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Teachers engaged in learner development, as defined in the very first issue of Learning
Learning, might be aiming at increasing learner autonomy and/or improving use by students of
more effective learning strategies, a combination of viewpoints which was reflected both in the
title of and the variety of approaches presented at Learner Development N-SIG's May 14th
Symposium on Strategies for Learner Autonomy, organized jointly with JALT Shizuoka. This issue
of Learning Learning begins with an attempt to reproduce some of the Symposium highlights in
the form of a feature article by Phil Benson and extracts from the final “discussion via poster”
session. While Phil Benson refers to - and critically deconstructs - a relatively 'mainstream’
tradition in learner development, that of classroom-based learner 'training,’ Michael Guest - in his
review of Bernard Dufeu's Teaching Myself - shows that other, perhaps less obvious sources of
inspiration are still out there waiting to be tapped. Elsewhere in this issue, Sonia Yoshitake reports
on Anna Chamot's plenary at the TESOL 95 Convention, members write in with their own
concerns, Stewart Hartley reviews recent issues of Independence - the newsletter of IATEFL's
Learner Independence SIG - and Jenny Timmer, LI SIG's new coordinator, sends her greetings
from IATEFL to JALT LD N-SIG members. We hand it over to you now, to make the connections!

Naoko Aoki & Richard Smith




Shizuocka Symposium :

Strategies for Learner Autonomy,
May, 1995
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In this and forthcoming issues of "Learning Learning" we feature articles and discussion based on papers given at
the above Symposium, which was organized by JALT Learner Development N-SIG with the Shizuoka chapter of
JALT and held in Shizuoka City on May 14th. The Symposium benefitted from sponsorship by Shizuoka
Convention Bureau, JALT National, Creative Services International, International Thomson Publishing Japan,
Meynard Publishing, Oxford University Press and Penguin Books Japan Ltd., and involved a total of around 100
participants attending parallel sessions held in English and Japanese.
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A Critical View of Learner Training

Phil Benson

This article is a summary of a longer paper that | gave
at the Shizuoka Symposium on Strategies for Learner
Autonomy, May, 1995. In the first part of the paper, |
tried to show how the current variety of learner training
approaches has developed. | then looked at some
criticisms of learner training and added some of my
own. Lastly, | speculated on what a more critical
version of learner training might involve.

Learner training methodologies

There is some controversy about the use of the term
'learner training' itself. For example, in a recent paper,
Chamot and Rubin (1994) suggest that the word
'training' (with its lockstep implications) is
inappropriate and propose 'education’, 'instruction’ or
'development' in its place (cf. also Smith, 1994).
However, 'learner training' is a term that has been used
widely, even by some who might have preferred
something less prescriptive (e.g. Ellis and Sinclair, 198
9). Here | use 'learner training' as a general cover term,
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and | will define it as an area of methodology where
students are encouraged to focus on their learning.

Current interest in learner training goes back to the 197
0s, and in the literature, we can see six major forms in
which it has appeared (for a more detailed discussion,
see Cohen, 1990) :

1. Direct advice on how to learn languages
independently, often in the form of self-study
textbooks or manuals designed for individuals working
abroad. Advice is generally prescriptive and not based
on research. Cohen (ibid.) mentions Brewster and
Brewster (1976) as an example of such a manual, in
this case designed with missionaries in mind.

2. Methods and materials based on 'good language
learner' research, which aim to convey insights from
observation of strategies used by "successful"
language learners. These materials also tend to be
prescriptive, but they claim their authority from
research, increasingly from the field of cognitive



psychology (cf. O'Malley and Chamot, 1990).
Thompson and Rubin (1982) is an example of a manual
based on good language learner research.

3. More open-ended methods and materials, where
learners are expected to experiment with strategies
and decide for themselves which ones suit them best.
This approach is based on the view that there is no
single set of strategies that will work best for all
individuals (Cohen, 1990:15). Ellis and Sinclair's (1989
) popular learner training coursebook is based on this
principle (also, Oxford, 1990).

4. 'Synthetic' approaches drawing on a wide range of
sources. Wenden (1991) and Dickinson (1992) both
connect learner training to wider trends in language
teaching. Dickinson's book, for example, has four main
chapters based on North American strategy research,
European work on autonomy and self-direction,
language awareness, and insights for learners from
foreign language learning research.

5. 'Integrated’ approaches that treat learner training as
a part of general language learning. l.egutke and
Thomas (1991:284), for example, argue that the aim is
not to train learners first and then teach them a
language. Rather, "the task is to teach them to
communicate in the L2 while helping them to learn and
think about their learning." Nunan's (1994) Atlas
textbooks put this principle into practice by
incorporating training activities into units with language
content goals.

6. 'Self-directed' approaches. Advocates of
self-directed learning have tended to be sceptical of
the idea that students can be taught how to learn, and
they propose methodologies where learners in effect
train themselves by practising self-directed learning
with the help of self-access resources and counselling
(cf. Holec, 1980).

These six forms of learner training are not independent
of each other. Advocates of learner training have
tended to modify their views and converge over the
years. As research into learning strategies has
deepened, practitioners have tended to become less
assertive about the generalisability of learning
strategies. As Chamot and Rubin's recent (1994) paper
suggests, the effectiveness of learning strategies may
depend largely on the contexts in which they are
taught and applied. Learner training methodology has
also tended to become more eclectic, and 'learning
how to learn' is increasingly seen to be inseparable
from language learning itself. These developments
need to be borne in mind when particular approaches
are evaluated.

Criticisms of learner training

Rees-Miller (1993) has made a number of criticisms of
learner training. Her main point is that its value is far
from proven, and she points to a lack of evidence that
strategies are either teachable or effective (see also
Rees-Miller, 1994). These criticisms are directed
mainly at the North American tradition of good
language learner research and strategy training (see
Chamot and Rubin, 1994, for a response).

My own criticisms come from a different angle and are
directed at learner training generally. | am less
concerned with the effectiveness of learner training
than with what it trains the 'learner’ to be. | want to
argue that, however open-ended it aims to be, learner
training inevitably involves an implicit moulding of the
learner to approved patterns of behaviour - a process |
call the 'ideological construction of the learner.' In this
process learners are 'positioned' by learner training, in
as much as they are encouraged to conform to certain
expectations if they are to profit from it. If they do not
conform to these expectations, they may be left with
the feeling that they are either "poor" language learners
or not even language learners at all!

Learners undergoing training are, of course, not obliged
to accept positions set up for them, and this is one
reason why students (particularly adults) may resist
efforts to "help” them "improve" their learning behaviour
(Rees-Miller, 1993). Later, | will suggest that such
students might be less resistant to methods where
they are encouraged to criticise and negotiate
received models of learning. Before | do so, however, |
will discuss briefly how learner training goes about
ideologically constructing "the learner." The following
comments are based mainly on the more 'open-ended'
types of activities and materials such as those
included in Ellis and Sinclair (1989) or Oxford (1990).

Learner training activities and materials tend to position
their users in five major ways:

1. Through direct advice and suggestions inserted into
overtly non-prescriptive text;

2. By limiting the range of options from which students
are invited to choose;

3. By guiding students to discover approved norms
(often located at the centre of a range of choices) "for
themselves;"

4. Through visual and verbal images of "successful"
language learners

5. Through modes of address (e.g. the use of singular
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"YOU")

In these ways, learner training sets up implicit
constraints on the range of behaviours and activities
that may be seen as appropriate to language leaming,
and constructs a particular ideological position for "the
language leamer.” In learner training materials,
language learners are invariably rational and decisive.
They see themselves as individuals and, when they
engage in discussion with others, it is usually in order
to clarify their own ideas and opinions, not to
accommodate to others through collective decision.
They view language leaming as a cognitive activity,
not as a process of social interaction, and they tend to
solve social problems through the application of
technique.

In this way, learner training tends to position learners in
terms of a mode! of the rational, liberal-democratic
individual. Arguably, this is an ethnocentric model. If
learner training promotes autonomy, it does so only in
terms of a version of autonomy constructed from a
particularly Western individualist point of view (for a
more detailed discussion of 'versions of autonomy,’
see Benson (forthcoming); Pennycook (forthcoming).
At the same time, learner training disconnects "the
learner" from 'the student’ as a real individual living,
studying and working in a real social context. "The
learner" often appears to be an entirely abstract
individual with few other concerns than learning
languages. Leamer training seems to pay little
attention

either to the social risks of learning a language (e.g.
where the language is a means of education, in
immigration situations, or where the language forms
part of close personal relationships) or to its
transformative potential for the learner. By neglecting
the social contexts of language learning, learner
training appears to help socialise students to a form of
language learning which is disconnected from its
potential for personal and social change.

Learner training, autonomy and social
context

The reconnection of learning with life has been a major
theme in the theory and practice of independent and
autonomous learning (Freire, 1970; lllich, 1971; Tough,
1971, Hammond and Collins, 1991; Mezirow, 1991).
This reconnection, arguably, distinguishes
autonomous learning (where autonomy is seen as a
precondition for meaningful learning) from the
traditional western liberal education (where learning is

Learning Learning 2/2, July 1995

seen as a precondition for autonomy). Autonomous
learning can be justified politically on the grounds that
it helps students become critically and socially aware
participants in their own and others' lives. It is also
increasingly rational in a world where students need to
be prepared for change above all else.

One argument in favour of learner training is that it
helps learners become more autonomous. However, |
would argue that this is only possible, if learner training
pays particular attention to the social context of
learning.

Language learning always takes place within a set of
social contexts, ranging from the global linguistic order
at one extreme to the classroom (if there is one) at the
other. Literature on the classroom has suggested that
we should capitalise on its natural interactional
features for language learning (Breen, 1986). We are
also beginning to understand more about how
classroom contexts are conditioned by, and interact
with, 'macro' elements of social context (Holliday, 1994
). Effective learner training needs to address these
elements of social context directly, since students
cannot set meaningful goals or make meaningful
choices without a critical awareness of wider social
contexts and constraints.

The university students that | work with in Hong Kong,
for example, are not "free" to choose which languages
they learn. Nor are they entirely "free" to decide their
purposes in learning them. They are always subject to
constraints ranging from those imposed by teachers
and curricula to those imposed by a linguistic order
which, for example, elevates English and consigns
Cantonese (their native language) to a subordinate
role. While students are not free to ignore these
constraints, they are potentially free to criticise them
and come to terms with them both collectively and
individually. If learner training is to be helpful to these
students, | would argue that it needs to help them
develop resources to negotiate goals and objectives in
the light of critical awareness of the social contexts in
which they learn. This awareness also needs to be
fostered in an atmosphere where students are free to
question not only the ways in which they learn
languages, but also the wider social and ideological
purposes of their learning.

The kind of learner training that | have argued for, and
which | have been attempting to develop in work with
students in Hong Kong, involves four main aspects:

1. explicit attention to social contexts of learning and



questioning of accepted purposes and goals;

2. discussion of students' rights in using the
languages they leamn;

3. criticism of learning methodologies, materials and
texts;

4. explicit attention to students' personal and
collective investments in language learning.

In the past, | have attempted to implement this kind of
learning training through short courses for students
working in self-access. In these courses, students
were encouraged to go through a process of collective
discussion and decision-making, in which they worked
from general considerations (the role of English in
Hong Kong, the goals of language learning in the
educational system, etc.) to specifying programmes of
work. The objective of these sessions was to help
students to develop personal goals and methodologies
within an awareness of wider social contexts and
constraints.

More recently, | have been exploring ways of
integrating a more critical style of learner training into
more conventional classroom settings and curricula.
At the Shizuoka Symposium, | invited discussion on a
number of activities that | have used for this kind of
training. Two examples of these are included here in
the form of "recipes” for short classroom activities.
However, | would emphasise that | do not see effective
learner training as something that can be achieved
through a sequence of activities of this kind. It is
rather a question of developing relationships in which
curricula and their goals are constantly open to
criticism and negotiation.

Discussion and criticism, of course, can also become
empty if they lack consequence. Uitimately, the kind of
learner training that | have argued for can only work if it
is based on a cycle of reflection and action where
students' decisions have real consequences.

Effective self-direction implies a much greater degree
of student (and teacher) control over resources and
curricula than most of our institutions would currently
allow (Benson, 1994). The question of how we can
achieve greater control, both for students and for
ourselves as teachers, is therefore at the heart of the
problem of what constitutes effective learner training.

Contact :
Phil Benson

English Dept.,
Hong Kong Polytechnic University,

Hung Hom, Hong Kong

phone: (852) 2766 7535 (office)
(852) 2688 5969 (home)
fax: (852) 2333 6569
email EGPHIL@hkpucc.polyu.edu.hk
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Appendix
Activity 1. Why are we learning English?
This is a small-group collaborative writing activity

designed for Hong Kong students. Give students a
copy of the following text:

The Hong Kong Language Campaign has published
a newspaper advertisement which includes these
statements:

*...They say money talks, but what language do you
think it speaks? The language of international
business: English.... Cantonese is fine at home, but if
you want to compete in international business, your
staff must be able to speak the international business
language.”

A Singaporean friend has mentioned this
advertisement in her letter to you. She writes that she
is shocked to discover that Hong Kong people are
so money-minded.

How would you answer her?

Students write a short replies in groups of three or four,
then read their replies aloud to other groups.

Activity 2 What do language teachers do?

This is a small-group brainstorming and discussion
activity.

1. Ask students to brainstorm a list of things language
teachers do to help students learn languages. The
teacher should stay on the sidelines for this activity.

2. Ask students to collaboratively mark each item on
their list on a scale of 1-5, where 1 means that they can
do the item themselves without the help of teachers,
and 5 means that they cannot.

3. Ask students to discuss the items around the middle
of their scales. The teacher may join in at this point to
express a personal point of view (possibly as a fellow
language learner).

Ahadtin
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Sh¥ ./ Lost ond Found

BEOS RSO ASIBTUTOSNYERDITELE, BLHEY
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The following items were found at the symposium site on
May 14. Please contact Naoko Aoki (address on the last
page) if any of them is yours.

A blue Alice Liddell pencil case / a copy of "Learning
Leaming"1/4. (found in the presenters’ lounge) / two
copies of the symposium handbook (one has Don Maybin
handout inside) / two Penguin Books promotion holders




The Sympeosium eontinues....

The final session of the Shizuoka Symposium was
entitled 'Bringing it all Together.' Since English and
Japanese sessions had been held separately and
concurrently, very brief oral summaries were first
provided of all presentations. Groups were then formed
for further synthesis of viewpoints from English and
Japanese 'sides,' and also for participants to 'bring
together" in their own minds issues and questions
raised by the day's presentations. Participants were
then invited to raise these issues and questions by
writing on sheets of paper which were then displayed
around the room as posters. Finally, participants were
encouraged to walk around viewing posters, and write
replies directly onto them when appropriate.

Due to limitations of time, this dialogue had to be cut
short at the Symposium site itself (though for the
Ancient Greeks among us the true symposium
(derivation: 'drinking together, with conversation') was
just about to begin). We hope, then, to continue a
(sober) dialogue in these pages, and we reproduce
below some of the comments and questions on posters
at the symposium site as an invitation to you to
respond briefly in writing as if you were {still) at the
symposium. We warmly encourage you to send in any
replies, queries or comments arising from these
posters (or from Phil Benson's preceding article),
marking them for inclusion in this column, "The
Symposium continues...."

1. On autonomy

1-1. | found Phil Benson's talk about the ideological
construction of the so-called "autonomous learner"
interesting. | think we should try to become more aware
of the relation of language teaching to broader
questions of ideology and cultural imperialism (e.g.
orientalism).

1-2. How can we actually develop autonomous learning
(especially with regard to the teaching of language
learning strategies)?

<Someone replies>

| personally think what's most important is for learmners
to have explicit goals. The way to develop autonomous
learning can be naturally deduced from there.

1-3. Can we be interdependent without first being
autonomous? Is one a higher level of achievement

1
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than the other?

1-4. How about autonomy in the teacher? Freedom
from received dogmas? Questioning?

2.0n the teacher's role

2-1. Re. "Autonomous Learning in Adult Education
(Hiroyuki Nomoto) :

| wonder if true autonomous learning is only possible in
individualised learning, if we define autonomous
learning as entailing more than just learners choosing
from a menu about the content of their learning. What
is the role of the classroom, then?

<Someone replies>

Learners probably need some advice from teachers or
experts even in an individualised learning setting.
Perhaps that is the role of the classroom.

<Hiroyuki Nomoto responds>

Cooperative learning and group work are as important
as individualised learning. It's one of the teachers'
roles to bring people with the same interest together for
networking and to create opportunities for cooperative
learning.

2-2. Is there a contradiction in teaching students to be
more autonomous? If there is, what is our function?

2-3. Careful control by the teacher seems - ironically -
to be important if students are to have the space to be
free. This seemed an underlying theme of several
presentations, perhaps.

2-4. Re. "A Critical View of Learmer Training" (Phil
Benson) : | agree, it's preferable not to limit the
learner's personal alternatives for learner autonomy;
however, | feel that, in some contexts, students can
be guided by providing them with a variety of possible
strategies for learner autonomy : guidance combined
with choice (allowing for personal styles/freedom).

2-5. Isn't there a possibility that enhancing "autonomy"
in well-established self-access centres with quite
organized materials could enhance a kind of
"dependence" on the self-access centre? | mean, how
can we connect learners' autonomy as developed
within the centre to learning outside the centre?
<Someone replies>

Via follow-up suggestions : i.e.suggest possible
activities/research etc. that require learers to use
skills outside.

3. On Goal-setting
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3-1. How can we dovetail when a learner and her
teacher have different goals? (especially when it
comes to evaluating learning)

<Someone replies>

I don't think their goals are different if put in a larger
context, although the means to achieve the goal might
be different.

3-2. How can we create a learning environment where
goals are naturally evolved? (I know - | should think of
ways to do it on my own!)

4. 0On the teaching of strategies

4-1. Re. "Examining the Validity of Strategy Training"
(Isao Murayama)

Is there a place for supplying 'false’ needs in order to
teach strategies that a teacher may feel useful for a
future situation not yet perceived by the learners?
<lsao Murayama replies>

This question assumes that strategies are
situation-free (or content-free). | think it's not the
case. A strategy acquired in a 'false' situation is
applicable to false situations only.

4-2. Please provide me with bibliographical information
related to Isao Murayama's presentation.

<lsao Murayama replies>

On models of human memory:

Mayer, R.E. (1981). The Promise of Cognitive
Psychology . CA: W.H. Freeman and Company.

On teaching strategies in composition:

B - HA - FL - BE (1989) [HEEROZMOE
F] FbEL.

Unfortunately this book is only available in Japanese.

On reexamination of strategies:

Bereiter, C. and Scardamalia, M. (1989). 'Intentional
Learning as a Goal of Instruction.’ In Resnick, L. (Ed.).
Knowing, Learning, and Instruction . NJ.: Lawrence
Erlbaum Associates. pp. 361-392.

Scardamalia, M., Bereiter, C. and Lamon, M. (1994).
The CSILE Project: Trying to Bring the Classroom into
World 3. In McGilly, K.(Ed.). Classroom Lessons:
Integrating Cognitive Theory and Classroom Practice .
MA: MIT Press. pp. 201-228.

4-3. Just as you can lead a horse to water but you
can't make it drink, you can teach students learning

strategies but you can't make them use the strategies.
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Yet, | don't think it's the students' fault. Somehow
something is missing. How do we bridge that gap? Why
do some students use certain strategies and others
don't?

4-4. Cogpnitive styles and strategies seem to be
related. | wonder if learners will use strategies they
learned from strategy training that are not compatible
with their cognitive style, in genuine learning
situations.

4-5. The assumption that predominant leaming
strategies among Japanese learners - e.g. focus on
perfection, unwillingness to make mistakes, rote
memorization etc. - are the cause of low
communicative competence is often made, but not
established. The problem may be what is studied -
grammar rules, pronunciation in the form of phonetic
alphabet etc., not how it is learned.

So, should we try to change our learners' strategies
or should we strengthen - build upon - their existing
strategies and use these for development of
communicative skills?

5. General Reflections

5-1. Good idea to have simultaneous Japanese and
English presentations. Also to have bilingual abstracts
- very informative. The closing session might have
benefitted from some sample discussion questions??

5-2. Many good theoretical points were raised during
this symposium, but when it came to demonstrating
concrete examples of "learner-centered" activities, |
was somewhat underimpressed. Still, | have a much
better understanding of some of the key themes in
learner autonomy and look forward to a (better)
balance of theoretical and practical components.
<Someone writes (later)>

The concept of learner-centeredness and that of
autonomy are not identical and do not necessarily go
together. So | assume the writer actually means
"activities meant to develop learner autonomy" and not
'learner-centered' activities." More importantly,
teachers' efforts to help develop learner autonomy do
not have to be grandiose. Even a small change in
behaviour in a traditional classroom, e.g. giving a pile
of handouits to students for them to distribute among
themselves instead of handing one individually to each
student, or asking students whether they would like to
listen to the tape again during listening practice could
constitute very good instances of practice of learner
autonomy development, though these small teacher
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behaviours couldn't easily form the basis of a full
conference presentation. Perhaps we in the Learner
Development N-SIG should be more autonomous and
reflect on what we already do with our students in order
to identify "practical components" of learner

autonomy?



Book Review | g

Teaching Myself . Bernard Dufeu. Oxford: Oxford University Press. 1994.

pp. 212. ISBN 0-19-437188-3.
Michael Guest

I have enjoyed a reasonably long and happy
association with educational and quasi-therapeutic
drama techniques. Contexts have ranged from
Rudolph Steiner's curative education for intellectually
handicapped, through role-play exercises with
Australian sociology postgraduates specializing in
communications theory and practice, to spontaneity
workshops for a Japanese university Shakespeare
circle - with several other experiences in between. The
application of intensive drama to language teaching is
a possibility that has appealed to me, and I've given
some classes based on the principle, but until now I've
lacked the time and sufficient zeal to develop my ideas
very far. Thus, reading Bernard Dufeu's book,
Teaching Myself offered me an excellent and timely
opportunity to consider the matter more deeply, if not
from an armchair, then at least from a zabuton.

Bernard Dufeu is a teacher trainer and
psychodramatist, and has taught French at the
University of Mainz in Germany since 1966. He calls
his method finguistic psychodramaturgy (LPD): the
term marries linguistics to Jacob Levy Moreno's
methods of psychodrama (Moreno 1970, 1987; cf. also
Fox, 1987), in which the enactment of life situations
related to psychological problems produces a
therapeutic effect. The psychodrama patient becomes
the protagonist in a group drama, with other
participants assuming relevant roles. A traumatic
situation can in this way be re-experienced and
apprehended anew. Through a creative process of
encounter with a troubling experience, the patient
transforms, clarifies, and gains control over it.

The word 'psychodramaturgy’ tends to soften the
medical, therapeutic connotations of 'psychodrama,’
and re-orientates us to something closer to a
recognizable pedagogical framework. Dufeu borrows
the term 'dramaturgy’ from theatre practice, while
stressing that he does not refer to "putting on a show"
(p. 27), but instead intends to adapt to language
learning "principles which make drama work and
techniques derived from the stage, including
actor-training" (ibid.). Dufeu appears influenced here
by, among others, the Brazilian dramatist Augusto
Boal, whose 'theatre of the oppressed' uses

actor-training and performance to free participants
from politico-psychological and -social constraints
upon their personal development and freedom (cf.
Boal, 1979; 1992).

Here, we simply need to think of second language
acquisition as a form of self-development to grasp the
thematic continuity between language education and
Moreno's psychodrama or Boal's dramaturgy. Indeed,
recent thinkers such as Jacques Lacan have
emphasized the primary importance of language in the
very construction of the self, and Dufeu quotes
Lacan's definition of the human as "the speaking
being" (cf. Lacan, 1977) in support of LPD's holistic
approach. Dufeu emphasizes that "talking implies more
than using words within a structural framework; it
encompasses habits of expression and relationship,
interactive procedures, and types of social functioning
which cannot be neglected or ignored when designing a
language leaming method" (p. 31). In line with this, he
recognizes four functions of language - symbolic,
expressive, communicative and structuring -, and
maintains that an approach to the whole person should
consider five types of involvement - physical,
affective, intellectual, social and spiritual. In short,
learning a foreign language is not an intellectual
process alone, but an emotional and spiritual one as
well, requiring of us new ways of perceiving the world,
ourselves and others.

The activities Dufeu proposes are, | believe, very
strong stimuli for the imagination and highly conducive
to development of rappon, trust and communication.
For example (p. 103) : "Participants stand facing each
other and rub their hands together to increase their
sensitivity. A raises his or her hands to shoulder height
and B does the same, so that the palms of their hands
are now opposite each other. A slowly makes a series
of movements with the hands and B shadows the same
movements as in a mirror image. Then B makes a
series of hand movements for A to copy. Sounds can
be added to the exercise, which are echoed by the
person acting as mirror." The power of this kind of
exercise can only be understood by taking part;
indeed, to naive observers the exercises generally
may look childish, but the point is that drama is
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integrally related to children's play. It is perhaps
because of their proximity to forms of experience
relatively unmediated by conditioned, "adult" ritual - the
gruelling, ongoing, everyday assertion of the mundane
that we all know only too well - that such exercises can
so effectively stimulate the emotions and imagination,
and heighten interpersonal and self awareness.

Dufeu arranges the activities fairly convincingly into a
coherent programme and suggests how an
environment can be created in which participants
‘encounter' the foreign language, ideally as much at an
unconscious level as at a cognitive one. The role of the
teacher is to act as an 'animator,’' this role being
derived from that of the 'double’ in psychodrama who
attempts to express what the protagonist is, for one
reason or another, unable to. In LPD, this task
becomes a linguistic, and at the same time esoteric
one ("symbolically, the animator transmits the soul of
the foreign language to the participants” (p. 98)). LPD
classes use no text because Defeu considers that a
text "comes between the students and the language”
(p. 37). Rather, the programme guides students
through a series of strictly dramatic activities
calculated to stimulate the imagination and the
unconscious - through work with masks

(including blind masks) and puppets, relaxation and
poetry, myth, children's games and fairy-tales.

The dramatic encounter with the foreign language in
the creative environment of LPD itself determines what
the student needs to express, and hence the content
of the language learned. Since a significant dimension
of this encounter involves the protagonist's own
self-discovery, Dufeu believes that the language thus
learned is extraordinarily authentic, a true
self-expression: " .... it is the language of the inner
being and its relationship to the outside world, the
language of sensations, feelings, emotions, the
expression of needs and desires, observations,
intentions, inter-personal relations, etc. - a relational
language, which brings together the real and the
imaginary, and on to which a functional language can
be grafted according to need" (p. 40).

One minor criticism here would be that Dufeu's almost
throwaway "grafting” of functional language onto
students' primal acquisition of the L2 treats too blithely
some difficult questions about the relations - or lack of
them - between his concerns and methods and those
of mainstream language teachers, learners and
institutions. Having said this, | believe that Dufeu
admirably achieves the aim of the OUP New
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Perspectives series, which is "to look both outside the
perimeter of the profession for information and
inspiration, and inside the teacher as a person, to
search for ways of releasing creative energy and
ideas" (cover). Received wisdom would seem to dictate
that the subjectivity of the teacher is a vaiue to be
subtracted from the equation, that language teachers
are technicians involved in the imparting of an
objectively determined corpus of language. In
contrast, Dufeu stresses the need for teachers as well
as learners to undergo continuous personal evolution,
through development of self awareness and
expression. "Why," he asks, "encourage learners to
become autonomous in the foreign language if we
ourselves have not reached autonomy in our own
ability to express ourselves?" (p. 173). Throughout the
book, Dufeu places great importance on the personal
and interpersonal aspects of language teaching, and
emphasizes that a high degree of involvement between
teacher and student subjectivities is essential.

| am all for Dufeu's conception of language as a
"dialogue between inner worlds" (p.171). For ali the
authoritative theorizing one comes across, | cannot
help but have the feeling that, in the end, there is
something mysterious and incomprehensible about
language acquisition. Though I'm not quite so devoted
to the esoteric as Dufeu, I'll certainly make use of
some of his very good exercises the next opportunity |
have.

Contact :

Michael Guest,

Faculty of Liberal Arts,

Shizuoka University,

836 Oya,

Shizuoka 422

fax: 054-237-0212

tel: 054-238-4964

email: kfguest@la.shizuoka.ac.jp
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Journal Review [ {395

This is the first appearance of what we hope will become a regular column in "Leaming Leaming". Learer
Development N-SIG co-librarians Stewart Hartley and Sukero lto, with the assistance of Andrew Barfield and
Evelyn Sasamoto, are scanning recent issues of journals for articles related to learner development and planning
to provide you with the results of their searches. Here, Stewart Hartley kicks off with a look at :

Independence : the newsletter of the IATEFL Learner Independence SIG

Some of the articles in the Winter 1994-95 and the
Spring 1995 issues are :

# Tomlinson, B. (1994-95). Developing access-self

materials. Independence. no.10. pp.15-17.

This is perhaps the one to read if you are short of
time. Tomlinson suggests that self-access exercises
are most typically ones which can be corrected by the
learners themselves, thus ensuring that they gain
feedback while working on their own. He points out
that this usually results in very controlled exercises
such as cloze, multiple-choice, gap-filling and
transformations. He argues that such exercises focus
on declarative knowledge (knowing what) at the
expense of procedural knowledge (knowing how to),
and that these exercises, rather than drawing on
learners' own experiences and preferred learning
styles, in fact end up treating all learners as clones of
one another. What began as a way to individualise
learning thus ends up by treating all learners as the
same.

Tomlinson calls for open exercises which involve
hearts as well as minds to supplement existing
practices. He calls these access-self materials, and
proposes seven principles they should foliow :

1. Be self-access in the sense that learners can
choose what, when and where to study.

2. Be open-ended in that there are no right or wrong
answers but a variety of posible responses.

3. Engage the learner's individuality.

4. Involve learners as human beings and not 'just' as
learners.

5. Require personal investment so that learners can
make discoveries for themselves.

6. Activate both left and right brain features.

7. Provide a high degree of comprehensible input.

Tomlinson goes on to list a number of features of
access-self materials. These features include :
extensive and purposeful exposure to authentic
materials; specific focus on developing high-level
skills such as Inferencing, imaging and evaluating;
wide choice with regard to linguistic level, learning

styles, level of involvement and time; allowing learners
to work in groups when their interests coincide;
provision of feedback through commentaries rather
than answer keys, and integration into the materials of
activities which encourage learners to think about the
learning process for themselves and so become better
navigators through the materials.

| found this article useful: it reinforced my own doubts
about the rigidity of the self-access materials | ask
students to use; it suggested a way forward towards
greater independence; it enhanced my belief in the
possibility of producing 'human’ self-access materials.

# Gierse, C. (1994-95). Ideas on how to motivate
learner independence. Independence. no.10. pp.3-5.

This article deals with materials in an open learning
centre in Brazil.

# Lopez-Guindal, A. (1994-95). Some notes on using
shortwave broadcasts in ELT. Independence. no.10.
pp.5-10.

Lopez-Guindal does not only give technical advice
on an under-utilised resource, but also provides
guidelines of use to both teachers and learners.

# Eastwood, J. & Ryalls, L. (1995). Teaching learning
skills as an option lesson. Independence. no.11. pp.
3-5.

Eastwood & Ryalls deals with a learner training
course where students were given guidance in
selecting vocabulary, organising vocabulary into
groups, correcting written work, and paraphrasing. The
article presents some useful ideas for strategy training
to help learners towards greater autonomy.

reviewed by Stewart Hartley
Learner Development N-SIG co-librarians:
Sukero lto

Tokyo University of Foreign Studies
5-10-1 Sumiyoshi-cho, Fuchu-shi,
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TESOL 95 Report | TESOL 95 L=

Plenary by Anna Uhl Chamot:

Creating a Community of Thinkers in the ESL/EFL Classroom

Anna Uhl Chamot, Adjunct Professor at Georgetown
University, gave a presentation for Learner
Development N-SIG/JALT Tokyo last summer entitled
'Learning Strategies in Language Learning.' More
recently, she was a plenary speaker at the TESOL '95
convention in Long Beach, California. She defined the
TESOL community as "a community of caring
teachers, passionate learners and powerful thinkers."
Every year, teachers representing diverse cultural and
personal backgrounds, work settings, philosophies
and approaches to teaching gather for the TESOL
convention to learn from one another, share
knowledge, deepen friendships and share futures
together. This year over 8,000 participants came
together from over 100 countries. In her plenary,
Chamot proposed we use TESOL as a model to fashion
the classroom as a community of thinkers, for the
benefit of both students and teachers.

As we come to rely more and more on technology,
higher standards of knowledge and performance come
to be expected of language teachers. In learning a
language , much more than just memorizing words and
grammar rules is necessary, since students of
ESL/EFL, for example, will need to be able to use
English to justify, analyze, critique and evaluate, in
order for their ideas to be clearly understood by others.
If students are to learn how to communicate
thoughtfully, Chamot contended, the language must be
learned as a tool for thinking. Thus, expecting high
level thinking and performance from students and
helping them better understand themselves as
learners and thinkers are important responsibilities of a
language teacher.

Chamot went on to identify five instructional principles
for developing a classroom of competent thinkers :

1) Recognize and attempt to activate students' prior
knowledge. According to current learning theories, we
learn by making linkages between new information and
what we already know. Activities including
brainstorming, semantic mapping and discussion are
useful for eliciting prior knowledge. With reference to
language learning in particular, Chamot suggested that
students often need to be reminded that they already
know a lot, and that much of what they have acquired

in their native language is useful knowledge which can
be related to English learning.

2) Provide students with meaningful learning tasks that
are 'worth' thinking about. Trivial topics may elicit only
superficial thinking. Activities should be challenging.
Chamot supported content-based instruction which
develops understanding and skills in content areas, at
the same time as encouraging the development of
learning strategies which will help students become
autonomous learners of both language and content (cf.
(4) below). Chamot pointed out that content-based
instruction enables teachers to capitalize on and
develop all of Howard Gardner's seven frames of mind :
linguistic, logical-mathematical, spatial, musical,
bodily-kinesthetic, interpersonal, and intrapersonal
intelligence (Gardner, 1983).

3) Engage in interactive classroom activities appealing
to and developing students' interpersonal intelligence.
In other words, move away from a transmission model
of teaching towards an environment where teachers
and students can discover, expand and create their
understanding(s) of the world together, through
on-going dialogue and enquiry.

4) Consciously develop students' learning strategies,
including "both metacognitive (e.g. planning, selective
attention, monitoring and advance organization) and
cognitive strategies (e.g. inferencing, elaboration,
grouping, imagery, and deduction)” (O'Malley and
Chamot, 1990:216). In order to develop metacognitive
awareness in students, for example, teachers can ask
students to describe how they arrived at answers, and
share their techniques for learning.

5) Provide opportunities for students to reflect on and
evaluate their own learning. This can be done by
asking students to write a brief reflection paper on their
learning or by providing a check list that helps
students to reflect on their difficulties. Such activities
tap and help develop students' intrapersonal
intelligence.

Chamot concluded her plenary with the following three
suggestions :
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1) Find out what students already know, think and feel
about the topic you are about to teach;

2) Ask students to describe their own special
techniques or strategies for learning and remembering;
3) At the end of lessons, provide students with an
opportunity to reflect on their own learning and
innovations.

Anna Uhl Chamot will not be able to visit Japan this
summer, but she sends her regards to JALT Learner
Development N-SIG members.

Report by Sonia Yoshitake
Contact:

Sonia Yoshitake
ICU ELP, 3-10-2 Osawa, Mitaka-shi, Tokyo 181
phone/fax (h) 03-5397-5414
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News from around

the world [ ¢35

Learner Development N-SIG is continuing to exchange
publications and develop contacts with sister
organizations around the world. We reported in
Leamning Leaming 2/1 about links with HASALD and
the AILA Scientific Commission on Learner Autonomy,
and in this issue we're featuring IATEFL Learner
Independence SIG. Firstly, in what we hope will
become a regular feature, we have a letter from the
new coordinator of IATEFL LI SIG, Jenny Timmer. And
elsewhere in this issue (under "Journal Review"), you
can find a summary of contents of latest issues of
Independence , the LI SIG newsletter.

FBET 4 AOT AV MNARBRE. BAOHKEELE O

EozK,. KXHeEHTHET, FHORH] 2/1T
3. HASALD (F#tEI7 - 7o 2R%¥5) PALA (BB
CRERY¥S) $PEA— M/ I -$HBEERLOTHICD
WTRELELE. SE(L. IATEFL (ERXBEHEYS)
Learner Independence SIGD#HIA—~F 4 x—F—. Oz
Z— - FAY-DLOFRER/BLET, Dx=—13. Th
PHOOEHNIC IFBOFE] CFHEZBEVNT<KNSEDT
T, FLESELLOHULfEofk T#&EMS5) LS54
IZ. Learner Independence SIGD =21 —RX L& — I4 541
RUFIR] KBBENERBICOVTOREGHYET,
20R—THRTLLEEZ,

From Jenny Timmer, IATEFL Learner
Independence SIG coordinator

| am very pleased to be able to make contact with the
members of JALT Learner Development N-SIG in this
way and to be able to develop links with you. | must
congratulate the N-SIG on the quality of its
newsletters, and your committee in all they have
achieved in such a short time. You seem to have been
able to do a lot in the last 18 months. The LI SIG was
unable to get a newsletter out for almost two years due
to not having anybody available to do it (pressure of
work, personal circumstances etc.). This seems to
highlight the difficulties that can arise when the work
falls too much on a few people. SIGs really need their
membership to be involved. To do this we are intending
to produce a special issue of our newsletter with
photocopyable materials to help learners : fairly open
worksheets, needs analysis sheets, self-assessment
sheets etc. People like Paul Meara, Barbara Sinclair
and Susan Sheerin are supporting us. This will go on to
be published and the proceeds will fund a learmner
independence initiative. Can you help? Please send in
material as soon as possible with details about
yourself and your permission for photocopying and for
royalties to go to the Learner Independence SIG [Ed.
note : you can send your contributions to us at
Leaming Learning , and we'll forward them to Jenny, or
you can send them to her directly c/o IATEFL at the
address below].

The SIG has produced a Study Planner - A2 size - for
1996. If you are not a member and would like a free
copy please send three International Reply Paid
Coupons (for p&p) to S/P, IATEFL, 3 Kingsdown
Chambers, Kingsdown Park, Whitstable, Kent CTS
2DJ, UK.

As our members are worldwide (and a lot of them are in
Japan) the newsletter is my top priority and we aim to
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have three a year. We also have events reguiarly in the
UK, but our first one abroad will almost certainly take
place in the Czech Republic in Bmo in May next year.
We are hoping to have a regular event in the Far East
also, and working with JALT on this is something we
are looking forward to. The IATEFL SIGs have a
Symposium in Vienna next year in conjunction with the
British Council 50th Anniversary Celebrations from
26-28 September, 1996. Barbara Sinclair has agreed to
be our keynote speaker. If you are going to be in
Europe then, it's a date for your diary.
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From Miyuki Usuki

| came back from Australia two months ago, and now
work at the Centre for International Exhange at
Hokuriku University. My Master's dissertation was a
case study of strategy training for adult learners of
Japanese. In Australia, the number of learners of
Japanese has recently been increasing. However, we
can find a common phenomenon that large numbers of
students give up their learning in the middle of a
course. Also, in my teaching experience, learners who
start at the same level tend to reach different finish
lines at the end of the course : some have problems
and come to a deadlock, while others become more
eager to learn Japanese than they were at the starting
point. What is responsible for such a difference? This
question was the starting point of my research on the

effects of strategy training designed for adult learners.

First, | conducted interviews and guestionnaires, with
a focus on one learner, to collect information such as
the subject's own learning strategies, learning style,
and background of learning Japanese. After that, on
the basis of the data, | carried out strategy training of
about 20 hours in total over a period of five months,
integrating the training with tasks for learning
Japanese. As a result, although the learner's learning
style itself did not change, the use of strategies in the
learning process increased,; in particular, the learner
came to use metacognitive strategies more
effectively. | would like to report on this research in
more detail in future, and keep in active contact with
other members of the Learner Development N-SIG.
Kore kara mo, dozo yoroshiku onegai itashimasu !

Translation by Akiko Kashiwamura
contact:

Miyuki Usuki
Kokusai Kouryuu Center, Hokuriku University
1-1 Taiyougaoka, Kanazawa-shi 920-11
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From Brian Parker

I'm a Sculpture Major, secondary school teacher
runaway of New Zealand origin who is now TEFL
qualified and experimenting in a private high school. |
found the articles in the last issue of Learner to
Learner very interesting and | would hope that in the
future | might, in some way, be able to contribute. At
present, though, | would like to access information on
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the following topics. Any assistance of any kind would
be readily accepted!

1) Alternative high schools

* Schools, theories and approaches

* A.S. Neill and any others like him.

* Anything on schools or people in favour of
student-centered and/or discovery centered learning
(possibly social and/or vocationally orientated).

* Books, people, articles etc. relating to education in
general which refer to or deal with building upon a
person's primal motivations. If they also relate to
second language learning, all the better!

2) Failure

Any recommended texts on failure. How to deal with it,
approaches etc. In the classroom, in a counselling
session, in a hospital, wherever. If it's related to
education it would be a bonus, but any would be a great
help.

3) Discipline / Responsibility

* Any informaton on discipline and the teenager

* Authoritarian approaches, their effectiveness or lack
of it.

* Responsibility and its transfer from the teacher to the
student; alternative theories, the use and
effectiveness of fear and the different forms it may
take in a classroom environment, the pros and cons,
etc.

4) Teenagers and learning

Any information on approaches, theories, practices,
brain functions, hormone movements etc. which relate
to people moving from "childhood" to "adulthood" and
their learning.

Thank you for any assistance you may be able to give!

Ed. note : Anyone who can help Brian with the kind of
information he requests and/or is interested in the
same kind of areas, please contact him at the following
address :

Brian Parker
Hirata Building #3, Room 605,

2-17-13 Nishi Shinsaibashi, Chuo-ku, Osaka 542
3
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A reminder to renew
SBOWMAZEENELS !

Just a reminder to Learner Development N-SIG
members that you should renew your N-SIG
membership at the same time as you renew your
overall JALT membership, in order to avoid the
disappointment of not receiving newsletters
continuously.

FHETARAT AL NARBEDOA N~ DES AL
JALTOERZ S HIC, HRABPSOSRO—BICLODE
BENGEL | Za—AVS—RBEREM LA ICLNERY
TEEthn, BAEBRAZEOT..)

How fo join us
BEET4AROQOTAVMARBRAICABICE...

If you're a member of JALT and would like to join the
Learner Development N-SIG, please send 1,000 yen
annual membership fee to our treasurer, Yuko Naito.
Her address is : Kansai Gaidai Ryugakusei Bekka, 16-
1 Kita Katahoko-cho, Hirakata-shi, Osaka 573.
Alternatively, you can use the post office 'furikae' form
contained in every issue of The Language Teacher.

JALTOSBT. #BETF A AOTA Y MARBEICEAY
[CRYUEVWAIZ. F42%1,0000Z48RONBEBRTFEAIC
BRY I, R, 573 KPR LR #ET16-1
MESNEBERPEREFELENBTT. The Language TeacherlZ
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£

Back copies of Learning

Learning
I2FDEEI DNy oFN—2Fo>TNET,

A full set of the four 1994 issues of Learning Learning
are available for 1,000 yen from : Richard Smith,
Learning Learning co-editor, Tokyo University of
Foreign Studies, 4-51-21 Nishigahara, Kita-ku, Tokyo
114.
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in the next issue... | X234

* More from the May Symposium on 'Strategies for
Learner Autonomy’

* Preview of LD N-SIG events at JALT 95 in Nagoya
(November 3-5, 1995)

* Journal reviews and pubiications by members
*Plus much more!
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We're looking forward to receiving even more
contributions from LD N-SIG members and other
readers for future editions of Learning Learning |
Please don't hesitate to send in your own lesson
reports, letters, reflections, responses to articles or
comments you've read here, news of publications (by
yourself or others), other news items, announcements,
book reviews, longer articles, presentation reports or
anything else related to learner development! Deadline
for the next issue is September 15th, which means we
hope it'll be coming out around the middle of October,
in time for JALT '95 where there'll be several LD N-SIG
events. We hope you're planning to attend! We always
appreciate any feedback on the contents of or offers
of assistance with the editing / translation/ distribution
of Learning Learning . Many thanks to Tomoko lkeda,
Hiroko Itakura, Sukero Ito, Akiko Kashiwamura and
Chihiro Kinoshita Thomson for their help with this
issue. Thank you also to those Tokyo members who
turned out to help with folding and enveloping on July
21st! Finally, a reminder to potential contributors that
anything you write for Learning Learning might be
reprinted in sister publications by IATEFL, HASALD or
Thai TESOL. Let us know if you'd prefer this not to
happen. All contributions (hard copy and
Mac-compatible disc in Teach Text, if possible) to
either of the Learning Leaming co-editors :

Naoko Aoki

Department of Education

Shizuoka University

836 Oya, Shizuoka 422
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Richard Smith

Tokyo University of Foreign Studies
4-51-21 Nishigahara, Kita-ku, Tokyo 114
Telffax (h) : 0273-26-4376

E-mail : VYB06713@niftyserve.or.jp
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