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This is the first issue of Learning Learning for over a
year, and for that a big apology to all readers of the
newsletter. The Leamer Development SIG can be a
place where all of us, in our different and sometimes
rather isolated workplaces, can exchange our ideas,
share our reflections, think through the challenges we
face and celebrate our successes with each other. So,
with this new issue of the newsletter, we hope that
Learning Learning is once again on its way to playing
an exciting role in extending dialogue, creating
networks, and generating energy amongst us.

In this issue, several contributions foreground
questions of participation, collaboration and
community. Themes in the articles themselves, these
questions also express our approach to developing
the newsletter. Both of us would like to bring together
the different voices of SIG members in Japan and
others working on learner development in Asia and
wider afield. That's why one of our goals is to explore
connections between teachers working in different

environments and different countries, between teacher
autonomy and leamer autonomy, and between
autonomy and other aspects of language learning and
teaching such as gender, evaluation, and computer-
assisted language learning.

Our hope, in a nutshell. Through the participation of
many, individual voices we create a more active,
supportive, dynamic community where each reader
finds something special. We hope you enjoy this issue
and we look forward to hearing from you soon.

Andy Barfield and Mike Nix, co-editors

Many thanks for their participation and collaboration on
the production of this issue to: Steve Brown, Samuel
Byrnes, Kumamoto Tama, Maekawa Fumi, Miyamoto
Shigeo , Nakao Maki , Hugh Nicoll, Ohara Yumiko,
Eloise Pegoraro Lemos, Suzuki Yuko, Tabata
Megumi, Yoshida Yukako , Usuki Miyuki

Exciting Participation: The Learner Development Network

Tim Murphey talks with Andy Barfield about collaborative communities, both within
his classes and within the SIG, and how participation is one key to extending a
learning network.

Andy: Tim, hi, what's the most exciting you've done in
the field of learner autonomy in the last while?

Tim. Hil Much of the excitement comes from seeing
how socialization, collaboration, and community create
hyper-fertile breeding grounds for learning about
metacognition and new tools to use "autonomously”.

Watching how Vygotsky's "Intermental to Intramental"
happen before my eyes in my Second Language
Acquisition Class (see the article, Tools of
Recursivity, Intermental ZPDs & Critical Collaborative
Autonomy' [provisional title] that | have submitted to
JALT Joumnal. This is a follow-up to my article in the
November 2000 JALT Joumnal, 'Encouraging Critical
Collaborative Autonomy').

Andy. That's a great response from you, and thanks
for sending the follow-up article. | read through it
quickly, as well as read the one in the latest JALT
Journal. It's all fascinating, but | wish you'd cite me
more | :)

You wrote at the end of the Tools of Recursivity,
Intermental ZPDs & Critical Collaborative Autonomy’
article: "As professional educators, perhaps our own
discourses of potential lie within our ability to find
recursive means to become aware of one another's
thinking, to scaffold intermental spaces of overlapping
ZPDs [Zones of Proximal Development], and to create
collaborative learning communities."

I'm just wondering what “(re-)creating a collaborative
learning community" might mean to the readership of
the next issue of Learning Learning. Could you share
some thoughts, given that we have the newsletter, like
your SLA students, but we don't have the weekly class
(i.e., we rarely have the chance to meet up face-to-
face)?

Tim. K it is OK with you, | will write to YOU for the
moment because | feel like | know some of your
thinking and that we share some "intermental spaces”
of understanding, we are a community of two, a
community of explanation and practice although we



might do it very differently. And oft times in the past we
have been involved with many more people in our
intermental spaces as we happily intermentalized
various ideas and projects.

Hopefully articles in professional publications like
Leaming Learning open up intermental spaces for
readers to relate to and somewhat identify with. We do
this even more when we see people at conventions and
mid-year workshops. | think one of the things we have
going for us is that we all are near peer role models for
each other because we are in similar teaching
situations, having similar experiences, perhaps
similarly confused, and we are hopefully concerned
about similar matters.

And this is where the essence of a group intermentality
comes in. What are the core matters that people in a
SIG can rally behind. And these have to be specific
enough to be "marketable"” to their interests. In a way,
teacher education is what all of JALT is about, and
there is a Teacher Education SIG that is very
productive. A similar thing could be said about Leamer
Development - that is what all teachers want. So, what
is the distinguishing feature(s) that we can rally behind
and get excited about?

When a readership feels the mission of the group is too
vague, interest fades. So verbalizing, recursively, that
mission is pretty crucial. | think for the Learner
Development SIG for a long time it was learner
autonomy and learner independence which
distinguished it from all of JALT. When members come
and go and officers change there is naturally a
redefinition of focus and that can be really healthy, or if
people change and don't give much attention to
defining and celebrating an essence, then things
become vague and enthusiasm lags.

A second thing is that there needs to be a lot of
communication, either in frequency or volume for the
participants to participate in and feel part of a group.
This might be through many and frequent small
newsletters or through a few large projects, weekend
retreats and booklets. Even in my classes | have
noticed that if | do regular newsletters for a class made
up of their action log comments, they seem to gel into a
collaborative group much faster. If | have a compa
and an overnight trip they start bonding even more. If |
don't do any of these for several weeks, they don't feel
like a group anymore.

This fall semester | have been pushing this to the limit
and giving one class a newsletter every week and they
the most cohesive group | have ever had. Again these
newsletters are their voices, although | act as editor
and select them from their action logs. What happens
when they read them is that they begin generalizing
and think that many people are often concerned and
thinking about the same things.

For a SIG especially it does appear crucial to get
people participating (my favorite quote is from MC
Bateson; “Participation preceeds learning.") | think it is
great that there are so many officers. | remember you
did a great job a few years back getting people to
contribute their short bios to the Teacher Ed
newsletter. LD had people writing about their own
language learning experiences which was great.

Perhaps there is also a need to spread among
teachers in SIGs a reflective writing habit. | think, we
might think instead of asking for articles, we might
send out a question on email to our group and ask for
responses of 100 words or less and publish those, with
contributors’ names, and with summaries and author of
the question's own reflection. | think too many people
view writing articles as big difficult tasks. The great
thing about the SIG newsletters are that they are very
accessible and will help people shape their work.

Gotta go for now. Been holding on to this for a few
days. Later - they're coming to take me away!

Andy: Tim, | hope they bring you back soon too!
Thank you for sharing your thoughts and experiences
with us ... Learning communities as collaborative
communities through activity and participation... | like
what you said about the reflective writing habit - that
small contributions by many different people can make
a newsletter come alive..

What's the most exciting link that you've made in the
field of learner autonomy and development in the last
while?
<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>
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Voices of Reflection

Taking up what Tim Murphey said about
the reflective writing habit, we sent this
question by email to SIG members:
What's the most exciting thing you've
done in the field of learner autonomy in
the last while?

Naoko Aokiresponded:. We had a teaching practicum
in October. We, i.e. two graduate teaching assistants
and myself, had a principle that we wouldn't give any
direct negative feedback on student teachers'
teaching. They wanted some. But we decided to stick
to our original plan, and insisted that they should
explore their teaching by watching video recording of
their own teaching and decide on an aspect or two that
they would like to change. Describing how we

supported this often painful process would take a
paper. So | will not go into details here. Anyway most of
the student teachers had some insights into their
beliefs, desires, worries etc that they hadn't been
aware of in the end. The lesson we learned is "Be
patient and trust your learners. Given the chance and
with optimal support, they'll do the job for themselves."
That's it. Was it brief enough?!

You can contact Naoko at:
<naoko@let.osaka-u.ac.jp>

Akiyo Hirairesponded: | am always excited with
students' wonderful presentations. For example, just
recently, | asked my students in one of the applied
linguistics courses to introduce a listening activity in
class pretending they are teachers and the rest of the
audience are the students.Before or after the
demonstration or in the paper, they had to explain the
theoretical background of each procedure in their
listening lessons. One of the students came to my
office twice to talk about her presentation and she was
well prepared and included SLA theories we have
learned in the 1st & 2nd terms. Another student, who
is an American exchange student, did well, too. Since
he did not know about applied linguistics, he
photocopied several articles and a book to
demonstrate an effective listening activity. That was
fun! | enjoyed being a student and could feel what
points were important in teaching.

You can contact Akiyo at:
<hiraiaki@sakura.cc.tsukuba.ac.jp>

Mary Lee Field responded: There are two things that
have happened recently that | treasure. One was in a
writing class. Third year students were using a book
called Independent Writing. After working through all
the process steps of writing a 5-paragraph essay, |
talked again about writing as a process (at least the
third time | had talked about this) and how the steps we
had completed over several classes were generally the
same for many kinds of writing tasks. | explained that
American college students have to take a course in
writing during the first year of college to learn these
processes and to become 'independent writers.'
Students were astonished that native speakers have
to study writing, and they asked more questions about
writing processes. They began to see writing in a
different way. It changed their attitudes about writing



and about their own ability to become independent
writers.

The second experience was in a reading class. A
breakthrough in their use of reading strategies
(especially making predictions and using background
knowledge) came when students were given a LONG
newspaper piece and only a few minutes to use those
strategies and answer some questions. They were
successfull Their confidence rose, and their
eagerness to read rose with it. Hurray!!

You can contact Mary Lee Field at:
<field@mito.ipc.ibaraki.ac.jp>

Robert Betts responded: Last spring | became
dissatisfied with the attitudes my students exhibited
during my first and second year high school classes at
Hitachi Second High School. | was having some
discipline problems and my efforts to resolve those
problems resulted in me getting angry and alienating
students that | felt | had a good relationship with in the
past. | think the students and | always felt that the
teacher was solely responsible for learning. As |
reflected on what was taking place in class, | decided
that we needed to shift the responsibility from the
teacher to the learner. As a result | designed a task-
based autonomous learning series of lessons. This
style consisted of limited teacher control and the
opportunity for students to work at their own pace.

My role shifted from directing learning to counselor or
facilitator. Overall, | think our adventure into this
autonomous style of learning was very successful.
Students' comments when surveyed were generally
positive.

You can contact Bob Betts at:
<bobj.betts @nifty.ne.jp>

Please keep the reflections coming in. 100 words or
less on what's been exciting you, challenging you,
getting you thinking, about learners and teachers,
development and autonomy. To:
mikenix1@tamacc.chuo-u.ac.jp;
andyb@sakura.cc.tsukuba.ac.jp
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CRASSROOM

Chalkboard dust floats in space
As students drift towards sleep

And the instructor, inure to what's happening, Rambles on about a pet research theme -

"Now lets examine this sentence structure And analyze the genitive case

You'll notice it is post-positional,
But look where the inflected verb is placed. . ."

Eyelids heavy from grammatical stupor

My pencil records
Perfect Wisdom with imperfect delivery.

So much to memorize

That's trivial!

So much that should be taught
That's never seen!

T Newfields
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Building on the Learner Development Forum at JALT2000

A Collaborative Discussion between Emika Abe & Shuji Hanaoka (presenters), Hugh
Nicoll (moderator), Andy Barfield, Mike Nix & Miyuki Usuki (participants)

Hugh: At this year's JALT2000 conference in
Shizuoka, the presentations by Ms. Emika Abe and Mr.
Shuji Hanaoka stimulated discussion among the
participants and "audience" which several of us

have continued by email during the past three post-
conference weeks. Ms. Abe presented a study of a
speech project, in Japanese and English, focusing on
a student speech project as a medium for
consciousness or awareness-raising activities. Shuji
Hanaoka's paper described the participation strategies
of a successful L2 learner in the US.

Although the two presenters described the leamning
activities of different leamers in very different settings
- one a fairly typical university class here in Japan and
the other, a highly motivated university graduate in an
American setting, both presenters focused their
attention on the work their learmers were doing within
their specific teaching/learning situations. Thus, the
forum provided participant-observers an opportunity to
build on our cumulative conference experiences in
contemplating the presenters’ contributions to
questions about the nature of learner communities,
motivation, peer feedback, awareness raising.

| was particularly struck with how naturally the
questions raised in Jack Millet's Teacher-Ed
presentation on the reflective teacher segued to the
discussions we shared at the forum. As the discussion
proceeded | began to consider the forum, in effect, a
demonstration and confirmation of how reflective
teachers - by focusing on their leamers - can grow as
teachers, how their reflections may be rendered into a
rich learning opportunity for their colleagues. | kept
being drawn back into my contemplation of how
teachers and learners become more intelligent - more
reflective - learners, and how the differences between
the two presentations highlighted the potential for
cross-pollination in comparing and contrasting the two
settings.

The combination of the presenters' energy
("wholeheartedness"” in Jack Millet's taxonomy),
committment, acceptance of themselves, and the
constraints under which they conducted their inquiries
created the conditions that led to the discussions in
the forum, and in the email and telephone exchanges

that followed. Forum particpants were thus
empowered to form a community for the sharing of
concerns. We hope you'll enjoy and benefit from the
discussion.

Emika: Listening to Hanaoka-san's presentation, |
became more interested in making an English
community in my class. In my speech project,
students made their own community of the listener-
friendly speeches. They worked collaboratively to set
their own criteria and evaluate one another. They could
also observe other students' progress and reflect on
their own performances. Peer feedback and self-
reflection made them raise their awareness. As a
member of the community, every student took full
responsibility for supporting other students. This
positive support from others gave the students great
confidence in their speeches.

Andy: | was sorry to have missed the first part of the
Forum, but | got a lot from the second presentation,
and the discussion that it led to. Shuji Hanaoka's case
study of "Taro" was thought-provoking for me in that it
raised questions of how to create communities of
English users for English leamers when we are in
Japan, and not in an English-speaking country (the
Taro case study took place in the States). Taro's
community of learning was also his community of
English users, it seemed, from what Shuji presented.

This made me question what happens when the
community of English users is non-native speaker -
when leamers of English communicate with other users
of English who are not native speakers. Having asked
my own students recently to interview foreign students
at my university, | noticed that my students were
genuinely surprised to realise that they could use
English for talking with people from Slovenia,
Bangaladesh, Sri Lanka and Vietnam, to mention just a
few of the countries where people came from. My
students also felt to some extent that with such NNS
interactions they were not being forced to abandon
their own cultural norms of communication, which,
somehow, they felt was indirectly asked of them by
some NS of English.

Mike: This is also a question that interests me greatly.
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Shuiji's use of the idea of foreign language learning as
participation in a ‘community of practice’, and the
observation that people participate because they are
motivated to do so, is very useful. He noted that we
begin our participation as novices and may lack
confidence because of this. If the community of
practice for Japanese leamners of English is

defined as ‘native-speakers’, this feeling of being less
competent may persist and even be de-motivating. But
when the community is other speakers of English as a
non-native language, Japanese learners are on

a much more equal footing.

Andy. Shuji's presentation thus reminded me of how
much the construct of ‘English user' can both be bound
up with powerful ‘killer-language' identities (to borrow a
phrase from a presentation by Edward Haig on
Eco-linguistics), and subtly subverted, tipped over as
it were, by real contact through English with people
from other countries.

The second interesting point from me was how Shuiji
positioned himself as "observer” in order to gather data
for his case study. Shuiji visited Taro's classes, took
field notes and interviewed Taro's co-community of
learners and teachers. This made me question how
easy or difficult it is to do action research
collaboratively. | ventured the opinion that it might be
interesting to do a collaborative biography case-study
where the researcher and the researchee can achieve
equal participation by being both researcher of the
other and researchee for the other: That is, that both
parties create a case-study of the other
collaboratively. This idea was sparked from what Neil
Cowie is doing with collaborative teacher biographies,
and took a clearer form as | thought about Shuiji's
case-study.

Reflecting on these two points of interest, | see a
strong paralie! and overlapping connection between
learner autonomy and teacher-researcher autonomy.
They always strike me as two sides of the same mirror,
a kind of mask of Janus. It's as if in asking the
fundamental question - how can we foster learner
autonomy? - we are addressing the same question
both for our learners and for ourselves.

Miyuki: | was interested in Mr. Hanaoka san's research
because | have also been involved in interview studies
of Japanese EFL leamers. From his presentation and
Andy's comment, | have realized that | have always
been placing myself as a leamer rather than a

teacher in my research. (I am a Japanese language
teacher, but interested in Japanese EFL students'
views as language learners.) Probably, when |
interview students, | think that | reflect on myself

as one of Japanese EFL learners. In the future, if |
have a chance, | also would like to interview JSL
students. In this case, my interest would be | as a
researcher and a teacher of Japanese. This idea could
also reflect both, a learner of English and a researcher
of a Japanese language learner, and vice versa, a
learner of Japanese and a researcher of an English
learner.

Mike: 1 also see great potential in learning from
biographical case-studies for teachers and learners, or
perhaps teacher-leamers. Case-studies of successful
language leamers like Taro could be tremendously
useful for students as resources for developing their
own learning skills - leamers learning how to iearn from
other learners. Successful learners like Taro could be
great near-peer models. And perhaps students could
become the researchers, finding out from successful
leamers how they organise and manage their learning.

Shuji: | think that Andy brought up an interesting point
about teacher autonomy. In the presentation as well as
his comment about my presentation, he mentioned the
possibility of doing collaborative action researches
between researchers and researchees.

Even though | was not observed or interviewed by
Taro, |, in a way,could see my own learning as a
anguage leamer through Taro. Around this time last
year, | had to compile a portfolio as a requirement for
graduation. For that, | had to write a position paper
in which | was required to state my views about
language, learning and teaching, which were
reflections of my learning through the case study.
Even though the task of completing the portfolio was
exhausting, | succeeded in doing so because | had
become more aware of the values in what | was doing
and felt related to the field. This very awareness was
raised through the research. | learned who and what
I, as a teacher / learner through the research.

About English learning communities, Taro's case may
not apply to our teaching situations. We are in Japan
whereas Taro was in the English speaking community.
Having said that, we can still help our students realize
that not only NS of English but also NNS (learners of
English) can build or already are part of English
speaking communities. One example is what Andy did



with his students; having the students interview other
NNS of English. Another example is what Abe-sensei
did with her students. Abe-sensei did not tell them how
to speak, but she rather tried to make her students
realize what are important in speeches. In this way, it
seemed to me, she succeeded in leading students to
make their own English speaking community.

Mike: In her presentation, "A Speech Project as an
Awareness-raising Activity”, Emika Abe described a
project in which students gave short speeches in
English, then reflected on these, set their own criteria
for a ‘listener-friendly speech’, and used these criteria
to prepare and judge a second speech. This project
seems to me to offer a model cycle of steps for
developing autonomous reflection, evaluation and
improvement. It has the benefits of providing students
with clear goals and an understandable framework of
activities at the same time as creating the space for
them to apply their own ideas and judgements, and
could be used in many different learning situations. |
found it particularly helpful for thinking about my own
academic writing classes where | also ask students to
set their own criteria for good writing and use these for
peer evaluation and re-drafting.

Miyuki: Ms. Abe san's presentation on "Speech
Project” gave me an idea that could be added in my
class activities. | would like to try it out one day.
Through this project, Abe san has succeeded to make
the students aware of their own reflections. Also,
using L1 seemed to be an effective way to make the
Japanese students' clear understanding.

Mike: The project showed that seff-reflection and
evaluation, leading to raised awareness, can help
learners to become more pro-active, analytical and in
control of their own work. Emika reported that many

of the students used easier words, gave more
attention to organisation, and thought more about their
presentation style - voice, posture, etc - for their
second speech. For me, this reinforced the importance
of autonomy for activating the knowledge that
students already have and for focusing this in
constructive, critical self-development. It also
indicated how autonomous reflection and evaluation
can make students aware of the needs of real
audiences for their work.

Emika also reported that there was less progress from
the students in using topic sentences, drawing
conclusions or making eye contact. This raised a
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number of questions for me. Would further cycles of
autonomous reflection, criteria-development, and
evaluation lead to improvements in these areas of the
speeches? Developing critical awareness
autonomously is clearly an on-going, cumuiative
process. But is there a point at which a teacher should
intervene in the process to direct attention to issues
such as topic sentences or conclusions? And if so,
how to intervene in way that reinforces, rather than
interupts, the process of autonomous awareness-
raising? With strategic questions to focus leamers'
reflections? With suggestions? With models of
speeches (from other students or from “native'
speakers) for evaluation?

This is, for me, most challenging and most interesting
when it comes to the issue of contrastive rhetoric. In
its strongest form, contrastive rhetoric puts students
in a prison-house of their own culture from which they
can only be freed by a teacher imparting cross-cultural
wisdom. Hardly a model for autonomous leaming!
Unfortunately, Emika's class didn't have time to
discuss questions of English rhetoric. As | confront
this issue in my writing classes, | wonder how she
would introduce it in an autonomous way in her
classes.

Perhaps one approach is see the possibilities in
autonomy for students to challenge the limits of their
supposedly culture-specific knowledge. How much do
students already know - in this increasingly, culturally
globalised and hybrid world - about ‘other’ rhetorics?
What do they feel they need to know? Is there a
definitive Japanese rhetorical style that students will
recognise, agree upon, or validate? Can we speak of a
rhetoric of English academic writing or speech-making
in the singular when English is a global language,
perhaps even a set of languages? Within this global
community of English users, which audiences do
students feel they need to communicate with and
whose rhetorics are the most important to be aware of?
This brings us back to the issues raised by Shuji in his
presentation about non-native communities of English
speakers.
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Action Logging Feedback
from JHS Students

Yuko Suzuki, Nagoya University High
School

After 6 months of action logging | asked students on
Nov. 22 to write their impressions about action logging.
Action logging is a reflective activity in which students
are asked to evaluate the activities of a class and their
performances in it (Murphey 1993; Woo & Murphey,
1999; Roby, 1999). | think that they are expressing the
types of things that we want all students to feel when
they are both in and out of classes.

Several of them also mentioned the newsletters that
are composed of student comments that | have
selected from their action logs and put on a handout. |
use both of them to build a good relationship among
students and a community feeling in the class, Even
though | am only a part-time teacher, action logs help
me to know students and create positive relationships.
Many of the students comment that they especially
like communicating directly with me and reading my
responses. The comments were originally written in
Japanese, so what is below is my translation.

Following is the collection of student comments:

® | like action log, for | can talk with you.

@ Action logging is very fun. Itis like a letter
exchange between a teacher and me.

@ | like action logging, because it is like a diary
exchange with a teacher.

@ Every time I'm looking forward a reply from a
teacher. (7 more students wrote same or similar
comments.)

® | don't know why, but | enjoy action logging.

@ Action log is a good way to have a communication



with a teacher. Since | originally like writing, | really
enjoy writing this action log.

@ | think this note (Action Log) is very happy
[student’s writing]. Because it is like a letter exchange
with a teacher. And it helps me a lot to remember my
previous learning and ideas.

@ I'm very glad that | can receive a reply from a
teacher every time. And it is good to know other
people's ideas.

@ | love action logging.

@ | really love action logging. I'm always looking
forward a reply from a teacher. | like writing this kind of
thing itself, and moreover it is like a letter exchanging.
@ | think Action Log is good. Since I'm still not sure
when | should turn it in, | sometimes miss it. But it is
actually very fun and advantageous. | think it's like
having conversation with a teacher. | can know my
friends' idea and, moreover | can know your idea,
either. Recently, in reading a comic book, | found an
idea that this kind of exchanging should be done in a
way we can see what we did in the past. And the
teacher in a comic book said, | want students to keep
what they did and thought in their mind. and | myself
want to make a memory with you. Anyway, | actually
like writing to somebody itself, so it is really fun for me.
But to tell the truth, | hate make a composition about a
book after reading it.

® | don't have any special feeling toward action log,
but | like following parts of it: keeping my activity in
each class, a teacher's comments.

@ |t sometimes bothers me to write an action log
especially when I'm busy, but | like it, because | can
see what | did in the past like a diary, and a teacher
gives comments every time.

® | enjoy writing an action log very much!!!

® Action Log is a free note for me to write anything
such as pictures and comments. | like this very much.

Comments on Newsletters:

@ Action logging is helpful for us.

® it is really good, because we can reflect what we did
during the class, and | can know other classmates'
comments.

® | can know what everybody thinks, and sometimes |
find something new and great!

@ |t is so fun to read my friends' comments on a
handout every time.

@ | can share ideas with my friends, so | like action
logging.

® | think action log is very good. | can hear my
classmates' voices.

® | can write down what | thought during a class. |
think it is helpful for me.

These students are obviously greatly enjoying a
teacher's individual attention as | respond to their
communications. They seem to love writing
(communicating) for real purposes, not just as an
exercise. The ALs are real communication and they
love the exchange (really doing it) with a teacher.

| teach my students once a week. At the end of almost
every class, or after class, the students write in their
action logs, small notebooks. Therefore students do
this activity almost every week. However, not to
overload my students, | don’t give the notebooks to my
students when they are too busy such as in the test
week or when preparing for their school festival.

Basically my students write at school. | don't let
students take their action logs home, for they easily
lose them. In the beginning of the class, | return their
action logs with a newsletter containing some of their
collected comments from their last logs. At the end of
the class, the last few minutes left hopefully, | let them
write their action logs. And when there is no time, | ask
them to write after class or during lunchtime, and turn
them in before their going home. To make it easier to
collect the action logs, | made a small box to put their
action logs in and set it in each classroom.

What is most important for action logging is, 1 think, a
teacher’s attitude toward the students. The responses
are good chances to express such attitudes. The
following are the points | pay attention to in writing
responses to my students:

@ Find good points, and praise them.

® Don't force low achievers to learn more, respect
their interests. Each student has different interests
and favorite things. Try to find it, and let them write
about it. After you think there is a rapport between you
and your student, gradually increase the amount of
comments about their learning.

® Make a newsletter with joy, publish some students’
drawing instead of their comments. Students are so
pleased when they find their drawing on the newsletter.
® Tell them you're also a leamer and you want to leam
with them. This relaxes them.

® Tell them your wonderful personal experiences with
English, such as having many foreign friends, knowing
different cultures, traveling, encouraging each other
through the Internet and so on.



Basically teacher's responses are to be written in
positive future pacing way (Kindt & Murphey, 2000).
When receiving students’ writing about their future
dreams, understand them, and make your message to
encourage them have a positive image about their
future. This future pacing is also used to talk about
their English learning.

Action logging not only helps a teacher to have better
relationship with students, but aiso seems to support
students to have positive image of their English
learning.
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Learner Independence/Autonomy in Cyberspace

The AUTO-L listserv, hosted by Anita Wenden, with
guest discussion leaders from around the world has
become more active in recent months with discussions
on gender and autonomy and most recently on Teacher
Education and Learner Autonomy.

Due to a number of problems in administering the list,
Anita has taken on the role of "hands-on" list owner,
subscribing and un-subcribing new members directly
at their request.

To subscribe to AUTO-L, please send an email to Anita
directly at:

anita wenden <widyc @cunyvm.cuny.edu>

Anita asks that subscribers who lose interest or whose
email address changes to please contact her as soon
as possible. This is the only way to keep the incidence
of bounced messages down to a manageable

level.



Call for Papers
CUE 2001: The Second Annual College and University Educators'

Conference, May 12-13th, 2001
Miho Kenshukan of Tokai University in Shimizu City, Shizuoka

Autonomy: a two-day exploration into how learner and teacher
autonomy is developing, and how we can help It to develop.

Examples of questions to be explored are:
* Is autonomy a natural development of human thinking, a human right, a
culturally loaded question, an overblown ideology?
*What techniques, methods, materials and ideas can we use to enable ourselves
and our students develop their own sense of autonomy?

One-hour papers, demonstrations, workshops and roundtable discussions from both theoretical
and practical perspectives are sought as well as proposals for a limited number of two-hour sessions.
The deadline for proposals is January 25th 2001.

Information available:
http://www.wilde.org/cue/conferences/autonomy. htmi
Alan Mackenzie <asm@typhoon.co.jp> or Eamon McCafferty <eamon@gol.corm>

Those wishing to submit a proposal specifically aimed at Japanese teachers of English,
please refer inquiries in Japanese or English to Masahiko Goshi <goshi@scc. u-tokai.ac.jp>
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Making connections: Learner autonomy and
teacher autonomy

We asked Alan Mackenzie, coordinator of
the College and University Educators’
Special Interest Group (CUE SIG), to
share his views on the reasons behind
the choice of the conference theme for
CUE's second annual conference.

Alan. There are several reasons for the choice of
"Autonomy and "Exploring the connections between
leamer and teacher autonomy." These include:

» it has been missing in JALT conferences recently;
» it is part of the new Mombusho guidelines that
teachers encourage independence among their
students;

« there seems to be confusion over what the nebulous
term "autonomy” means;

- there is a widespread belief that it is what students
want, when perhaps they don';

« teacher autonomy is rarely discussed anywhere.

Mike: What issues do you see as important in the
field?

Alan: Defining terms; helping teachers to find ways of
developing themselves autonomously as well as
helping their student to develop; analysing how
autonomous learner development fits into the current
concept of what a university is, wants to be and should
be.

Mike: And the relationship between learner autonomy
and teacher autonomy?

Alan: In order for teachers to help students develop a
sense of autonomy, they must first re-conceptualise
their teaching in autonomous terms. They need to
rethink how they teach, what they teach and why they
teach it. To teach awareness, one must be aware: of
students attitudes, beliefs, behaviors, desires and
needs.

Guidance towards an autonomous state needs to be
staged because of the highly teacher dependent
learning history of most students. The teacher's job is
to slowly restructure control mechanisms so that the
learner eventually realises that they can teach
themselves.

A teacher cannot do this without an awareness of their
own attitudes, beliefs, behaviors, desires and needs.
Teachers need to first realise that they are also
learners in their own field.

Mike: Lastly, Alan, what do you hope for from the
conference?

Alan: Lively discussion, respect, depth of analysis,
epiphany, and a jolly good weekend!

Mike: Thank you, Alan!

Alan Mackenzie can be contacted at:
<asm@typhoon.co.jp>

We also asked Lois Scott-Conley, former
coordinator of the Teacher Education
Special Interest Group (T ED SIG), to
share her views on the connection
between teacher autonomy and learner
autonomy.

Andy. Lois, what do you see as the main link between
Teacher Autonomy and Learner Autonomy?

Lois: To me, Teacher Autonomy and Learmner Autonomy
are connected by the reflective cycle which can
develop both awareness and skills in teaching and
learning. In a reflective cycle the teacher/learner has
an experience, for example a class. She then reflects
on the class and draws some conclusions about what
was helpful, what may have been hindering and why.
From there she makes a plan for intelligent action so
that in subsequent experiences she is acting from
informed choices she has made and the experiences
become more and more useful.

Andy. So, you would see a strong link between
teacher autonomy and learner autonomy within this
focus?

Lois: Yes, while it's natural that in the Teacher Ed SIG,
the focus is more on Teacher Autonomy, at the same
time, as teachers become more skilled at reflecting,
observing, and making plans for intelligent action, they
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become more skilled at focusing on what learners are
able to do and what they need. Additionally, as the
teachers themselves begin to experience the power of
analyzing and taking control of their teaching, it makes
intuitive sense that they may see how the same
processes and empowerment can be useful for their
students.

Andy. Any wider connections for you between learner
development, college and university education, and
teacher education?

Lois: Teacher Autonomy and Learner Autonomy can,
and | believe should be, a focus at all levels of
education. It makes strong sense to connect the two
ideas, and the two SiGs (Special Interest Groups)
Teacher Education and Learner Development, with the
third, College and University Educators.

Some may see college-age learners as the most able
to take control of their own learning within the
Japanese educational system. College and university
teachers, with the emphasis on publishing, can also
benefit from consciously applying reflection to their
work and action.

Andy. Thank you Lois for sharing your insights.
Lois: Pleasure!

Lois Scott-Conley can be contacted at:
<lois.scott-conley @sit.edu>
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Learner development and ... participation,
community building, collaboration, teacher
autonomy, pan-Asian links, action research,
gender, self-access, computer aided language
learning, teacher education, self-evaluation...
networking links and interests...

Just take a few minutes and write a 100 words or
less (or morel) on what's been exciting you,
challenging you, getting you thinking, about

learners and teachers, development and
autonomy: What's the most exciting link that
you've made in the field of learner autonomy/
learner development in the last while?

<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>
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Interconnections: Learner
Autonomy Teacher
Autonomy

In this conversation over e-mail, Richard
Smith explores the patterns of
connection between learner autonomy
and teacher autonomy. Richard explores
how teachers, as much as learners, can
benefit from the institutional
possibilities for autonomy in education,
as well as suffer from the pressures that
institutional control and inertia exert.
(Co-founder with Naoko Aoki of the
Learner Development SIG, Richard
Smith taught in Japan for several years
before moving back to the UK as a
lecturer at the Centre for English
Language Teacher Education (CELTE) at
Warwick University, England. E-mail:
R.C.Smith@warwick.ac.uk)

Andy: Richard, hi, | wanted to talk with you about how
you see the interconnectedness between teacher
autonomy and learner autonomy - what are some of the
patterns for you?

Richard. Pleasure, Andrew - but first of all | should
define what | mean by ‘teacher autonomy'. | tend to
think of this in terms of our (i.e. teachers') autonomy
‘as learners’: ‘teacher-as-learner autonomy', or
‘teacher-learner autonomy’ as I've been calling it. |
think defining teacher autonomy in this way might in
itself make one connection clear: if we accept that as
teachers we're career-long leamers (in a variety of
areas of professional expertise), then reflecting on
and ‘taking control of our learning' has an intrinsic
value for us - just as it does for students - as well as
potentially having a positive impact on our ability to
develop students' autonomy.

So, to give you some specific examples, when | first
started to think seriously about learner autonomy it
was in relation to my own learning of Japanese, in
collaboration with others in the Leamer to Leamer
network (which subsequently evolved into the JALT
Learner Development SIG). Non-Japanese members of
this network (myself included) saw taking control of
their Japanese language learning as important in their



professional as well as personal lives by reflecting on
our own language learning experience, | think many of
us became better able to place ourselves ‘in our
students' shoes'.

In my own case, sharing ideas with colleagues about
Japanese language leaming led me to encourage my
students to share their own ideas about English
language leaming, and subsequently to engage in
various experiments with ‘pedagogy for learner
autonomy’ in a Japanese university (over a period of
about 5 years).

In the course of these experiments, | began to be
aware of another connection between (my own)
teacher-leamer autonomy and the autonomy of my
students: As they assumed/as | legitimised and
supported their assumption of an increasing degree of
control over classroom arrangements, | began to
perceive my own teaching role more and more as that
of a learner about what they were doing beyond my
control/beyond my current understanding (I became a
kind of ‘ethnographer’ of their attempts to leam in a
self-directed manner appropriate to themselves).

| needed to know what they were doing, in their various
groups, not only to retain a sense that things weren't
getting ‘out of hand' but also to be able to support their
work - provide it with some structure, enable them to
reflect on what they were doing, and learn to intervene
when it seemed to be necessary. So, teaching these
classes itself became the primary source of teaching-
related learning for me.

| gained a sense of being ‘in control’ of my own leaming
of teaching - in other words, not dependent as much as
| had been on insights from outside into how | ‘should’
be teaching, much more in touch with students'
priorities - and, | felt, developing ‘appropriate
methodology' because what | was doing reflected the
needs they’ perceived.

So, I'd suggest from my own experience that pedagogy
for autonomy can enhance the development of
teacher-learner autonomy, just as enhanced teacher-
learner autonomy (in my case, initially, in relation to
language learning) can lead to / support learner
development. A kind of ‘virtuous circle', in other words!

Andy. But getting outside that personal ‘virtuous
circle' , do you feel at all that you were able to extend
the collaboration on learner autonomy with your

students to some kind of cooperation with other
teachers? In other words, was the circle just a closed
one between you and your own students?

Richard. Well, that's a very good question because |
think it raises all kinds of important issues to do with
the wider institutional/social contexts we work in. | said
| thought what the students and | were doing in class
was appropriate (in that it depended on what

‘they’ wanted to do, not on an ‘imposed’ methodology);
at the same time, though, | was reluctant to talk
explicitly about the way classes were going with my
immediate Japanese colleagues, thinking what | was
doing might be considered too ‘avant-garde'. That's a
feature of Japanese universities generally, though,
isn't it? | mean teachers often have (or have had?) a
great deal of freedom to teach and grade students as
they like, without having to be very accountable to
colleagues, the institution (or students!). In a positive
sense this ‘teacher autonomy’ (in the sense of freedom
from outside control) enabled me to experiment,
including trusting student self-assessments when |
gave final grades. In a negative sense, it meant that
the kinds of practice | was developing with these
students couldn't be extended further across the
curriculum (and | still think students would be grateful if
they were extended!).

| have to say, though, a kind of solution to this teacher
independence / lack of teacher interdependence
conundrum was provided for me by sharing ideas with
colleagues in other institutions through JALT, and the
Learner Development and Teacher Education SIGs in
particular - in Japan, where disclosure among
immediate colleagues can often be minimal, trans-
institutional associations like JALT might be crucial in
enabling teachers to really share ideas.

(....to be continued in the next issue of
Learning Learning)

The next Learning Learning is out in April 2001.
Send your ideas, articles and reflections,
by March 15th, to:
<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>
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Japanese is My Language
Too

Cheiron McMabhill, English Literature Department,
Gunma Women's Prefectural University

The original text is writen in Japanese then translated
into English by the author.

I'm More Japanese than the Japanese

Thanks to the editors and readers of this newsletter,
this will be my third year of writing this column. What
started out as an attempt to improve my Japanese
writing (by writing first in Japanese then translating it to
English) has at times been a good outlet for my
frustrations. How | long to be able to write academic
articles and novels in Japanese - but in the meantime,
these juvenile sentences are the best | can do.

Well, | just got back from a visit to Canada and the
U.S., and I'm feeling pretty “homesick” at the moment,
although I'm not sure for where. When | am in North
America, | miss Japan and when | am here | miss there.
| went back expecting to be able to be “totally” myself
only to be toid by a Caucasian friend that | look and act
more Japanese every year. But nevertheless | noticed
with a sigh of relief that it was still much less stressful
to walk on the street and pass by unnoticed among
people who physically resemble me. So much of
modemn life is taken up walking and shopping among
strangers - in such situations, to not be stared at or
labeled as a foreigner or racial other, but to be even
smiled at and greeted, is a source of unearned,
buoyant confidence. If you have lived all your life with
male privilege or wealth or as an ethnic majority, you
will not know what | mean. You will think the
confidence you have is natural, totally deserved, and
not carelessly awarded to you by total strangers on the

basis of your penis, money or paleness. | may never
have fully admitted this myself if | hadn't had the
chance to be a racial other in Japan. And even so, my
consciousness of discrimination is dim.

Right before spring vacation and my trip to North
America, | attended a farewell banquet for my
university where the professor sitting next to me,
whom | have known for four years, spent the time
trying to teach me to use chopsticks. | wanted to

tell him that | had been using chopsticks for eleven
years in Japan not to mention since my childhood, but
instead | thought how sad it was that American friends
of African and Asian ancestry are subjected to these
kinds of ridiculous questions and comments
throughout their lives in the U.S. despite being born
and bred there. On the basis of ancestry, Japanese
American friends’ parents were thrown into virtual
concentration camps during WWII, lost their property,
and were subjected to immeasurable psychic damage.
Because of the economic and racial segregation still
prevalent in residential patterns inthe U.S., if | hadn't
been poor, in a single mother household, | might never
have lived in a neighborhood where | had the chance to
come into contact with these camp survivors. As |
can see now in the struggles of bilingual families to
pass on their minority language to their children in
Japan, if the children of immigrants are treated as
foreigners, criminals or enemies in their own country
simply because of their heritage, out of self-defense
they will try to hide or deny what identifies them as
different, that is, the language and culture of their
ancestors. In just one generation the minority
language/culture is thus lost.

But when those people’s children grow up mastering
the dominant discourse, and are still discriminated
against, they may turn to the culture and language of
their ancestors once again with a sense of deep
longing. They will seek something of special value
there, a lost identity or perhaps their self-esteem.

At least that is what | think happened to a friend of
mine whom | recently visited, a Japanese-American
man. | met him, ironic though it may seem, because |
was his Japanese language teacher at a community
college; he still can’t speak Japaneseand has never
lived in Japan, but he adores Japanese-featured
people. And he has pursued the martial art of jujutsu
quite devotedly through the years, and is a black belt
now of the first rank. When we went to see him, my
Japanese husband and a Japanese former student of



mine were laughing because even they had never
heard of jujutsu. To explain it to us, he pulled out some
English materials which stated that “Jujutsu is an
ancient hierarchical martial art that is anti-democratic -
free speech is not welcomed or encouraged.” We
wondered, why would he willingly accept and promote
to others a feudalistic value system that itself
represents such stereotypes?

But thinking about it later, | realized that there is a
tendency among ethnic minorities in any country to
preserve the heritage in a kind of static form, without
new input from the source culture. | am the same way
when it comes to American food, which | still insist to
everyone in Japan is the chicken and dumplings and
bland mashed potatoes and gravy fare of Anglo-
American families thirty years ago. | spend all my
holidays in Japan with a stained and coverless Betty
Crocker cookbook faithfully reproducing this stuff from
scratch. But in fact , when | dine in North America now
| am astounded by the odd mixes of spices from
various countries, the mish-mash of so-called ethnic
cuisine that seems so profoundly bad and inedible (not
to mention inauthentic). This last visit, my stomach
was upset the whole time and it occurred to me that
white Americans may be doing penance for their racism
by subjecting themselves in ritual fashion to a lot of
exotic-sounding balsamic vinegar. | intend to prove
this next time through a critical discourse analysis of
menu items and descriptions of Seattle’s best
restaurants.

What, you say, the food is not bad, the problem is that
| am getting old? It's a sign of middie age to become
rigid and self-righteous - to think restaurant food is a
rip-off and none of the movies are worth going to see?
Japanese people often tell me | am more Japanese
than the Japanese, but come to think of it, those who
say so are all fairly elderly. It's a sad fact that only |
and some over-sixty Japanese are still going around
trying to do nemawashi and achieve consensus and
preserve the harmony of the group. Just the other day,
| caught myself scolding a Japanese colleague who is
a year younger than me because he didn't do enough
to preserve people’s “face.” | may not have any
Japanese blood, but that is not going to stop me from
telling this guy how to use his chopsticks at the next
banquet. Thus this gaijin body may at last transcend
foreignness through crotchety oid age - a nice thought
as | turn 39.

The article was written in April of this year.
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The Politics of Linguistic Identity: 3 Views

®
| wanna master the language of opportunity
the language needed to get a Ph.D.
the language with high prestige
the language of power and technology

Show me how to talk like Hollywood stars do
the way you hear on CNN News
with powerful sounds like you hear on CDs
and the sexy, sweet tones people envy.

My language is small and insubstantial
But Yours Is Powerful, Modern, And Big.

If | master Your Expressions . . .
will more people listen to me?

(in
Each year the world is shrinking
and more foreign words appear on our walls.
If we value our own culture, shouldn't we preserve
what is unique about it and protect
our native tongue before it falls?

At first glance, foreign words seem harmiess - but in many ways they are a Trojan Horse:
Each word is tied to a larger world view
and embracing a new language
shapes many of the things we do.

So before venturing furthering into any verbal exchange
shouldn't we wear linguistic condoms to guard ourselves
from consequences which may cause loss and pain?

(1
In the world of business, English is indispensible -
this is a fact of life.
At home, however, our native tongue is vital -
in that we take delight.

Our society has a heritage equal to any -
why should we fear foreign tongues?
We can stand on our own while absorbing new expressions
without dissolving or becoming unstrung.

Linguistic xenophobia is a sign of lack of self-confidence -
our language is an ocean sufficiently deep
to absorb foreign streams without loosing its own integrity.

T. Newfields
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Book Reviews

Gardner, David & Miller, Lindsay (1999).
Establishing Self-Access: From Theory to
Practice. Cambridge: Cambridge University
Press. 276 pages.

Reviewed by Naoko Aokl

David Gardner and Lindsay Miller, based in Hong Kong,
have been active in the discussion of self-access
language learning (SALL) for quite a while. Establishing
Self-Access: From Theory to Practice is the fruit of
their wisdom accumulated over the years.

The book tells you all about planning, establishing, and
running a self-access centre (SAC). It consists of
three parts: Theoretical Perspective, Practical
Perspective, and Case Studies. The first chapter in
Part 1 explains the background of SALL, which
includes definitions of SALL in relation to autonomy.
The second chapter discusses learners' and teachers’
beliefs and attitudes, and how to prepare them for
SALL. The third chapter is a typology of self-access,
and the fourth deals with the management of facilities.
Part 2 contains nine chapters; learner profile,
materials, activities, physical settings and resourcing,
how to integrate SALL into classroom-based
programmes, counselling, assessment, and
evaluation. The case studies in Part 3 are one each
from primary (Yes, primary!), secondary and tertiary
education, and a language school.

The authors claim that "this book aims to bridge the
gap between theory and practice” (p.1) in SALL, and
they do so in some insightful ways. The book is rich in
practical information and full of ideas, from technical to
administrative to pedagogical. For example, it provides
a list of techniques for seeking funding, and another
list of documents to provide in support of your SAC
proposal. Obviously the authors did extensive
research in writing this book, i.e. talking to people
involved in SALL in many parts of the world, and
collecting the documents they prepared. (They even
refer to Richard Pemberton's 1992 proposal for a SAC
submitted to Hong Kong University of Science and
Technology.) Some may not consider this type of
research to have theoretical value. On the other hand,
it is precisely this type of research that nurtures
teachers' theory in practice.

Another example of the happy relationship between

theory and practice is that the authors present a clear
picture of what leamer autonomy is and how it can be
developed, and this picture seems to have become an
underlying principle for generating ideas. For instance
the authors discuss how to involve learners in the
management of a SAC and the development of SALL
materials, which are options logically deducible from
the theory. It may well have been the other way round -
the authors might have developed their theory of
learner autonomy in trying out their ideas - but the point
is that theory and practice seem to be organically
integrated in their minds.

The book is also very very reader friendly. Chapters
are fairly short. The 52 tables and 46 figures almost
make it unnecessary to read the text itself. And, if you
are seriously into reading, ten pages of references
point you to relevant literature. The only thing that is
missing is a chapter for nerds.

If you are involved in running or planning a SAC, this
book could make your day. Even if the closest you
could dream of to a SAC is a file cabinet of materials
made accessible to your learners, you would still
benefit from reading this book.

Gardner, David & Miller, Lindsay (1999).
Establishing Self-Access: From Theory to
Practice. Cambridge: Cambridge University
Press. 276 pages.
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Braine, George (ed) (1999). Non-Native
Educators in English Language Teaching.
New Jersey: Lawrence Erlbaum Assoclates.
Peter Medgyes (1994). The Non-Native
Teacher. London: MacMillan.

Davies, Alan (1991). The Native Speaker in
Applied Linguistics. Edinburgh: Edinburgh
University Press.

Reviewed by Tim Newtfields
Ming Chuan University, Taipei, Taiwan

Over the last decade, three texts in English have
taken a close look at ways native speakers of English
and nonnatives seem to differ - and aiso ways in which
the myth of nativism breaks down.

In 1991 Alan Davies, professor emeritus at the
University of Edinburgh, considered this issue from
varied linguistic angles, concluding that the dichotomy
between native speakers of English (NS) and
nonnative speakers (NNS) may be of theoretical
interest, but it has limited applied validity. The strength
of his 181-page work is in tieing together a broad range
of linguistic concepts and presenting many intriguing
theoretical models of what being a NS might imply. The
relative lack of empirical studies in this text is perhaps
its major weakness.

Davies notes how the term "native speaker" has at
least three meanings: (1) being a speaker of ones own
idiolect, (2) being a speaker of an uncodified dialect, or
(3) being part of a group adhering to a codified norm in
a standard language form. Davies acknowledges that
NNSs can become NSs, though it's much more difficuit
for adults to do this than children. He further notes that
it's possible to be a NS of more than one language,
though this is rare.

One of the more interesting parts of this book
concemns how NSs usually recognize NNSs. NNSs are
generally recognized in three ways: (1) for using forms
which don't exist, (2) for sociolinguistic errors, or (3)
when using terms that many NSs consider their
“property”. For instance, many NSs react unfavorably
when hearing NNSs use highly idiomatic slang. A
paradox is that the more nativelike in accent and
grammar NNSs becomes, the more stringent NSs tend
to be about sociolinguistic violations. This may explain
why some NNSs prefer not to seem too nativelike, as it
impinges on their expression and identity.
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In a prophetic way Davies concluded this work by
suggesting -

"The debate about the native speaker will go on. in that
debate it will continue to be necessary to distinguish
between the two senses of native speaker, the flesh
and blood and the ideal; and if others choose to
dismiss, as | have, the flesh and blood of the native
speaker as having no clothes, | believe they still have
use for the ideal. That indeed is a myth but a useful
myth." (p. 167)

In 1994 Peter Medgyes, a reader at Eotvos Lorand
University in Budapest and native speaker of
Hungarian, produced a 128-page work refating the
NS/NNS theme directly to the classroom, then
extending it to the ELT profession. This book puts
forward four basic premises -

(1) NS/NNS teachers usually differ in terms of
language proficiency. (2) They aiso tend to differ in
terms of teaching behaviors. (3) Item (1) accounts for
most of the differences found in (2). (4) They can be
equally good teachers in their own terms.

Listing the relative merits of NS teachers, Medgyes
comments that they tend to be less textbook-
dependent and tolerant of student errors. NNS
teachers, however, are often able to provide better role
models, teach learning strategies more effectively,
supply learners with more explicit information than NS
teachers.

Medgyes acknowledges that NNS teachers have
difficult roles. They are "at junction between two
languages and several cultures.” (p. 39) and often feel
unsure whether to establish rules based on their native
culture or not. He adds that many NNS teachers find it
difficult to separate their L1 and L2 identities,
emphasizing that teaching is a craft which requires
well-honed acting skills.

The strength of Megyes' book is in the way it
systematically covers many topics. It is probably too
ambitious in attempting to show how all four language
languages skills can be developed. This is a useful
goal, but more suitable for a book devoted solely to
that theme.

In 1999 George Braine of The University of Hong Kong
edited a 233-page volume representing the voices of
15 nonnative ELT professionals from ten countries.

This joint work reflects the controversy and hearty
polemic associated with the NS/NNS debate.

Five NNS teachers narrate their personal learning/
teaching experiences in the first section of this book.
The second section focuses on sociopolitical issues of
how sexism, racism, and nativism can create
discrimination at work. The final 87 pages explore
issues related to teacher education and self-image.

The most interesting essay in Braine's book examined
the role of textuality in constructing NS/NNS linguistic
identity. The ways that different language systems
structure thought was underscored by Claire Kramsch,
a professor at UC Berkeley, and Wan Shun Eva Lam, a
graduate student there. "Texts written in a foreign
language may put ones own native language into
question” (p. 58) they add, affirming the value of writing
foreign language diaries to construct a new sense of
linguistic identity. They also note how the concept of
"foreignness" is closely related to creativity.

Another interesting essay by Xiao-ming Li of Long
Island University described the conflicting urges
writers and language leamers may have. Often her
desire to develop a voice as a writer conflicted with her
desire to imitate "correct” language forms. Li likens this
to "trying to create ones own music before one has
mastered all the notes.” She points out that skillful
teachers see the "otherness" (p. 50) of non-native
teachers as an asset rather than a liability.

Many of the essays in Braine's book blast the native
speaker concept and highlight how discrimination
pervades the workplace. The poignancy of many first
hand accounts of prejudice gives this volume a
persuasive force.

Of these three works, Medgyes' is undoubtedly the
most useful for EFL teachers in Asia. However, those
with a keen interest in linguistic theory may find
Davies' more scholarly work of value. Many of essays
in Braine's work are deeply moving. The quality of the
essays in Braine's work, however, Is uneven; some
biur the line between fact and opinion. Moreover, when
authors attempt to make universal statements on the
basis of studies with only 5, 7, 14, or 16 respondents,
they stand on shaky ground. However, the strength of
Braine's work is in giving the NS/NNS issue a personal
perspective.
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A Wider View

A corner of the newsletter where we
take a broader look at autonomy and its
interpretations.

Michel Serres (1999, Winter). Science
and the Humanities: The Case of Turner.
The Journal of the International
Institute, 4 (2).

If the humanities mean something, then they must
define humanity, and in fact they never stop talking
about identity, in culture, in gender, in language. How,
then, to define this identity in its turn? Tautologically,
identity means that an individual is no one other than
him or herself.

To verify a person's identity, customs examines his or
her passport, whose first page announces a first
name, last name, height, eye color, nationality ...
information that expresses associations of belonging:
to the set of people with the same name, the same

body type, the same language, etc. ... | am such and
such an individual and | belong, among other things, to
one subset, 'male,’ and to another, 'French-speaking,’'
efc. ... Logic and mathematics designate belonging
and identity under two different signs, and confusing
them leads to grave errors.

What is racism, then? The reduction of an individual's
identity to one of the categories that he or she belongs
to. So it is said of someone: He's African, she's a
woman, he's Chicano, etc. Reducing identity to a
simple act of belonging, the unfortunately all too
common expressions ‘cultural identity,’ 'masculine
identity,' or ‘feminine identity’ express racism in its
pure form. You are yourself; thou art thou; we cannot
be reduced to a gender, nor to a sex, norto a
language, nor to a culture. The confusion between
belonging and identity leads to more than logical and
formal errors: it leads to moral wrongs and to the
crimes of racism.

So the person lives in the place where many subsets
overlap: Identity is born from the intersection of
belongings. The richness of the first depends, we know
well, on the number of the second.

Similarly, a man of culture, informed about his own
culture and happy to belong to it, has no right to this
title unless he knows and appreciates many cultures -
unless he cultivates their intersection. The depth of
the first depends, we know well, on the number of the
second.

Likewise, a scientist or scholar has no right to that titie
unless, ceasing to defend his own disciples or her own
discipline, she stops explaining everything from her
discipline’s point of view, but admires other disciplines,
far or near, and learns from them.

Identity comes from the intersection of belongings;
cuiture comes from the intersection of cultures;
discovery or true invention spring from the intersection
of disciplines.

As a result the hard sciences and the humanities find
themselves on the same footing as far as truth is
concerned. What one can say about humanist culture
can also be said about scientific truth:
Multiculturalism, in the first case, equals, in the
second, interdisciplinarity.

Reprinted with permission.



Networking links in learner
autonomy and development

Learner autonomy and ... participation, community
building, collaboration, teacher autonomy, pan-Asian
links, action research, gender, self-access, computer-
aided language learning, teacher education, seff-
evaluation... networking links and interests...

Some of the more prominent themes running through
this issue of Learning Learning include participation,
community building and collaboration. The
connections between learner autonomy and teacher
autonomy also form part of the pattern of interactions
between different contributions. What's more, making
pan-Asian links, carrying out action research and
questioning gender stereotypes and roles are another
part of the emerging picture. We hope these themes
will be explored in more depth by more SIG members,
as you send in your short pieces of reflective writing
for future issues of Learning Learning!

In those future newsletters, we are also hoping to
network further links on self-access, computer-aided
language learning and autonomy, and autonomy and
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self-evaluation, amongst other themes. And we would
love to hear from you about your experiences with any
of those themes, plus any others that you feel form
part of the exciting network of links for learner
autonomy and development.

Learner development and ... participation, community
building, collaboration, teacher autonomy, pan-Asian
links, action research, gender, self-access, computer
aided language learning, teacher education, self-
evaluation... networking links and interests...

Just take a few minutes and write a 100 words or less
(or more!) on what's been exciting you, challenging
you, getting you thinking, about learners and teachers,
development and autonomy: What's the most exciting
link that you've made in the field of learner autonomy/
learner development in the last while?

The next Learning Learningis out in April
2001. Send your ideas, articles and
reflections, by March 15th, to:
<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>
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