sat 23rd, 11:30 12:15 Chu Hall | Willis, Jane Making waves for the future: a less complacent look at
language

Sat 23rd, 11:30 12:15 907 Tanabe, Chihiro Are Japanese EFL learners becoming autonomous?

Sat 23rd, 11:30 12:15 901 Anderson, Thomas C. | Creating Confident Creative Conversationalists

Sat 23rd, 1:15 2:00 Koryu Kelly, Curtis The Psychology of Difficult Students

Sat 23rd, 2:10 4:.05 901 Freiermuth, Mark R. Reading Strategies of Japanese EFL/ESP Students

Sat 23rd, 2:45 3:30 902 Bossaer, Alan Teaching Students How To Evaluate Their Peers

Sat 23rd, 2:45 4:05 904 Furlow, Edward Authenticity of and for the Learner

Sat 23rd, 4:35 5:20 1003 Kenny, Tom Getting low-level conversation students to talk!

Sat 23rd, 4:35 5:55 910 Mutoh, Nancy Learner Choice and Strategies in Vocabulary Study

Sun 24th, 10:55 12:15 907 Watanabe, Takako Short Exercises through Structured Group Encounter

Sun 24th, 10:55 12:15 907 Brown, Steve Language Learning Orientation for College Students

Sun 24th, 1:15 2:00 908 Gershon, Steve Tapping the Student’s Desire to Learn

Sun 24th, 1:15 2:00 905 Black, Miriam Self-Access Language Learning in Japan

Sun 24th, 1:15 2:00 905 Edwards, Cynthia Self-Directed Listening Study in 20 Minutes

Sun 24th, 2:10 2:35 906 Shimo, Etsuko Learners’ Affect and Learning of Listening Skills

Sun 24th, 2:45 4:.05 910 Nix, Mike Researching Learner Autonomy

Sun 24th, 4:35 5:55 1101 Bevan, Greg ATale of Two Syllabi: Investing in Writing

Sun 24th, 4:35 5:55 AV Hall Knight, Kevin Motivating Learners Through Pain and Pleasure

Sun 24th, 4:35 5:55 AV Hall | Junge, Johann TALK Learning System: Learner-Centered Learning

Sun 24th, 4:35 5:20 Chu Hall | Grabe, Bill Riding the Wave of Change: From Theory to Practice

Sun 24th, 4:35 5:20 910 Benson, Phil Learner development: role of out-of-class learning

learning
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Phil Benson is this year’s featured speaker at this year’s JALT. Mike Nix talked to him about his
current thinking on learner autonomy. Phil will be giving presentations on Saturday at 10.00 and
Sunday at 4.35. Come along and talk to him to find out more.

Phil Benson[KIZGHEDJALT T 4 Fv— RAE—H—T7, Mlke Nix KW FEEEA— /I —IC

WTPhilFREFEL L 7=,
7230,

What’s been getting you excited
about learner autonomy in your own
teaching recently?

I have been teaching English at the University in
Hong Kong for more than 10 years now. The thing
that is getting me most excited is that I find that, year
by year, the undergraduate students are becoming
more and more willing to speak out in class. I also
find that they becoming more and more ‘interesting’
as individuals who have different lives, different
interests outside class, different experiences of
learning, and so on. Of course, they may always have
been like this. Perhaps it is just that they are more
willing to talk about it in class now.

In any case, I find that their willingness to talk
about their learning and experiences has a lot of
potential for autonomy. I very much believe that
becoming autonomous is a long term process that
happens in a person’s life more than it happens
in the classroom. So I find the opportunity to talk
with students about their experiences is a good
springboard for talking about autonomy.

What are some of the questions or
puzzles about developing learner
autonomy that are coming up for you
at the moment?

Two questions are occupying my mind at the
moment. As I said, I believe that becoming
autonomous is a long-term process. I am therefore
very interested in research on learners’ life histories
and I think we are going to see much more of this
kind of research published in next few years. I
have noticed that learners’ histories often have the
development of control over language and learning
as a major theme. I am very interested in what this
means for the ways in which we understand what
autonomy in language learning really means. For
example, does it mean developing a set of skills?
Or is it more a question of an attitude towards the
role of language learning in a person’s life?

What are hoping to get out of your
visit to JALT?

Well, T have some new things to say in my
presentations, which I hope participants will find
interesting. But most of all lam interested in listening.
I'was invited to a Learner Development SIG meeting
in Shizuoka in 1995, but I have not had too much
contact since then. I am really interested in finding
out how things have developed since then.

learning
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In progress now and due out at JALT2003......

The JALT Learner Development SIG
Anthology of Working Papers in Learner & Teacher Autonomy

Are you:

» Developing new materials and activities
Jor promoting autonomy amongst your
learners?

» Investigating ways to develop autonomy
that work in your teaching context?

o Working with colleagues to integrate
autonomy across the curriculum?

o Exploring ways to develop your own
autonomy as a teacher?

o Thinking about better ways of connecting
the theory and practice of teacher and
learner autonomy?

If so, the LD SIG Anthology is an exciting
opportunity to develop vyour insights in
supportive dialogue with others and publish
them in a collection that will go to teachers all
over Japan and beyond.

The Anthology brings together writing on new
perspectives on learner and teacher autonomy
in Japan. It will include reports on teacher
research, interviews and stories on all aspects of
autonomy.

The Anthology is a collaborative process. A key
aspectofthe project will be mutual critical support
and feedback on the writing of successive drafts
by all the contributors. Some of these dialogues
will form part of the final anthology.

Contributors should be ready, over the next few
months, to explore, develop and write up their
ideas in dialogue with others. Every contributor
will be giving feedback to others involved in
the project, and getting responses to their own
work from the other contributors. All of us will
also be providing a more personal context to our
contributions by writing our own short ‘stories of
autonomy’ to go in the Anthology.

Contributions already for the

Anthology include:
» Hugh Nicoll: Contexts and constraints on

learner autonomy at Miyazaki Municipal
University

in progress

e Peter Mizuki: Activities to encourage
reflection and critical thinking skills in
self-evaluation

¢ Michael Carroll/Ellen Head: Classroom
and curriculum issues - implementing
autonomy in large classes and a curriculum
for a large inflexible teaching context

* Denise Boyd: Learner autonomy in a
business English setting

¢ Mike Nix: Developing collaborative
autonomy through reflection in group
project work

e Steve Brown: A theoretical and practical
framework for autonomy in a variety of
contexts

e Miyuki Usuki: Reflecting as a learner of
English as a Second Language on teaching
Japanese as a Second Language

e Etsuko Shimo: Using portfolios for
evaluation in English as a Foreign
Langauge and Japanese as a Second
Language classes]

e Chris Bradley: Teaching materials
and techniques to offer choices for
learners with varying degrees of skill and
motivation

e Andy Barfield: Teachers’
change and development

Amongst those responding to and advising on
the development of the contributions will be Phil
Benson and Tim Murphey.

To get involved, send us an outline (about 100
words) of your contribution by December 31st
2002. Ideas for innovative ways to present your
work, such as interviews, and projects that you’d
like to explore further in 2003, are very welcome.

We'll be developing our contributions, through
additional research and dialogue with other
contributors, over the following five months.

And preparing near final drafts of up to 4,000
words by the end of May 2003.

We'll discuss these and the overall format of
the Anthology at a weekend Retreat in Kobe in
mid-June.

And then put the Anthology together for
publication by JALT 2003 in November.

Send your summaries, and enquiries about
the Anthology, by DECEMBER 31st 2002 to
<mikenix1@tamacc.chuo-u.ac.jp> or
<andyb@tamacc.chuo-u.ac.jp>

stories  of

<http://www.miyazaki-mu.ac.jp/~hnicoll/learnerdev/anthology.html>
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The 2" Annual

Call for Papers
JALT Pan-S1G Conference D

Deadline:
May 10-11, 2003 February 14, 2003

Kyoto Institute of Technology See Call for Papers for submission
guidelines.
Kyoto Chapter

Theme: Conversational Fluency: Ideology or Reality?
Guest Speaker: 1.D. Brown “On Fluency”
http://ilc2.doshisha.ac.jp/users/kkitao/organi/kyoto/

TEVAL SIG
Pragmatics SIG Theme: Communicative
Theme: Connecting Theory, Research Language Testing
and Practice Guesfc Speaker: Bob Gibson
Guest Speaker: Gabriele Kasper http://jalt.org/test/conference.htm
http://groups.yahoo.com/group/jaltpragsig/
Sponsored by
CUE SIG
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