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Welcome to the first Learning Learning of the new *ZCR

century! In this issue, we continue to explore some of
the many interconnections in Learer Autonomy, within [ Page 3.UF ¥ — K- A IAOPARERE #ﬂ

Japan, across Asia, and beyond. EHBICDOUT
R T ‘ ‘ Page 8. ¥ A - /;-—LtéﬁiM‘C’QBH
Several pieces in this issue highlight the inter- OEBESNT

relatedness of learner autonomy and teacher
autonomy, both suggesting that teacher autonomyisa  |Page 10. *7 YUY n‘lal&’c’m 3“*’

condition for leamer autonomy, as well as showing how | D&
the two can develop hand in hand. Learnerteacher Page 20-75E7 L TAS, Batm
autonomy will also be a prominent theme of the = Ay

upcoming College and University Educators SIG - & Y
conference, Developing Autonomy, in Shizuoka on Page 26. CUESM : BERORE

May 12th and 13th, co-sponsored by the Learner Page 27. X S AP HOE
Development SIG. Page 31. ¥z b3~ *)a-/vai"blu
y+ta$ﬁkaur !

In this issue, we explore links between learner
autonomy and computer-assisted-language-leaming. Page 32. U~ U2 THHIK Oz 7""‘/5
We hope, too, that you enjoy the distinctly BELLEHA FABEETOYSA '
international feel to Leaming Learning, with i A
contributions from Britain, Hong Kong, Korea, Portugal
and Taiwan, as well as Japan. The articles here span
the range from the highly constrained, textbook- and
examination-dominated Taiwanese school system, to
more liberal university settings, and, also, a Korean teacher autonomy . -

alternative learning centre and culture factory for ‘m 7.Sam Sheu dm m m
students who have opted out of the formal educational  |@Ufonamy in Taiwanese schools -
system. Pﬁg@ 13 BObMS maw m‘
wtonomous !eaming experiment -

Looking towards Learner Development SIG events at Page 16. Flavia Vieira talks about amonomy and
the PAC3/JALT conference in November in Fukuoka, teacher training

ln lhla volume P A
Page 5. Rtoha:dSmMonlwnermomy

we are delighted to report that the Learner Pagesza The CUE Comofenoo Dove!apmg
Development SIG is sponsoring a co-featured speaker ammy.

workshop on sustainable learner and teacher Page 28 Vonces from the composmon dass
autonomy by Fakrul Alam from Bangladesh and Page 30 .Jeremy Jonet:‘ on tmbgy and
Richard Smith from Britain. Not only that, but this mmy

year's Leamer Development Forum will also include ' ' ' I
presenters from Thailand and Hong Kong as well as ‘Page 33. Cynthia Leedescnbes 8

continued on page 2




Japan: Hugh Nicoll tells you more about the SIG's
other plans in his co-ordinator's message. Remember
to let us know if you're presenting at JALT (or
elsewhere): We want to include your presentation
summaries and conference reports, too.

As ever, the heart of Learning Learning is the living
contact between us all. What's been getting your
excited, puzzled and motivated with learner autonomy
in the last while? Send in your short reflections, ideas
and articles. We want to hear from you! Let's keep on
making the connections!

Andy Barfield and Mike Nix, co-editors.

Many thanks for their help with this issue to: Hiroki
Akatsu, Steve Brown, Yoji Kudo, Tama Kumamoto,
Shigeo Miyamoto, Maki Nakao, Hugh Nicoll, Mai Sato,
Yuko Suzuki, Yasuhiro Tsukada, Miyuki Usuki .

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




Interconnections: Learner Autonomy Teacher Autonomy

In the last issue of Learning Learning, Richard Smith - in conversation with Andy
Bartield - began to explore some possible interconnections between teacher and
learner autonomy. He started by defining teacher autonomy in terms of teacher-
learning, and gave some examples of how teacher and student autonomy might
develop together in practice. The first part of the conversation ended by focusing on
the wider context within which this kind of 'teacher & learner development' can or
can't take root. Do Japanese educational institutions offer particularly good or bad
conditions for developing autonomy? The dialogue continues ...

Richard: Leaving aside the issue of whether students
are 'culturally' predisposed or indisposed for autonomy
(this is how the topic has mostly been framed over the
last five years or so0), | think something that might be
just as relevant is whether teachers have autonomy in
the sense of having the basic capacity (power /
freedom as much as ability) to decide on objectives,
syllabus, materials, methods and means of
assessment - in collaboration with colleagues, perhaps
- in a particular context. If that sort of control isn't in
teachers' hands in the first place, then they have little
to 'let go' of or let students 'take control' of, at least in
that particular institutional setting, however
autonomous students might be outside it!

| think I'm talking here about constraints on learner
autonomy within an institution being very much related
to constraints on teacher autonomy, in other words
‘interconnectedness' between these two areas of
autonomy in a negative sense. And without a basic
degree of control over what and how they teach,
teachers' power to experiment and develop in a self-
directed way as teachers (‘teacher-learner autonomy')
will probably be quite limited as well.

As a university teacher in Japan | think | was ‘allowed'
autonomy in the areas |'ve mentioned to quite a large
degree and that meant | had the space to help
students take control and to learn from the experience.
Of course, as Sam Cheu implies in relation to Taiwan
elsewhere in this issue of Learning Learning, high
school teachers in Japan may be in quite a different
position: You could say, in a positive way, that they're
more 'accountable' (to colleagues, the Ministry of
Education, parents, the need to cover a particular
syllabus, use particular materials, prepare for exams
etc.) than university teachers have tended to be. In a
negative sense, junior and senior high school
teachers' freedom and so the (potential) freedom of

their students may be relatively restricted.

Returning to the situation in Japanese universities,
though, my impression when | left (a year or so ago)
was that constraints on teacher autonomy were
increasing, with greater external pressure being
brought to bear for 'relevance’, 'transparency’ and
‘accountability’. With that, though, there may be
greater opportunities for collaboration among
colleagues. Are these changes influencing your work
with autonomy at all, Andy?

Andy: 'Relevance’, 'transparency' and 'accountability’
sound very worthwhile goals if you are moving towards
an integrated curriculum and some sense of
improvement over time at a collaborative level of
working. The question is: Do teachers want that? Do
their institutions also?

From my perspective within a national university, |
would say any real change will very much depend on
the sense, within any particular department or faculty,
of a critical need to cater better to the students' goals
and styles of learning. Put differently, there needs to
develop a certain threshold of willingness to be more
responsive to learners' needs for institutional change
to happen: That may take a very long time to be
achieved - the virtuous circle of autonomy can be
extended, but it takes enormous amounts of time and
effort. It isn't an easy journey. So, autonomy maybe
best grows through informal collaborative work.

I'd also like to put the question of autonomy here in a
wider context, though. Two pressures alongside each
other: The first is that employment security is now an
issue for practically anyone working in tertiary
education in Japan, because of the falling student
population, above all. The second pressure, which |
would characterize as negative, is that institutional
networks of power and authority tend to be strongly



encoded in university working relationships and
teacher-student relationships. This can lead to a
strong reluctance on the part of teachers to
collaborate about their work or discuss teaching and
learning without intellectualising it into an academic
debate and display of knowledge - without formalising,
in other words, further control through empty
collaboration.

What makes me say that is that I've spent a lot of time
on reform committees supposedly discussing
educational change with only rarely the classroom
realities of learning and autonomy being discussed:
One modest conclusion that I've drawn is that
committee work is probably not the most effective way
to enhance either teacher or learner autonomy!

So, | think the question remains open as to how
teachers, at any level of education, should work
together to enhance their own and their students’
autonomy. Richard, what strikes you as different in
your work in the UK? Do you see any similarly strong
internal or external constraints at work?

Richard: Well, | think I've become much more
conscious of the role of external constraints since
moving to the UK, where both universities and schools
(and teachers in these institutions) have lost a lot of
autonomy over the last 20 years viz-a-viz government-
imposed quality control regimes. Where | work now
there's a lot of productive collaboration among
teachers and a strong sense of accountability (which,
when it means 'responsibility’, | don't see as a
necessarily bad thing), but at the same time I've been
feeling there's a relative lack of freedom to negotiate
with students, since intended learning outcomes,
syllabus, materials, assessment procedures and so on
have to be specified in advance, according to certain
externally imposed standards. Quite often I've felt I've
been 'jumping through hoops' to fit in with what's
expected of a teacher in this context.

On a positive note, though, | think there are likely to be
"loopholes' in this situation as in any evolving context,
including high schools in Japan, Taiwan etc., and
Japanese universities as - perhaps - they become
more accountable. One key thing for critical educators
committed to learner and teacher autonomy may be to
identify what are 'real' external constraints, and what is
in fact feasible in terms of self-directed work, possibly
in spite of appearances: I'm still learning about this in
my own current situation (I've recently discovered, for

example, that it might be possible to incorporate
student self-assessment, so long as this is
rationalized in detail in advance; also, I've learned -
now | 'know the ropes' better - that it's possible to
engage students in self-directed learning to a greater
degree than I'd previously thought possible). |
suppose every context has different constraints and
'loopholes’.

Andy: So, you're saying work through, around, with the
loopholes and identify the constraints as a possible
starting point?

Richard: Yes, the important thing may be to become
aware of what these are and what is changing about
them in one's own particular setting, as well as to work
to get 'real constraints' changed collaboratively — |
think it'd be very interesting to hear more on this from
teachers like Sam in what we might see as relatively
‘constrained’ settings like Japanese or Taiwanese high
schools - what is (as well as isn't) negotiable and
feasible in practice in such contexts? What's changing
and what can be made to change? Any chance of more
reports like that in Learning Learning?

Andy: Funny you should ask! Sam Cheu and Bob
Betts look at those very questions, and Flavia Vieira
also takes these issues up in discussing teacher and
learner autonomy ...

Coll, $FEXOHRLYBEORBROASBT—FEA
Do EDRBYRETT M ?
andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>




Learner Autonomy: Bird-in-the-hand or Bird-in-the-bush?

Samuel P-H Sheu, University of Warwick, England. UK.

Since the focus of those interested in learner
autonomy has been on the learners’ side more than on
the teachers’, rather than keeping a balance between
the two sides, Richard Smith has started to explore the
interconnections between learner autonomy and
teacher autonomy in the last newsletter (Vol 7,
12/2000). His idea of "teacher-as-leamer autonomy (in
a variety of areas of professional expertise)" gives us
an insight into a wider picture of the development of
learner autonomy. Richard is right to remind us as
teachers of the need to take responsibility for our own
teaching development as a part of our professional
practice. '

My reflection, however, is that learning autonomy of
learner or teacher depends more on the teaching
system as a whole rather than on an individual
teaching situation in terms of readiness and
practicability. The contexts for most literature and
research on learner autonomy are ESL/EFL courses at
language school, college or university level (as is the
case for most members in Learner Development SIG);
here the teachers have freedom to decide their
lessons and exercises in the classroom. The teaching
practices are flexible, and therefore learning autonomy
is practicable and achievable.

By contrast, | have found that when the students who
have been accustomed at university/college level to a
freer system return to teach in junior high and high
schools, they have to revert to a more authoritarian
system and to complete an unchangeable syllabus
which corresponds with a textbook. They have to
accomplish the tasks in the textbook and achieve the
objectives of learning English in the national curriculum
and in the school syllabus made by the Ministry of
Education, but nothing else. Moreover, there is no way
for teachers in the frontline to communicate with the
policy-makers, even though the policy does not always
meet the realistic needs. As a result, it is
unacceptable, or even unthinkable, to adopt anything
apart from the textbook in the classroom. Furthermore,
not only could many teachers (myself as well in my
early experience) not help, finding themselves at a
loss as to what to do, but also learner autonomy was
perceived as students' own responsibility in the
learning process. Thus, it was usually considered that

learner autonomy could not be developed in the
classroom.

When | prepared myself for coming to England to
study, | had studied English via the English medium,
by reading magazines, newspapers and books in
English, listening to radio, and watching TV
programmes or movies. And | had realised that these
methods were not always encouraged by my teachers
in the period of learning English, nor introduced to
students often by my colleagues. Then, | wondered if it
was sufficient for my students to study English in the
class via the textbooks and relevant exercises only; if
English was not a tool that they could use in their daily
life, why should they learn it for at least six years?
Therefore, | started to think about how | had improved
my English and then tried several activities in the
classroom. Surprisingly, | have found that learner
autonomy was not as impossible a mission as |
thought. Before describing how | developed some
autonomous activities, | should point out two practical
constraints faced by teachers in Taiwan which always
have a great impact:

After having had to use the textbook produced by the
National Institute for Compilation and Translation
(NICT) for a long time, each school under the reformed
scheme now has the right to choose its own textbooks.
However, | have found that it was difficult for the
administrators or selection committee in schools to be
aware of the necessity of learning autonomy as one of
the criteria since they have no concept of it nor even
any introduction available. Perhaps this is because
they do not want their authority to be challenged, or the
input that teachers might have is discouraged. This
suggests that administrator autonomy may have a part
to play in developing learner autonomy, yet this
possibility has not been addressed in the literature.

Even if practising teachers are involved, they have
not realised the importance of learner autonomy and
therefore they do not consider including learner
awareness/training exercises in their teaching
materials, since their attention has not been drawn to
the importance of learner autonomy during their period
of studying and training. This indicates that the idea of
teacher autonomy is very important for developing



autonomous types of learning effectively. In addition,
the preparation of such materials would impose
demands on the time and ingenuity of the teachers,
and this may simply prevent them from thinking about
it.

An examination-dominated system has made every
learner of English gasp for breath. Teachers cannot
escape from this notorious system either, because
they have to complete the textbook within a term, and
simultaneously, devote everything in the classroom to
equipping leamers with the necessary skills to get a
high score in tests. Moreover, a high score in exams is
considered to indicate that both the teacher and
student are "good", and the prestige of parents and
schools relies heavily on students’ performance.
Inevitably, competition derived from tests among them
makes any new teaching method or activity virtually
impossible in the classroom.

Within these constraints, in order to help my students
to develop their autonomy, | have tried several
activities in the classroom and found that teachers
could adopt learner training/awareness activities
accompanied with the textbook. Firstly, when | taught
vocabulary, | introduced the idea of making their own
vocabulary cards or diaries. This was very useful for
those who had no idea of learning vocabulary, but only
remembered by repetition. Secondly, since students
have been taught to be reticent in the classroom and
have developed as passive participants in class
activities, | asked them to work in pairs or groups. For
example, when | taught reading, | used jigsaw
activities (i.e., | put the sentences of a story in the
wrong order, and then asked students to work in
groups to put them into the correct order). Students
were motivated, leamt to work out the task and learnt
from each other.

Moreover, for helping them to take responsibility for
their own learning, | introduced the idea of extensive
reading for pleasure and suggested that they listened
to as much English as possible, e.g. English
programmes on TV or radio. | also asked them to form
groups to share their experiences. At the middle and
end of a term, | spared a lesson so that these groups
could discuss together what they had learned. | found
that this could encourage those who were less
motivated to learn by choosing and doing what they
wanted and liked, and sharing with their friends.

In conclusion, the paramount concem is that unless

these conditions are remedied or teachers adopt
appropriate activities, learner autonomy will remain a
bird-in-the-bush rather than a bird-in-the-hand. One
suggestion is leaving the development of learner
autonomy until students reach the freer atmosphere of
a university or college, and the increased maturity. But
how can learners or teachers develop such autonomy
later if they have not had it in the early stage of their
learning, or more seriously, if they have had a bad
experience of learning? That's quite a different kettle
of fish!

Samuel P-H Sheu is currently doing a PhD research
degree in the Centre for English Language Teacher
Education (CELTE) at the University of Warwick. He
has an MA in ELT from Warwick. His main areas of
interest are ESL/EFL teaching methodology,
particularly in extensive reading programmes, leamer
autonomy and independence in language learning.

Email: elrcs @warwick.ac.uk

FEERR: FOLORME
DFRD/N?

YIa2TIN-PH-23D TONDqsvD
X#E, AFYX 4205 2F

FEEARCRERENORADINETORAIZ. AR
ELBEAREOMDAS I RERDENDIEVYLLA, &
VERXARCOVNTROINTEL, TOLDYF¥—K -
AKX, MED=21—~ZX L%~ (20005128 Vol.7)
THEEAREHFEREOHFEORRICONWTERTSC
LEIIUDE, WD Teacher-as-learner autonomy#®
ELLTOBBOAR (BREWMARICEITS) "&W>7
ATF7RLRIC, PRAEARERBEIEILDOLIVKED
FRBEMS CEETELC LA, UFv— KL, BBICHM
NEZMRO—-BLELT. HAASORREERBEI L INE
BBITELEBOEIZES, LWOIRATELD ALV
3.

LHLBHS, BOARR. PEXCABOLRICEII38
R, VT4 RRERTEOATHEANZETRRICEST
3LY. GLAZKELTORR AT ALAREETIEND
CETHI. FREARICATIXMPOHARCANSIHWR



ROBL (3. BLEBPKELVAXIDESLPEFLOI—~ATH
3 ($PBET4+ Oy TAY FSIGOB DA /X—DRR
BEITHDLDIC. ) TS TRABBIHITHIPEPE
DEABICRHBICENTES, AREBRILF TN
T, TOLHEROARIRAICHEL, RLRIFSIENT
&3,

HEMIC, HE. KEURANTOLYVEBRYATARLRN
TWAREHPLERPERICE > THAIWEIC. @SV
UHBNAZSATACRY., HHBCHSELTOT, BA3
SEDTERVWSSARAERREERIFNEZSRNILE
RALA., BSRBHBCE->TIRAIERRL, XBHE
EILE->THOSNETaFNAVF IS LARERD SN
AR AXBLBOERERRLATNIZSARN, 5
1. B—BTHAIPBICE > T, LEARWERSARNY
Bo—XEHH>TWVENELTH, HRREFEIIaZ

r—brTA3AEGEL, BRELT. UETRAHEILOM
NEVWHEAIRREDORATILOHENZODS, D
FHLERBCELTHTERN, TOLESIC, S<OWESIZ
GAOVMMOARRERTHEITHHALIK) BFAS

%, FETREHEVSIRNDSHNHT I EHNTERZNT
HYTHEL., LEFARIALERABLETSREEARD
RELLTREIIMSNTLESZ, TDLIICLT, Xi.
SEEARBRICBVTRRRT I LN TEZNEER
chi.

HZMBOADSFYRICEDIBNELTIVLEBIC, RET
BONENBOTROEERALY, SOFERNLEY. T
VERPREZREV EWS A, AT T7EBLTREERA
%, FTLTHE. ChSDOFESRORBLENMOBBIC

EOoTREEBEZNTIVEDIITIRZL, RAORAMRICE S
THLERICLEFLEBAZATIVEDITRANIELR
J, FATHIS. ROPERITEST, RRENET.
BHBETNCHRLAERBLATERLTRERILETHIR
DEZSpLB/A, REN., AVEZFTEASHATHS
DITIREN, £T35E, BEASIIRETS 6 FM.
REESLERZTNEZSENON? ZOLSICLT, #ZE
DESCLTHASORBE LRI UL OEHBD. X
T DOLDEMNERS =, M AREZLIC, PEXAREI
BB > TWEREFRTEZERTREN Do L.
BNEDELSICLTHRNIEHERRE ELORANTIN
IS, BBONSHFEE LA DORERZHBICONTHENR
TRELLBDNDS, TELTEDOHBIL. BITKELZA
I +EHOTWS,

KL \ENational Institute for Compilation and
Translation (NICT) K& > THSh AR BEEDZITH
52V ENIRADK. ENThOERIYESNLR

MOHE, BAOHHBLERIFHE/TNS, LLad
5, HMZEROFRECLHHERREALCL > TELEOAR
DABRBRD—DELTHREETHILCAT LR
Lhebhofk, ZEAZS, RSRLEOAREVSREE
BEBWVETTEL, EABREBOAFARETIRAI L
HTHD, BEHK, COTLRBSHPBRERBEND
LEREZND, WS OTHAI/4 Ty FERBLE
WADTHS S, ChZEEEOARILEEARERRS
HIDICEWMEHDOLERLTNSN, TOFAEMIH
ETOXKTIIREENTOEN,

BARRBESRMDOOLELTS, BSRPREARORENE
CRMTOTOVEOEDIC, 85O P NEN6ECPE
FHROREELCOVWTHSOXEFAITSNIRIZND
T, BHOPIC, LEXOBRLP M —=2J/ORAES
UREZFRLAZ. ThRZIC, BSOELEMLNERNEIC
PEEAROBERCOVTHSDOEIESAITONII LR
ZW., COZERBBARSARNZEEEDRNCRRS
HEADICEBTHEILERLTNS, EDIX. ARY
BELBOLOORNAHERRT I LRIBMERBORY
HELPEEL, MCZOIENARNTPELCONTERD
CEEBITA.

HRUEENISATALLTOXEPEERIBEYSL

. BEOESE, COMROBOATFALSHRITFHT L
HTEZN, SHMOSSICHHEERR,. ANCHITR.
2TERMIT, LERENTAPTCERVAERIALHICHEL
ZAFNERMAEES, TOL. BRTOBBIIRDE$E
OFSY (BB THEH-LERL., REELPROMAT
$40 [Tx) CKEL LTS, BRBICTAMC

o TLEOMICHESSNARSIL. AL VR
PEDEOLHEATRRABICFAEILCT S,

CNSOSEBOPT, RIZLEOHRORBRERMITILDIC
RETE<OENERS. BHE. HUWCR->LPEEL
V== /PBRMEDERERYANDILNTELIED

Pofe, RUHICERERAHIC, RIIPERAOER

A—-EPERAREHIEVITATTERALLE, Chid
MICRYEBLICLIRRLUNC. EREZRTDHIENDITA
F7HEPOLLBECE > TAERICIL L, RIS, $&
BAFTREBAECLCTILOCHASN., BARENHORBHN
APMBELLTRELTVEDT, BRBSICRTRIN—
TTRETILOCE- . BAIL. BRERRAIBWISY
V-EEEE-~ (DFEY, MEOXETLESHIZMERTE
RT, 2ECI/N—TTELLRBRICERDILICED) .
S4BT SN, RECRVESR. SEWDSEATH
r.



10

EEK. PECATAROLRCRELRLEDILIC, X
LHDLEDICE RRETOIEVSITAT7ERAL. B
BFVEQRBORERS A REARIRY S<OXEE
M<ESCHRRLAE, £ BELI/NV-TEHEY, AROD
BREIT7TILIE oKL, FMOTMEBRICHMER
3T, SREDIN—-THRARZEICE—RICHRTES
LIRLE. BRIPEN, ARFPYLENILEASTE

U, RITL. TNEISAA—-PELITTEIILET. ¥5
KHEYMBMERL B DO LPEEPIMICZ I EHNT
&3&Lbpo 1.

BMELT, BOMULSBIDORIDEIBAVYT43 Y
FRBRESNID, BARSRETERERAT I LT
2. FEXOARRFOLOREZDILYELAIROPOR
DEETHILTH D, REVFKPLTOLY HEZREN
TREELICAZY. THCRRTIETELREOARONE

EONWTRFABVNEWSHRLD D, LrLAENS, $8
DREVBRTIDLSZAREEFR L ARNEERETIC,
SURACIE, MNOBRKTENLEEREL->TLESL
B5ME, EDLSC, LREPHBIRICE>TIDLIR
HRERBESHDI LN TREEZ I 0?2 FNIZL< RO
HoRETH 3.

YIaTIN-PH-2avRRE. TNV« v IKREORE
PABRR >4 — (Centre for English Language Teacher
Education (CELTE)) T. PhDOABDOHMRETo>TLE

T. BRIV v OXRETELTOS LB ERY, RN
SFIIESL/EFLIIRE. NICHBARR IO/ S A, $RER
* ESELVCEII38URETY.

Email(3: elrcs@warwick.ac.uk

EREODHBEFEICHATIRER

XRAS, 3Z2a=5-32%8 ON—p-" KT - Xyy

BEFEOR. BA0LE (KR, 254%) OPBICHTIE
EFARMCOPILI LRV ELLE, MRERNZNEERD
HEERVT, ASTBARRORRTRDO AT LERK
LTWET, TNETO2FNASE/AELL, BRD
BYOBRBTTONSZ &3, ARSI PO-ALT, B
REBDYISETICONT, RLAKHBOMBERSLT
NWEFELL, £ERVERTVERADLSILCABIICONT.
SRCB<OFBFOABESATOEELL, 1200OM.
RIEEEMRL. TORR, ERBIVRTT->TVI L
ISBELTSEY., BWSRREHEZORY, BROXDERE
CBTLENCLCHATEROELL, £REIXRICAETS
DHEFPH>TNTSH, ASTHNEE-ST, XOEMICHE

ATOC S LRSS LERATLE, PRICBTAMESSH

REFBOHFERICONT, £RRADFLIRNOBEE
RUELL, TCTHRR, TNETAVWTOLARSPLOS
BAZEDS. PEREPODFEARNERADCLEEAN
HELL, BERZS, BENCREEARCHLDELROR
FEENOTHS5. BAHELROTATIOLDHLEFICHSD
CERFELLBNERSIHSTY.

BOGRBEBETORRL. £EEANICHMTIIILES
EHTIC. BEANIK (DFEY, SMEMILY. RESR
BILEALT) BRTILTOK ZLCRONTVEL

K., LHALBHSEBETR., SYARANICHBTILTOLKS
ERMAEHTHROELLE, DY, £BTO0ERLCEN

T, BRTEIBALTNEWRLTOLS RS, ABICE
ECARTWELVTIMATIEEATOEET, I,
COFAERETIADICIE, PEEICRRALEAILE
BHHEILICHMTEELL, $PRRSPLRAREROBC
LHTE, @LOBBILHLLAR-IATLETEINRES
ABNh3X2ZDOTY,

ChETORRORED S, EA, £ROYEBEETRI
NWEHSBHLERR. RUTIR. 2R 0B00ARLERS
ANDREEBALELLE, 1 5520 w®MIT. BLE3S
ATLE, BRMD7L YR/ DEODIRI I~ ET—D
I—bESR. BHBROF—-TE8D2H4YEJL, LL
BEORAICBDDYAR= VY T—-AEBRLELE, 5
HRIEDT—ATHHEBOY A=V /BBETd &N TE
Y. 2TOIRIV—PET—= 2~ M, ERMEBIC
FICTHILHFTEDLSIC. BEMTHARELL, L
T, SPVRFLOELRARERT L2080, ER#ICUL
To#EREHLELL,

1. £ERVENTNORROENERD D, ERIZEHIC



$ETILEROON, EROFAERRICEEOL. 7

LyAYDI5, BOEIREVYAVORICOVTIRED
ok, £EIZBSOAE—KTELETHIILEROLSN
to

2. BUYAZICRTODIRIBBY, 12DV yARVIC
o, £RIZSODIAVERRILHROLNLE, Thd
DYRLICRROEELBEEL TS, HEED, VA=Y
g, WA=V IRE,. SAF4 Y. Y=FT14 2. RAE—
£251., AE—%272 (RE—F21 ERE—F2Y
2R7 -0 FEW) .

3. 1D20FARIBINI-BDFRAIERT LR, £tk
RECLBFRREALEDILORDON, B TDIRIY
RTULACEERTADIC, BRBEIRIZ—FIHL
.

4. 1EDVYAYTSDDIRIERT LR REED
3318, SR —bET—0— FORESEREN
7. BLOUYAVERTThEENLED. 2UORELR
<iZz3.

5. BEBMIEROLNTHD. EREB|RPPYLNT
SIRFATHREEHRETH o, IPEERICFAETRE
DPEEACERAMO ., BLPRYELLEY., RERE
ENLoAYLEELTS, FRRBRICE>TRE2<HED
BWCETHo . AVICHMOERINE D MIIETEKXE
TH-ok.

iz, BRMVERTALDI RS — bOFHLS. LT
OMBEERDELL, WEEMDIFMIFLLT, BiL, ®
THBDIR o~ MCBHDERL, TORR, FEEYS
EUYAVERRADOCABMDO Ao LLEMDI LN TE
FLA. $WMEALT, EROBRBEB>THRDL, %
OEFRI—MIAE—BEVELL,

BRUAZEELT, BEALDERIE. BAERLIY S,
R7T—UERATWEZEORITISNET, RTT—2

2. £ROLNEYLEARKREERELTNILITL

. ¥ ARLBRIANCLBLBETHILBDATY
A&, BRLBICENTH, LROROHEZLT. BE
RICRTLESAZHICENTS, BNTHLELL.

BRLEBANMOEBRASANTE, BEALDVYAVH
RTTHOC2EMZOL 3INME (1 HM=505) €BLE
L. BRLEBAMICENTI SAN20%E SO LRFE
BEZ. ERLBICBOTR, 120y RAEFH.5HE

1"

TRTLELA., BRLFBANCFEINLNLBEDNL
$BERISADE0%ESHELLAY, #BS5E 12Dy
AVELTSERNS 2BMTRT LTOELL.

TRLBELHBEINI4ER. 12OVYRAVERTTS
Dlc. FHIBMEELELA. ChOoBMICAT SN
2. $ESLBLARAC— KREBHRICELTOETS, LM
DRIANEYS, COFLVWLBRIANTEYSEE
LEDEIDERTHOTRBYERA, LIL. VYARY
BEDLS CEFLAENCOVTORRIISEASNHEEN
£1. —BBIC. STOVRLOERICENT, S5O
YBEORIZ. HOFMEBAZHOTLLE, £HIEED
RICOVWTIZERICHABE CRVEZELLE, BEEL.
D=5 —MSBAYVICF Ty IEN. Ly AR ELODY
ERTLATNE. ROV y AV ICERHBN LEEETR
BLTOESSTT, BEY, 2<ALETCRENBMES
ZUEEESVELAY, ROLEICENREMSZNLD
I, XOBMICLFERITOEELL.

NARCHELEFABIC. COPBFRIANICONTER
PELUFOIAY FERITELL.

A: CORBRIANOBHNN, BERS, AFOUA
KPP TEDID5.

B: COBBOYEIIAAICE>TELN. BFDR-AT
T&305.

C: XELSLIFE, EUrok, HATF¥ L ITE
.

D: &THMULMSE, LAL, BRKES>TOLLSHOT
o, HESNSNSERITTINE,

E: XARAELBEIN, FrLroTad, RBELUSS
$R3.

F: H2TRAED, BRTEZVESSS. 6oEFAT
P52 TIRESEL.

G: &pok. BATASORESTED.

H: ETHETHRULIOL, HDEVHETRIEVS, &
bLAETHHD.

I: S PETARL AL, SLYAVENTINL
W,

J: KRS, BRMOBMIPEL SALRTHD.
Sn5DaAY M. SORRCBMUAILZAOFEED
3B10ARDHTH A, HBELTVEIAY FOWTT,

SOV EMMICHA->ARRBRELT, $ERLLAS

£, MENEBFENORAORLSBY ELL. BfmIN
ARENZED 1D, RELKOBENTY, Wi A=
O IEE) CR30EPH. PRAVE5—) KBYE
L, SEERCORECETHIESRELT, BEDOF
K2, ReSAPBLBR PLABPRBYELL, AR



12

SWRY A NOLENEALSS 1 DORENERR. 70O
FOF 4 TREE (RE—F 2T ESAT 4 2Y) KRRW
EONABREORHERORY LN AT ETY, 3{DER
OENEANTIALTOEC LERDIORIRT ALV E
°F., $<0&RIE. RENEISNNE ROKVERE
&PV ELL,

BROMTOARENREOBRIL. EREABOA 552
L aviRALETY. £RFASOR-ATEEL, ¥
BORTUAR. BOLIALFxyIERIIILHDICER
RREN-OTELOT. 1H1TDL 953923 EWT
SWMAVBL<HYVELL, £(E. PSP SUBAERRS
Ny, LEOFMERBILVTEILN, BRCTEIL
SR ANTYT., £EOBVRBBANZLOILEEEY,
HALBIANORKTHEYAShALIC. J5A0ON
THEBENDZERBBYELL.

ARYBTEULASENTLLARICASNELLE, £T.
LTOIRI =P ET—O—bEFIVILEBNTST
&t BICE->TRAZEHMEZELELL, TOEREI. &
BEOMCHBLEDIBMEBBELLELLE, BB,
BEAEOBRELERORSERMDOOIOICRPL. BIC
BUEBSLBRZLUARVOENERICFEDT, BONSL
DERETO>DOEFEHIT T +AEBHRIMNZI LT
T, BEY, CORIANOBRRI. LYTFA—AT1—F
SHICHALTWREBUELE., £ROVARNICKEZEY
BBILEOIRISRAIIE. 2. 3ADEESNIONRNER
WET,

ZiIc. FYICHMEERZVERSOASVW MESIYD

Y, BSIE. BEAEDERBM, BEELTOELLE, BT
BONEETILRAICLERATLAN, BRELT.
BOONACEESHAZ LRV ELE, 29NIC, B
SEICIBLA-PESAT, £HESHMELERTEDSLD
KThiZEhoEBOTNET.

BROMESR. HDEYVICHRALERCLTHS<DABE

BEATLE ). BELTOAERNMVAZLTT. B

ETRLCLBRAIAMNODEEEZRBALTIVES, boER
oD TRAENVMERBVNET, XTHRALALIDN4DD
SRLOEBR, DR, BRPETH 2DV YR ES
RBREBLESLLBUET,

H4LLT. CORBICIE, FENELLY SHENELED
FUBpoLBUTVET, ZERZ5. LRMOBRICT>
ARET. £ROIAY PCRERBEHSASAEDS
TYT. BERCBRALLAEREI. T5TRNERLVS. BE
WEIAVFELTVET, ILMICE. WEEEPRE

%, AALERBESBRRTOUIFRISEVBOILERAEL
. CORBIR. VRVOEVEERDPSOTENZIAZ b
CESAENTLILELABOTY, ARV BOKIZNE,
SRORWT, TORRERRDI LN TEHLBNET,

RMELT, CORIANOBRICHLDDDIREICHL
T. UTOFRBESAEVWEBNET,

1. HLORSANDOBBEPLBERIZ. B4 CRRICHA
T3,

2. HRPERIANORER. T4 —ATF4—FIDR
RICKVALTVS.

3. BEMETETIAOC. BEATHICHMERIHE
BnH5.

4. BRP, LRIVOENEREICIE. BHUICKEESLEY
»3.

5. LRLOBNERS, BRPICTI EHBELBZERBH
&3, LDV YR ERNT S,

6. EMNICLBLA—FEHY, EEMPEE ERELR
T23L5KT 5.

7. EREAVEREL YAV ELEDLSVWORBMTRSELS
EHMRICERBTIAHIC. BRI TEED,

CORBOME Y IICRTIFIPERERALANEES
TOWET, BOSPRRTIASBYELLES, BRETS
{\. <bobj.betts@nifty.ne.jp>

(B TW]

GITOXRIZ, BHRPLFICONWTHROZFRETLHION
|IA-AHDOTYT, CORBCHEEIIALABOTRBYE
gAY, REELTRERTHILBVET, )

Deci, E.L., & Flaste, R. (1996). Why we do what we
do: Understanding self-motivation. New York:
Penguin Books.

Oxford, R.L. (1990). Language learning strategies:
What every teacher should know. Boston: Heinle
& Heinle.

Pintrich, P. R., & Schunk, D. H. (1996). Motivation in
education: Theory, research, and applications.
Englewood Cliffs, New Jersey: Prentice-Hall.

Raffini, J. P. (1996). 150 ways to increase intrinsic
motivation in the classroom. Needham Heights,
Massachusetts: Allyn & Bacon.

Ruggiero, V. R. (1998). Changing attitudes: A strategy
for motivating students to learn. Needham
Heights, Massachusetts: Allyn & Bacon.



An Autonomous Learning
Experiment with High
School Students

Robert “Bob” Betts, Department of
Communication Studies, Ibaraki
University.

Last spring, | became concerned with my first and
second year high school students’ attitudes toward
learning. Over the past two years | had been teaching
them using the traditional lecture style approach where
| practiced what | was taught in teacher training
classes. | controlied what happened in the beginning
stages of class and gradually relinquished authority as
the lesson came to a close, allowing them more and
more freedom as they “gained control” of the target
language. As | observed them during the spring term, |
began to notice that they appeared to be bored with
what we were doing and would only proceed to the next
stage of a lesson when | directed them to do so. They
never took the initiative to proceed to the next activity
even though they knew what we would be doing next.
This exhibited an attitude contrary to my own ideas
about responsibility and how we learn a foreign
language. | began to think about changing from the
teacher centered approach | was using to a more
student centered approach, because ultimately | want
my students to take responsibility for their own
learning and not depend solely on their teacher for
directing that learning.

In my traditional approach to teaching, the emphasis

has always been on trying to extrinsically motivate (i.e.

point system, award system) learners rather than
trying to intrinsically motivate them. Recently,
however, | have started focusing more on intrinsic
motivation. This means that the material used in class
during the learning process and the style in which it is
presented should intrinsically motivate students to
learn the target language. In order to facilitate this
idea, | recognized the importance of giving learners
choices. They should be able to choose how they
learn and be given the opportunity to work at a pace
according to their individual needs.

As a result of my self-reflection and a desire to change
their attitudes about learning, | introduced a task-
based autonomous learning style lesson during the
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second term. There were approximately 35 students in
each class. | provided task-sheets and worksheets
for the seven lessons we were planning to complete
during the term. | made eight copies of the tape
accompanying their textbook and set up eight listening
booths in the back of the language laboratory.
Learners were able to visit these booths, as they
became available, to complete the listening tasks in
their textbooks. All of the task sheets and work
sheets for each lesson were laid out on the counter in
numerical sequence freely available to the students. |
subsequently announced that we were going to try a
different style of learning this term and gave them the
following instructions:

1. They should determine what their objectives would
be for our class. Students were asked to do this
individually and we summarized their thoughts on the
board. | did not tell them how many of the seven
lessons they had to complete. They were asked to
work at their own speed.

2. Each lesson had seven tasks, they were asked to
select five tasks from each lesson. These tasks
involved the following skills: new phrases, listening,
listening conversation, writing, reading, speaking 1
and speaking 2. (Speaking 1 and 2 are pair work
activities.)

3. After completing a task or series of tasks, they were
asked to show me their work and | stamped their task
sheet with a date stamp to indicate that task had been
completed.

4. After completing five tasks from a lesson, they were
instructed to turn in their task sheet and work sheets
for a grade. The more lessons completed the better
their overall grade.

5. The class time was theirs; they could do whatever
they wanted to during the class. | wouldn't tell them
what to do. If they wanted to chat or play with their cell
phone that was perfectly all right with me. How wisely
they used their time was up to them.

| gathered the following information from observations
and analysis of completed task sheets. To aid me in
collecting this information, | stamped each completed
task sheet with a date stamp so that | would know how
many class periods it look learners to finish each
lesson. | also made copies of selected students’ task
sheets so that | could track their progress throughout
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the term.

One of the things that | observed was the decision by
most of the students to work in pairs rather than
individually. These pairs appeared to be based on
friendship rather than ability. Another observation was
that students who had previously exhibited signs of
advanced ability excelled in their studies; not only in
the quality of work they did, but in how many tasks
they completed in the time allotted.

Most lessons under the previous system took two or
three periods (1 period = 50 minutes) to complete.
Twenty percent of these learners could complete a
lesson in an average of 1.5 periods. Students who
exhibited average ability under the previous system
were able to complete a lesson in 1.75 periods to 2
periods. These learners made up 60 percent of the
class.

The last group of students, who were classified as
lower ability students, took an average of 3 periods to
complete one lesson. This information is clearly an
indication of the speed at which students worked and
is not an indication as to whether or not they learned
more under this new style of leaming, but | mention it to
give you an idea as to how the lessons proceeded. In
general, the quality of work produced by the students
at all levels exceeded my expectations. They
appeared to be very conscientious about the quality of
work they did because they knew their worksheets
would be checked closely and they could not proceed
to the next lesson without successfully completing the
previous one. At times, there were some students who
spent class time not doing anything at all, but would
continue working the following period to catch up to
their peers.

Students made the following comments about this
style of learning when | surveyed them at the end of
November.

A: “| like this better, because | get attention for my
work more.”

B: “This kind of study is good for me. | can study at my
pace.”

C: “It is hard but enjoyed. | challenge by myself.”

D: “Very difficult. But good for me. My partner helps
me much.”

E: “l think hard, but | be challenged. | learn more
English.

F: “I don't like. | don’'t sometimes understand. | must

think hard.”

G: “It's good for me. | can make my grade myself.”
H: “Very, very difficult. | don't like so much, but
interesting.”

1: “l didn’t do well, but happy | finished 5 lessons.”
J: “Hard for me. | need much help from my partner.”

This is a brief list of comments by just 10 of the 142
leamers involved in this experiment. They are
examples of the most common comments made by my
students.

There were both positive and negative changes in the
learmers and in myself as a result of this one term
experiment. One of the positive changes | noticed was
in the overall classroom atmosphere. | stopped being
the class “policeman” and became a “learning
counselor.” Learners responded very well to this
change and there was less stress for all of us in the
classroom. Another positive change this style of
learning seemed to produce involved the quality of
work students turned in that focused on productive
skills (speaking and writing). | am ashamed to
acknowledge that | had underestimated the ability of
many of my students and found that given the
opportunity, many of them produced quality work.

Finally, the last positive change | noticed was the
increase in student- teacher interaction. Since,
students worked at their own pace and brought their
completed work to me to be checked, we had a number
of opportunities to interact “one on one” away from
other learners. Students seemed more open to
suggested improvements and correction of their work.
Their mistakes were more private and were not pointed
out in front of the entire class, as was sometimes the

case in my previous way of teaching.

There were also some negative changes that
developed from this style of learning. First, it required a
tremendous amount of time on my part to check and
correct all of the task sheets and work sheets. | spent
at least three hours before each class doing
paperwork. During class, | spent most of my time
checking leamers’ progress and didn't have enough
time to assist lower level students who needed more
individual help with many of the activities. At times |
thought this style of class would be better suited for
team-teaching. Two or three teachers might be better
in classes where the level of ability varies greatly from
high to low.



Secondly, there was a problem with some learners not
using their time wisely and they would talk most of the
period. | did not mind them doing this, but finally their
grades suffered as a result. At mid-term | should have
given them a progress report so they could compare
themselves with their peers.

Finally, | got the impression that some learners felt
confused because | gave them so much freedom too
quickly. It might have been better to introduce these
changes gradually into the classroom. First by giving
them three or four linked-tasks and later giving them an
entire lesson to complete autonomously.

Overall, | feel this experiment produced more positive
changes than negative ones. | base this conclusion
on students’ comments from the survey that |
conducted at the end of the term. Students who
reached their goals were more positive in their
comments than those who were unable to achieve their
goals. In the third term of this school year | changed to
a style of teaching and learning close to methods
described by cooperative learning practitioners. This
was an attempt to address the negative comments
made by lower ability students. Perhaps | will be able
to present my findings in a future article if there is an
interest.

In conclusion, for teachers interested in trying this
style of lesson | have the following suggestions:

1. Gradually introduce any new style of teaching or
learning to your classes.

2. This style of learning may be better suited to team-
teaching classes.

3. Be prepared to spend extra time grading papers.

4. Realize that some lower level students need special
attention during class.

5. Prepare plenty of lessons for students with
advanced ability so they do not run out of things to do.
6. Periodically produce a progress report so students
can compare their progress with their peers.

7. Use a date stamp to help you keep up with how long
it takes a student to complete each lesson.

| am interested in sharing ideas and experiences
related to the topic of this article. If you have any
questions or suggestions, please feel free to contact
me. Email: <bobj.betts @nifty.ne.jp>

References

(This is a list of books that helped me formulate my
ideas about motivation and learning. They are not
directly quoted in this article, but | think it is important
to list them as sources.)

Deci, E.L., & Flaste, R. (1996). Why we do what we do:
Understanding self-motivation. New York:
Penguin Books.

Oxford, R.L. (1990). Language learning strategies:
What every teacher should know. Boston: Heinle
& Heinle.

Pintrich, P. R., & Schunk, D. H. (1996). Motivation in
education: Theory, research, and applications.
Englewood Cliffs, New Jersey: Prentice-Hall.

Raffini, J. P. (1996). 150 ways to increase intrinsic
motivation in the classroom. Needham Heights,
Massachusetts: Allyn & Bacon.

Ruggiero, V. R. (1998). Changing attitudes: A strategy
for motivating students to learn. Needham
Heights, Massachusetts: Allyn & Bacon.

200150 NMEFN2E)
S8R0 IPBOEE) 2

2001478

2001%¥10AH,
IKRYET,

11A

Learning Learning in 2001
The publication dates for the
next issues of
Learning Learning are:

July 2001
October/ November 2001




16

Interconnecting Autonomy: An Interview with Flavia Vieira

To continue the exploration of connecting learner autonomy and teacher autonomy,
we interviewed Flavia Vieira. Flavia Vieira is an assistant professor at the Institute
of Education and Psychology, University of Minho, Braga, Portugal. She teaches ELT
Methodology and Pedagogical Supervision. Flavia’s main areas of research are
learner autonomy in the FL classroom and reflective teacher development (in-service
and pre-service). Her published books include: Supervision - a reflective approach to
teacher education, 1993, published in Portuguese; Beyond testing - Process
evaluation in the EFL classroom, co-authored with M.A. Moreira, 1993, published in
Portuguese; Autonomy and foreign language learning - A pedagogical experience in
the school context, Phd disseriation, 1996; published in 1998 in Portuguese.

Andy: Flavia, thank you for agreeing to do this
interview over e-mail. Can | ask you the same question
that we've been asking each other in the SIG recently:
What's the most exciting link you've made or the most
exciting thing you've done in the field of learner
autonomy in the last while?

Flavia: It is not easy to answer your question though it
challenges me enough to try. My work has been mainly
developed with EFL teachers (both pre-service and in-
service) and | have been involved in experiences
which | found very important for my professional
development, and also for the professional
development of teachers. They occurred at different
points in my career, but perhaps | could

tell you about an episode with student teachers in
training, as an example of how teacher educators can
help beginning teachers find their way towards a
pedagogy for autonomy in schools.

It occurred in 1997/98 with a group of three student
teachers doing their training in a local school. | was
their university supervisor and they had designed a
small-scale action research project which aimed at
improving students’ motivation towards the language
and the learning process. Action research is part of a
supervisory strategy | and some other colleagues
have been developing since 1995 in order to facilitate
an approximation between reflective practice and
learner-centered pedagogy within pre-service teacher
training (see Moreira, Vieira & Marques, 1999). So,
when in January 1998 we were trying to schedule my
next school visit to observe a lesson within their
project, they told me that the lessons that followed
would not be suitable, since they had to make
revisions for a test, give the test and correct it. They

were very surprised (puzzied?) when | asked why the
review lesson was not appropriate to be planned
according to the aim of their project. They told me it is
not the kind of lesson that motivates students. Again, |
asked them why. By recalling their own experience as
language learners, where review lessons had
consisted of a bunch of exercises selected by the
teacher, done by the whole class to be corrected on
the blackboard, they pointed out some of the main
constraining factors:

1. The approach does not meet individual needs.

2. All the students do the same things at the same
pace, regardiess of their needs and rhythms.

3. The clarification of doubts is teacher-centered, and
the teacher is unable to identify and solve different
problems.

4. The students do not reflect upon their learning, they
just "do what they are told".

An altemative approach would then involve
contradicting these factors in some way, by creating
opportunities for individualizing instruction and
involving the students in reflection about language
and learning.

Our discussion then centred around "how" this could
be done, | suggested some possible ideas and asked
the teachers to present a proposal for our next
meeting. By this time, they seemed really enthusiastic
about the whole idea of "breaking rules” for review
lessons. And the result was very good. Their plan
involved the following steps:



1. Diagnosis, by each student, of language needs on
the basis of a list of learning contents (done on the
lesson preceding the review lesson and collected by
the teacher);

2. Selection, by the teacher, of a variety of exercises
that covered all the needs identified by the students,
plus designing a "self-help sheet” with indications on
where to look for information about the contents
covered by the exercises;

3. Review lesson, where each student chose to do
some of the exercises according to his/her needs
analysis sheet, with resort to the "self-help sheet"
(possibly in pairs or small groups that shared the same
problems);

4. Individual self-correction (at home) with an answer-
key to the exercises.

We observed the lesson in each of the three teachers’
classes and reflected upon the experience afterwards.
We all thought it had been a very positive experience,
and the students, who at first were surprised at the
strategy, realised that it had been very useful and
asked the teachers to repeat it, which they did.

| will just transcribe a very brief translated excerpt of
what Paula, one of these teachers, wrote in her
research diary:

"Globally | think that this and other strategies of the
same kind should be used more systematically, so as
to fulfil the need to individualise the learning process
and to make the students more autonomous and
responsible for their learning success”

| should add that this teacher later became a member
of a working group of secondary school teachers who
have been working in collaboration with me and other
colleagues since 1997, on finding ways to understand
and implement a pedagogy for autonomy in the

school context. She also became a school supervisor
and did excellent work with the student teachers within
this approach. Maybe the episode is not an
"outstanding” case of a pedagogy for autonomy, but it
was certainly a tuming point for the teachers and
learners involved, with implications for subsequent
practices within that year.

This is the kind of experience that "teaches" me about
my role as a teacher educator, as well as about the
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potential that lies in building on traditional approaches
towards a critical re-conceptualisation of professional
beliefs and practices. | consider this re-
conceptualisation to be a basic requisite of teacher
empowerment, no matter what degree of empowerment
can be reached in each particular context.

Andy: It's a very interesting experience, almost as if
when the point of resistance was maximised within
perceived institutionalised constraint ("the test"), the
possibility (and also the risk) for making change was
enhanced... | can see the diagnosis-selection-review-
individualised process resonating for both the learners
and the student teachers. But what about you? Did
you further re-conceptualise your role as teacher
educator from this experience? What links did you
make for your own autonomous practice from this, in
other words?

Flavia: One of the things | have learnt, not only from
this particular episode but from my work with student
teachers in general, is that one of my roles as a
supervisor is to challenge established routines. In the
case of beginning teachers, these routines seem to
come mainly from their previous experience as
learners. Despite their academic training in educational
matters before their practicum, they usually tend to
rely on traditional approaches as part of their
socialization into the school culture. They are not used
to reflecting upon practice, so even when their
espoused theories are learner-centered, which is
often the case, their theories-in-use are frequently
teacher-centered.

It is amazing how their first steps as teachers reflect
the tradition of a transmission approach to education,
almost as a "genetic inheritance”. In the episode | told
you about, my questioning role was mainly centered on
the planning stage of the lesson, but in other cases it
is especially crucial at the post-observation
discussion, where the analysis of classroom events
can raise the teachers’ awareness of the rationale and
implications of their action.

| believe in the thesis presented by Handal & Lauve
(1987), according to which every teacher has a
practical theory of teaching that influences his/her
action in a significant way. So, the main role of
supervision is to help teachers uncover their practical
theories, scrutinize and elaborate them, as a requisite
for change. Therefore, asking questions is one of my
main supervisory strategies, and professional dialogue
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with teachers becomes one of the most important ways
to "excavate our icebergs" (Malderez & Bodoczky,
1999), negotiate meanings and find common grounds
to plan for further action.

Unfortunately, my contacts with the student teachers
are not as frequent as their school supervisor’s, so |
try to make the most of our sessions by engaging them
in a critical approach to teaching, rather than seeking
to cover a lot of aspects in a more superficial way. This
means | have to be selective and also adjust my own
agenda to the teachers’ worries and needs.

Although my supervisory action aims at promoting
leamer-centered pedagogy, | tryto do it in a teacher-
centered way, i.e., my focus is on helping the teachers
find their way towards it, by taking an inquiry-based
approach to teaching. Action research based on
personal pedagogical problems can facilitate both my
teacher-centered approach to supervision and the
teachers’ learner-centered approach to teaching.

| would say that part of my autonomy as a teacher
educator results from my willingness and ability to
mediate between perceived constraints and intended
outcomes in a way that is relevant and satisfying for
both teachers and leamners.

My own professional satisfaction depends greatly on
the extent to which this goal is achieved, something
that is contingent upon a variety of factors, and not
only my own action. The "review lesson" episode was
one of the cases where the achievement of that goal
was quite evident, and one of the facilitating conditions
was also the teachers’ own willingness and ability to
challenge routines and find alternative routes. | just
helped them through their own development process.

Andy: You mentioned "Despite their academic training
in educational matters before their practicum, they

usually tend to rely on traditional approaches as part of -

their socialization into the school culture." This
comment touches on so many matters - | wonder if
that's got a lot to do with the question of ‘Presenting
self as teacher’ as a survival strategy in what is a very
stressful period for a novice teacher: constraints from
within as well as from without. It also raises a question
for me as to how that stress can be pro-actively
mitigated. Perhaps there’s a case for trainee teachers
to team-plan and team-teach for an initial period in
pairs - allowing for close and supportive feedback from
a near peer through that time - or even for trainees to

teach parts of lessons rather than whole lessons
as they get to work alongside a more experienced
teacher.

Could such arrangements be part of a sustainable
approach to fostering leamer and teacher autonomy?
How do you see your work and role developing and
exploring different pathways around such questions
of autonomy?

Flavia: In a recently published article (Vieira, 2000) |
presented a framework of common principles for
supervision, teaching and learning, which | and the
colleagues working with me believe to represent
conditions that facilitate the articulation between
reflective teacher development (through action
research) and leamer-centered pedagogy.

Those principles are: experimentation, reflection,
inquiry, sense of direction, awareness, integration of
theory and practice, transparency, and collaboration.
Episodes like the one | told you about illustrate these
principles in action, though we might point out
several constraints that counteract our intended
purposes.

The prevailing school culture and the teachers’ past
experience as learners are two of the most
constraining factors, along with the lack of
preparation on the part of most supervisors (both at
school and at the university). The fact that the student
teachers are assessed during their practicum is also a
huge constraint, especially when they have two or
more supervisors who do not share the same
assumptions about teaching, learning and teacher
development. The way we try to deal with these and
other constraints is by enacting a variety of roles
such as:

1. Facilitators of change, by adopting a clinical
dialogical approach whereby student teachers are
given scope for choice and for reflection on the
purposefulness and coherence of pedagogical thought
and action;

2. Informants and critical consultants, by providing
theoretical and practical input that is relevant to the
student teachers’ needs, goals, and perceived
problems;

3. Supporters, negotiators and managers of tensions,
by encouraging a realistic view of professional
situations without losing sight of pedagogical



intentions and purposes, so that dilemmas become
part of professional development rather than
insurmountable obstacles to change;

4. Researchers of our own supervisory action, by
evaluating it on the basis of our own and the teachers’
perceptions, particularly in terms of the impact of our
strategies upon their and their students’ development.

Practical strategies should include, like you suggest, a
lot of collaborative work, (like team-planning, team-
teaching, team-observing, team-reflecting, etc), where
professional dialogue becomes crucial for scrutinizing
and exploring personal theories and practices, but also
for questioning the contexts, being aware of
constraints and finding spaces for manoeuvre. Inquiry
into action, through a research-mode of teaching, is
also essential for change to occur not only at a
behavioral level, but also at conceptual and attitudinal
levels.

Helping teachers move away from a "chameleon-like"
strategy, whereby they adapt to perceived demands
as a way of surviving, also implies that teachers and
supervisors become partners in decision-making,
something we might label as "a position of shared
authorship” . This usually involves a lot of negotiation
and meta-communication, a rather neglected aspect in
supervisory discourse, yet essential to evaluate

the impact and effectiveness of professional
interactions.

Finally, | would like to point out the need for teacher
trainers to regulate and evaluate their own practice,
something that seems to me as a basic requisite to
improve the quality of teacher development programs.
| and my colleagues have learnt a lot from our on-going
research into teacher development processes. It has
allowed us to validate our approach, not only on the
basis of theoretical and ethical justifications, but also
on the basis of its practical implementation and
outcomes. Perhaps more important, it has helped us to
become supervisors-as-learners and to maintain a
critical reflective stance towards what we think and do
in our work with teachers.
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Learner autonomy
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Voices of Reflection

Andrew Obermeier wrote: This semester I've been
sidelined at a dance while Goddess Autoncmy glides
blissfully around the floor with other partners, passing
me by. Until this week, when she finally looked my
way, told me to put down my textbook, and look around
to see my students' energy and their learning instead
of being compulsed to move forward to the next part of
The Lesson Plan. | have taken up teaching the text
without letting students open it. The chalkboard,
interaction, and some homemade prints have been my
tools. Student autonomy means teacher autonomy.
Following a text through every step of the lesson
imprisons both student and teacher in the author's idea
of a classroom.

You can contact Andrew at: <andrewo@gol.com>
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Z77RUa—2ADRBER :
<andrewo@gol.com>

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.
HRETADEBFZXEEBHLLTEYVET.,
SLPELHABORK. ARICHALT. TFYM4T 1 TE>
RIERFYLIIPLENCE, BASUHOSNERRE, &
LTHNLWDTERYSEE,
mikenix1@tamacc.chuo-u.ac.jp
andyb@sakura.cc.tsukuba.ac.jp
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Dr Chihiro Kinoshita Thomson, Head,
Department of Japanese and Korean Studies,
University of New South Wales,

UNSW Sydney, NSW 2052, Australia
Telephone +61 2 9385 3753 or 3760
Facsimile +61 2 9385 3731

Exploring gender and autonomy...

Gender Issues of Self-
Assessment of Japanese

Language Proficiency
Chihiro Kinoshita Thomson and Sumiko
lida, University of New South Wales

Our paper on gender and autonomy explores a
dimension of language learning, self-assessment of
one's own language proficiency, in terms of gender
differences. It reports a statistical analysis of
university students' self-assessment scores in a
Japanese language placement test in relation to

their actual placements to different levels. The results
show that female learners tend to assess themselves
better than males, in particular in receptive skills. It
then seeks possible explanations of the results and
implications to language teaching.

The paper is not published yet. If anyone is interested
in the full paper, please contact us at:
C.Thomson@unsw.EDU.AU.

Dr Chihiro Kinoshita Thomson, Head,
Department of Japanese and Korean Studies,
University of New South Wales,

UNSW Sydney, NSW 2052, Australia
Telephone +61 2 9385 3753 or 3760

Facsimile +61 2 9385 3731
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New book on autonomy...

Readers of this newsletter may be interested in a book
that | have written called 'Teaching and Researching
Autonomy in Language Learning'. The book is
published by Longman in a new series called Applied
Linguistics in Action. It is intended to be an overview of
the field of autonomy aimed at researchers and
potential researchers. You can find out more about the
book at the Longman web site:

http://www.booksites.net/benson

The last chapter is list of web sites, email lists and
other resources related to autonomy and you can
download it for free from the Longman site.

Phil Benson



the GUE conterence
DEVELOPING AUTONOMY

JALT Callege and University Educaters’ SIG, In associatien with Teacher Educatien SIG, Laamer
Deveispment SIS, and Shirseka Chapter

May 12th-131h, 2001
Mike Kenshukan of Tokal University in Shimiru City, Shizsoka

There is widespread agreement in educational
circles that fostering student autonomy should be
a primary purpose of education systems.
Increasing leamer autonomy is said to increase
student motivation, develop character and aid
learning. However, in Japan, the promotion of
learner autonomy is very recent and many
teachers and administrators are still searching for
what exactly it involves, how it can be taught and
how its benefits can be measured. Indeed a major
topic of debate is whether it is culturally
appropriate. Is autonomy a human right, or is it an
imposition of western cultural values on Asian
societies?

This conference aims to explore issues involved
in defining, promoting and implementing
autonomous learning in the colleges and
universities of Japan not only from the students’
point of view, but also from the teachers'. What is
an autonomous teacher? How can we be
autonomous within the given framework of the
university/ college? How can we foster our own

autonomy as learners leaming about teaching?

A further thread within the conference is
assessment. What does autonomous
assessment involve? How can autonomous
assessments be integrated into current course
frameworks? What outcomes result from the use
of autonomous assessment methods?

The questions involved in thinking about
autonomy are diverse. We encourage presenters
to add depth to their chosen topic and to actively
demonstrate autonomous classroom activities
through their presentations. Discussion sessions
and the use of novel presentation formats are
also encouraged.

We hope that by providing a platform for teachers
from colleges and universities at different stages
of autonomous development, we will discover the
range of forms autonomous teacher and learner
development take and the outcomes that result.

information available at: hitp://www.wild-c.ors/cae/conferences/autenomy tmi
Or frsm Alsn Mackeazie <asmClypheoncop> or Eamen McCaflerty <cameaQlyelcom>
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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>

Voices From the
Composition Class:
Two Perspectives on the
Teaching and

Learning of English as a
Foreign language

in Japan

Edited by R.R.P. Gabbrielli, Yasuda
Women's University, Hiroshima

The two extracts below were written as part of an
assignment for an Advanced English Composition
class. The two third-year students expressed the
desire to share their ideas with other students

and teachers with the hope of stimulating a healthy
debate. The students, however, wished to remain
anonymous and are therefore not referred to by their
real names. The content of each piece was edited for
readability only, and corrections were kept to a bare
minimum in order to preserve the integrity of the
students' writing. Permission to use their writing was
granted on the proviso that it be used only after the
students had graduated. Yoko and Mika were enrolled
in the department of English and graduated from
Yasuda Women's University in March 2000.

Yoko's story:

| was in America about five months ago because | took
part in Yasuda's 5-month study-abroad program. In
America, | met many American people: host families,
host's relatives, teachers, conversation partners and
so on. And | met some people who leamed Japanese.
One of them was a middie-aged man. He said that he
studied Japanese for three months. Another person
said she studied Japanese for one year. | was very
surprised to hear that because they could talk with me
quite fluently in Japanese. | couldn't believe that, and
at the same time | was shocked. They studied
Japanese only for one year or less, but they could
speak very well. Most Japanese students start to
learn English when they enter junior high school and
most of them go to high school, so they continue to
study English for three more years. | studied English
for six years after | entered junior high school too.
Also, I'm majoring in English at university now. It
means that I've been studying English for nine years.



Nine years!!! It is almost half my life. But | still can't
speak English very well. Foreign people can

speak a second language after only one year's study,
like the man | met in America. Another American
student could speak Spanish as well as | speak
English. He said he studied Spanish in his class

for five months. Do you know why they could speak
very well after only such short studies? | think
because they study language in a practical way. | did
not have conversation class in my junior high school.
Even in high school | never had it. To leam grammar
and to remember words are the Japanese ways of
learning English. | didn't notice that | learned in a
useless way. That couldn't be helped because | was
just a school student. Now | became older and | came
to see various things with a wider view. Then | felt
regret. If | had studied English in a practical way |
could speak English more fluently ... and | think
somebody has to change the Japanese teaching
system of English for the children who are going to
leam English from now on. If they leamn English in a
practical way, they will think English is not just a
subject. I'm sure that they will think English is a useful
means to communicate with foreign people. Of
course, students can study by themselves if they want
to study English, but schools should give them worthy
classes. | think it is difficult to change the education
system and it must be a long way off. But | am happy if
it comes true.

Mika's story:

English education in Japan. We basically learn
grammar. We've been using many kinds of textbook
since we were in 7th grade. A number of English
grammar patterns are in those texts. But, | think
that we don't need so many patterns when we talk in
English, and actually, native speakers speak with
easier grammar which is like the level of Japanese
junior high school students. We don't have enough
English conversation classes. There are lots of native
English teachers in Japan, so we are able to ieam
listening and speaking skills. | think we could have
more conversation classes, but big classes, like more
than 20 students, are not good for us to learn
conversation. We need to speak a lot and need many
opportunities to talk in the class. Teachers have to
correct our bad grammar and make it more natural. If
there are many students in the class, teachers
cannot listen to each of us, so our English gets worse
and we remember incorrect English. Our English
education is good for tests because they just ask us

about grammar. We just have to study a textbook and
memorize points. Teachers ask us if we memorize
them or not. They don't ask us if we can use them
when we talk to native speakers. If we memorize
these points, we can pass the tests. That's why
Japanese English teachers cannot speak English, and
those teachers teach us, so students cannot speak. |
think we need to talk, write a letter and tell them what
we think or feel. We don't need difficult sentences. We
just need basic grammar. English education in Japan
has no practical use, so students know difficult
grammar but they can't use it in letters. Listen to
native speakers carefully, they just use basic
grammar. Because of our education style, we learn
higher content, but it's not only English, but also other
subjects. | think it is important for us to master the
junior high school textbooks. That's the basis and
start of English education. But we need to have a
sense of English. If we don't know what to say, we can
use gestures and eye-contact, and then we can
succeed. Japanese people cannot speak like
European or other people do. | think their education is
different from ours. | was in the U.S. when | was a high
school student. | was ashamed of our ability to speak
English. Japanese people think that if they study
abroad, they'll be able to speak English well. It is not
true. | don't agree with my university’s study abroad
programs in Britain and America because all students
there are Japanese. We should make friends with
native speakers. I've been criticizing Japan's English
education in this paper, but | don't know exactly what
the best education for the future is, so | don't have any
confidence to be a teacher. This is the problem which
confronts us now and in the future.
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Technology and autonomy: A word of caution

Jeremy F. Jones, Osaka University and University of Canberra

A few years ago, in an article in the ELT Journal (July
1995), | described a self-access centre at a university
in Cambodia that | played an important role in
designing. It responded well to leamers’ needs with a
modest collection of books and home-made
instructional kits in a physical environment that
favoured informal group work and social exchange in
English. It was also low-tech self-access: there were
cassette players for individual and group listening, two
televisions and VCRs with multiple headphones — and
not a computer to be seen.

Since then, I've continued my involvement in the
design of self-access facilities; however, I've
witnessed a radical shift in self-access modes of
learning, a shift towards high technology, and the use
of the computer in particular. The fact is that these
days the majority of language centres feel that they
can't do without high technology. Students expect to
find computers among the facilities available to them;
and teachers and administrators are aware that
computer-assisted language leaming (CALL) is
gathering prestige and that they must keep up with the
trend.

One major reason for the widespread acceptance and
growth of self-access CALL is that, like other self-
access activities, it tends to be regarded as promoting
autonomy, which we all know to be a highly valued
goal. The promised benefits of autonomy are
frequently referred to in the research on CALL. In my
view, this association between autonomy and CALL
should not be taken for granted. There is no doubt that
CALL is a valid resource, yet it opens up no broad
avenue towards autonomy. Indeed, other learning
activities or projects that have independence as an
objective, whether they take place in or beyond the
conventional classroom, would entail fewer variables
than CALL.

To begin with, not all students are interested in
computers for language learning: their learning style,
which “the good teacher” knows to respect, might not
be in harmony with CALL. Such students might display
more autonomous behaviour in other tasks. It is also
possible that some learners who do take to the
computer would prefer to use it in a more teacher-

directed environment. This was noted by Uschi Felix in
1997 when she led a CD-ROM course in German for her
Australian students. The great majority of her learners
enjoyed the program and significantly improved their
language proficiency through it but, at the end,
reported that they preferred it as a complement to
classroom instruction and didn't care for it as a set of
stand-alone activities for self-access. It's worth
remarking that these students were of advanced level
and might have been expected to manage their
learning more independently.

The Web is quite different from a CD-ROM because it
is, of course, in no sense a “program”. Yet it is an
immensely seductive resource for the language learner
and offers genuine opportunities for self-directed
learning; its open-endedness encourages learners to
create their own pathways and goals. However, in view
of the Web’s lack of structure, there is real potential for
disorientation. Learners, particularly those of lower
proficiency, may not have deveioped skills of
navigation to find what they want; and if they find it
they may not know how to exploit the material. They will
need a good deal of guidance from the teacher.

Computer-mediated communication (CMC), where
leamers communicate with one another on the Intemet
by e-mail or in real-time electronic discussion, is a
further area of CALL which is said to develop
autonomy. Equality of participation and critical learning
skills are also claimed as outcomes. But here too
disorder threatens, especially in the case of highly
organised long-distance projects. For example, Shield,
Weininger and Davies report on their lack of success in
one such project that involved groups in Brazil, the
USA and Japan meeting synchronously on-line to
research and produce Web pages (see
http://jaltcall.org/cjo/). Their aim was expressly to
“develop learner autonomy”. Apparently participants’
absence of experience of this kind of CMC “caused
great problems”. In addition, various technical
difficulties, frustrating in themselves, impaired both
motivation and socialisation, and time differences
between countries made it hard to arrange to meet.

The above instances, drawn from three differing
applications of CALL, illustrate how elusive the goal of



autonomy can become. In the case of learners’
resistance to using technology in self-access mode,
it's doubtless wise not to force them. Technology is
only one of many tools for language learning. However,
in the case of willing and interested learners engaged
in Internet projects, individual or collaborative, a high
degree of technical competence is needed, as well as
skills in evaluating material on the Web. Learners -
certainly most of them — therefore require training. The
trainers should be the language teachers, but are they
ready and qualified to do the job? My experience
suggests that the majority are not. If the management
of a language centre, having purchased expensive,
modern computers with appropriate language learning
software, wishes to exploit the rich potential of CALL,
then it must give committed teachers adequate training
and time to develop ideas and pathways for their
students. | fear that in most language centres this
doesn't happen.

As for the self-access centre | designed in Phnom
Penh, it deserves some high technology too. But not, |
hope, at the expense of its sociability and human
character.

Jeremy Jones can be contacted at
<jeremyj@lang.osaka-u.ac.jp>
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Send in your experiences of using computers and
the Internet to develop autonomy and self-access.
Andy Barfield <andyb@sakura.cc.tsukuba.ac.jp>
Mike Nix <mikenix1@tamacc.chuo-u.ac.jp>
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Guided Autonomous
Learning on the Internet

An interview with Dr Cynthia Lee,
Language Centre, Hong Kong Baptist
University

Mike: Thank you very much for agreeing to this email
interview. You have developed a web-site for
autonomous English language learning in Hong Kong
with your project partners Dr George Jors, Dr Eva Lai
and Ms Ngar Fun Liu. At his JALT 2000 presentation,
'Guided Autonomous Learning: A Web-based
Program’, George talked about about the potential of
the web for fostering leamer autonomy but also of the
need to guide learners and to take into account their
cultural values. To start with the first of these points,
what do you see as the most exciting contributions
that the Internet can make to the development of



learner autonomy?

Cynthia: | am piloting the website with some students,
and from my observation, | can see some exciting
contributions that the Internet can make to the
development of learner autonomy.

Firstly, the Internet enables the students to access a
large amount of both audio and visual materials at one
time. In the past, language teachers used to tell the
students to borrow some tapes, and then find the
corresponding worksheets. They then do the
worksheets, looked up meaning in dictionary, checked
the answers and recorded the score. But now many
language learning websites have all these functions,
and are user-friendly. Secondly, the access can be at
any time and in any place, not restricted to school
environment. Of course, this is based on the
assumption that the students have computers at
home. Thirdly, the students can choose to do the
materials that they feel suitable to their level of
proficiency, or to do task(s) they are interested in, or
even to repeat the same task(s) several times. This
helps the students to think independently, and learn
with fun and interest. Finally, the Internet provides an
alternative way to learn independently of teachers,
though some students may not prefer to learn from the
new tool.

Mike: It's interesting that some students get into this
kind of learning and some don't. Do you have any ideas
about why this is, about what the differences are
between those who like it and those who don't?

Cynthia: When | introduced the computerised self-
learning English programme to the students and invited
them to try this kind of leaming, not all of them would
like to participate. | introduced the programme to 8
groups of first-year students (about 128 students, 16-
17 students in one group) who are studying their
English for Academic Purposes courses in this
semester. The introduction focussed on the
programme features, its exercises and progress report
system to monitor the learning pace. The English
tutors also attended the introductory session.
Actually, the tutors had had a briefing session about
the self-learning programme. After the introduction, 66
students (about 51%) responded positively and
registered. The response rate of a few groups is
exceptionally low - 3 or even 0 out of 16 registered.
Their English tutors talked to them and found that
many of them are afraid of committing their time and

energy in self-leaming. A lot of students who do not
register feel that the regular English courses have
already had some assignments and they might not be
able to spare time to do something 'extra’, though they
see the benefits of working on the programme. In
contrast, the students who register are more
motivated, and told their tutors that they would like to
use the computerised programme to improve English,
not just in this semester but also in the future. They
enjoy working on the Internet which can be accessed
even at home. They also enjoy watching video and
doing listening, grammar, vocabulary, reading and
writing exercises in one programme. Many students do
not know or have not been introduced to such learning
programme for self-learning. They can then improve
English skills whenever they have time.

Mike: Do you think that the students' responses to the
programme is related to their existing competence and
confidence with computers?

Cynthia: | believe my students are not computer
illiterate, because computing skills and knowledge has
been managed by them when they were in high schools
and many students have computers at home. The
motivated students asked me if they could access the
programme at home. | would say 'motivation’ and
‘commitment in leaming' are more determining factors
than competence and confidence with computers. If
students are motivated, they are willing to try and
commit their time.

Mike: And what can teachers do to encourage those
who are not, initially, so motivated?

Cynthia: The course tutors are very helpful, and they
talked to the students who have no confidence in
joining the programme. Some tutors stated that they
will give ‘credits' to the students who have joined the
programme by circulating their written work and
praising their progress in the class. Two tutors will give
5% to self-learning in their courses. If students
complete the programme, they will get the 5%
irrespective of their performance. This encourages
more students to join the self-leaming programme.

| look forward to discussing the issue and sharing my
experience with other teachers.

To see some pages from the web site developed by
Cynthia and her partners, contact her at:
<cfklee @hkbu.edu.hk>



A Wider View

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

HA-HA-HA-HA-HA HAJA!

Excerpts from a paper given by Cho
Hae-joang, Professor of Sociology at
Yonsei University, Seoul at the 1st
Inter-Asia Cultural Studies Conference,
Fukuoka, December 2000.

The Haja Center is a culture factory that is operated by
the Center for Youth and Cultural Studies of Yonsei
University upon the entrustment of the Seoul
Metropolitan Government. The official name of the
Center is The Youth Factory for Alternative Culture, but
we just call it the Haja Center.

Haja means “Let’s do it” in Korean.

Ha-ha-ha-ha-ha, Haja!

Let's do it!

Let's do laughing pleasantly!
Let's do something interesting.
Let's do something we like.

Let's do with those who are ready.

The Haja Center is a leaming place where you can gain
experience very differently from what you may have in
school systems. The Youth factory for Alternative
Culture functions as a base-camp that connects
various activities with alternative schools and
workplaces. There are various projects going on at the
Haja Center. You can choose and participate in
whatever project you are interested in and you can
create projects by yourselves. In the process of
carrying out project, you teach and learn from each
other at the same time.

One of the most serious problems in the 21st century
may be youth-related. With the beginning of the post-
modern era, the number of youth who are lost and do
not know what they want to do nor how they should
lead their own lives will increase, resulting in the
aggravated problems of violence, drugs and sex.
Accordingly, the atmosphere of the society will
become worse and the unemployment rate of youths
will reach its limits. In the case of Korea, the abrupt

changes in society and the confinement of teenagers
in schools for college-bound education have
compounded juvenile problems to a great extent.

Youth problems are not simply ‘problems’ faced by a
minority group. The quality of the education and
communication between the generations is the major
determinant of the quality of life in the coming age, the
information society in particular. The current crisis in
schools, youth violence, Enjo-Kosai, and the working
environment which are found in the East Asian region,
cannot be solved without raising totally new questions
on modemity and citizens' rights from a new
perspective.

The Seoul Youth Factory for Atemative Culture has
been established to meet such demands of the time.
The objectives of the Center are to direct teenagers to
exert their energy for creative culture industries and
develop desirable civic culture at the same time. Some
people ask us, “Is it a Haja (Let’s do it) center or a Nolja
(Let's play) center?” The center promotes the concept,
‘Working like Playing’, which is the new lifestyle and
new way of learning to be pursued by citizens in the
21st century.

The concept of the Haja Center is totally different from
other vocational training centers. It is a place where
you can nurture your own confidence and creativity
through actual work experience. It is also a birthplace
of alternative education, and a productive space that
helps culture industries develop.

In order to realize its concept, the Haja Center is made
up of three parts: the Culture Factory, the Open
University, and the Venture Incubator.

The Culture Factory

The Culture Factory is the main part of the Center. It is
a workshop and learning space that aims to convert
juvenile energy into creative projects. Experts from
various fields work together with youngsters to
produce concrete products. There are five factories at
the Haja Center. Projects go on at each of the five
factories and some of them are inter-factory, co-
operative ones.

Image Design Factory: video taping, animation,
image mixing, and special effects. The Image Design
Factory not only provides education in basic skills but
also works on inter-factory projects. It is currently
carrying out a music video project in cooperation with



the Popular Music Factory.

Web Factory: web designing, programming, and web
database applications. The Web Factory carries out
inter-factory projects to make web pages containing
each factory’s activities, creating and managing web
sites of the factories as well as the homepage of the
Center.

Popular Music Factory: exploring popular music,
coining ones own language, forming bands, studio
recording, and manufacturing albums. The factory also
provides opportunities to practice recording work for
external bands and album producing work.

Visual Art Design Factory: Art in Everyday Life is
the main concept of the Visual Art Design Factory.
Through a project called ‘Let’s develop our designing
sense’, one can learn basic skills and raise sensitivity
simuitaneously. Each project produces useful items
like visiting cards, diaries and T-shirts of their own
dying and designing.

Civil Culture Factory: a factory for fostering a
public mind. The factory works to connect activities of
each factory with civil society and do various planning
work for communities in addition to carrying out
cooperative work with external citizens organizations.

The Open University (Haja Collegio)

The Haja Open University is an alternative school for
youth who wish to work in a creative field. It is currently
making plans to create a learning space appropriate in
an Internet era, and is making curriculum contents
most suitable to the post-modern environment through
the self-motivated learning and the Council for
Autonomy. Those who have been with the University
will be equipped with abilities of self-managing and self-
planning as well as public minds required to get along
with others. They are the citizens of post-modern era
who will enrich the living conditions of their
communities. To these people, life itself is the most
important project they have to stage.

The campus of the Haja Collegio is networks. The Haja
Collegio aims to become a base-camp to construct
networks and make the world itself a learning place.
Networking all the possible resources together, people
here are trying to construct the infrastructure that
provides whatever resources to whoever wants them
no matter where that person may be. (Participate in
Haja Collegio with your enthusiasm and resources!)

Courses that are offered at the Haja Collegio are
largely categorized into two: Life and Thought, and Life
and Action. The courses are constantly developed and
upgraded by the participants of the University. The
courses offered currently include Compiling On-line
Sentence Dictionary, Getting Acquainted with English
Culture through English Language, Book Reading Club
to Find Myself, Introduction to Cultural Anthropology:
Estranging You and |, and Arnt Gallery Attacking
Incident.

The Venture Incubator

The Venture Incubator is for connecting creative
cultural activities produced by teenagers at the Culture
Factory and the Collegio with culture industries. The
Venture Incubator is the main passage through which
the concept of the Haja Center is realized into an
individual's career: to learn a livelihood by doing what |
want and to combine work with play. Especially to the
youths with entrepreneurship, the Venture Incubator is
the most appropriate place to learn. It is operated with
the joint investment of companies that support the
concept of the Haja Center.

People here upgrade each other by working together:
people from universities, the government, private
sectors, as well as scholars, producers of culture,
entrepreneurs and people with public minds.

For more information on the Haja Center:
<www.haja.or.kr> <project@haja.or.kr>

SREORBRESM. 1217 4 —WMM/. REAHFR.
HEBOARE, RT7ST70ORHY. THHR. .
HES#H. IVEa—9—CLITREPAE.
ARERT. ACTHA. XY FI—-2DDRHY.
R EZERATHRNTT !

Bro &I REMME L > THRE, FADPLTARN
DT, (bBEIALLTABRVNTNELZNTHXRED
TY. ) PHELHS. RREABRELCOVTHZLY
HMAOEH->TEHHD. MLTLIW, FATWIHE
BNTHTL SN, SOl LEEOARELEE
EORBROSBT—EEAI 2 ADORHFVYRETIN?

<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>




botLWRE

COI—F—TIXERELTORREG>LAD
BETRT#%7.

N—IN\—N\—I\ NI¥

B1E77AXEHEZLE (2000
$£12KF -#8E) ToD Cho Hae-joang
FoEAKXKE(VONT) HEFBERIC
LERXDSDER

NSy =1, VONTHSOBFEOTICRYID, 3
A KERPEXMRRFICL > TREENTNSET
1BTT. £y —DEXLHIE The Youth Factory for
Aiternative Culture TT ¢, HBIIALMIC, Nyt
F—LMATNET,

NP ERIBRABT MEHEUMDNADS) EBSEKTY.
N=IN\=N\=]\=I\ NI¥ |

EH. RYDLDMBD

MRICK->TRSS

ELVEHLELELD

PYLNIELERSD

ABDTELALLEBICPSD

N5 -3, BoOK BREPESSETICEREND
REOPTATRLEDLIBLBIFET,. ERERUED
BRI BOWMTT. The Youth Factory for Alternative
Culture NJr V9 —) RBLBT VT4« ET 1 ERL
BEBPHBRERUDIIZXR-XF ¥ TORNER

L. RERLZTIOD 2O MORTPTY., BREFRED
HEIWERATEML. AFRTI/OD S FEHETIN
HHRET, 0T FERTTIARBT, HIVCHAX.

SUBHSOTY.

2 1 H#RCEIT3RORAZTMBAD—DICZ, BSEXY
BMELTNATLELY. RAMESVMOBEY L3tI1C, #
XN, BESEELAVOD. HDINL, EDKIKLLT
B BRDANEERATNKREZONERK>TNIEED
HOML. ELTERN, RAELABHPEN. v
ADBMBEALEDEH>TNKZIETLED, BRBIC, #2
WBIETETERL, EFOAREIBRFCRTILIC
Z30TT., BEADBETT L, HEORXIKLE, BEF
FXPCRGZ LEZERMGITONAERBBORCHFMZO
TWAEHEAIREY, EXOMBELERETHRHT2E
L.

EXOMER. LZEMCIBOALPEBELTOSIMETEI
BYEHA, BEREHRMOIZI 2 =T -2 3 DKL,
REIR2ZBA, FICWHEHSCENTOEZFOKRBERE
fHF2XREGERZOTY. FRLEIIAEDRANE
R TibL, RPFORN. EMXMW. HWRATE, X
TOT7ORBETRANMIShBRRT. HLORARICILS, R
REPHROEFICHL T, 2LFWLLBEEERITOIS
ERMLLI. MRESIhIBRBYEEA,

The Youth Factory for Alternative Culture (NJ ¥ &>/
=) 13, FDLOEHROBERICHRAIRLTRIZN
LA, £29-0ENIR. RXOEENEDIRXNF—%
PEOHINEERDOBICHENILPHRDILICH
KTETHY., LA, BHBITEXLERREHEST
ETHYET, TENRNTS Y (Let'sdoit) (HEETS)
5 -1DOTTH? FhéEd Nolja (Let's play) GBXR)
IE-RBOTETM?) EVWOIREAMESINIFTHVETH, €
VE-FHETIEERMEL. NPEELD M) THY.
2 1 HROTRSBRLTINKRE, HILWSAT7RF4M4N
THY. HLORUOFERZOTY.,

NIy 5 —-DEFREE. LORRKMNALEREI2<

ROTOET, RECHNETIEVIBRERT. ASD
ARERYD. MBEHERDIEMERIBFTHY., &

A REARNREONTLH Y, XLERORREMTS.
NEECRAKBFETOHY £T.

TOBXMIERREL IR, NIvEVI—RBANTF ¥
TZ7O M= - F=T AN =IF 4 — R Fv—A>
FaRkAF—EWD, EOOBMIPORYA>TNET.

ANF¥—T70bkY—

ANF¥—=770 PU—HE5-DEXEBLEBL>TEY.
EXOIXN¥-EMERLTOD 1 MLERSEDE
CEREZROL, HBEMAORTY. RLZIBFNLS5OW
PMIREY, EXREAICME, RUNZERMEFEVILE
T. NJr 29— CREWTS5D20T7 72 FU—1BY,
FNEAIBRANTOS ) FERDTHVET L, AT
OJx/ bEVHEET. 772 MU—MTEALAS>THE
HBTNIHDHHBYVET,

AA=DFYL 2 T7 o bY—  ETARE - TA—
vav A A-=JAR - NAWR. A A-IFTYA4T77
U -2, EXEEHORNERTELVTEL, 772

Y—MoATIOP s FOFT>TUET, RETRAE
5—-331-Yyo 770 PU—LOBRT, BXEFADT
O xs bEEDTLET,



9xT 7700V =02 TFYAL - TOISI Y-
web database application D17 F—#~X—-X 77Y
—ay, 9x77270 M) -RBEI-DKR—AR-D
TR, 77 M) —-DERERELDO I TR-D%
#3AIC. RATOD I PERDTNET,

REAS—Za—-Pv02770bY—: AREBXOR
R-HREAOBR - FOBR - R¥2FVaA—-F4 >
o TNNRLBE, ABNRDLI—FT 4 2 7RORE
P, TIAABEHEZOBRBORELMBLTVET,

S4DATNT—bTFHA 2770 b Y~ TEARES
ICBIT 28 K477 MY —DEXEEI T TT,
"Let's develop our designing sense" ( [F¥#4 DEX
EMRLED)) EWEINZTIOD o FEBUT, BFE
WOEBLRIC, BREORALEDHET, ThEThO/O
Sxo b BGMA—-K. BREY. RAORBETFY S
DF 4= YRE. BADTATAERELTVET,

SIAYIANFY—T70 M) —: RREOWBERD
AD7700M)—TF. 770 b)) -0DEBETREHSE
BUDIT, MRHBIOROBRLIHMTS U EIATET, £
. SABOTRAGLEOREERLEDHSNTNET,

F—=TaA=N—-F 4~

NSeF =T A= F 4 —(3, BEHBLBRERBT
NA<MERITIEROAD, BRNLZERTT, RE. X
¥TR 19—y PRRICGALALRAOBEFEVHT S
EENHELTVWILAKKC, ACOERICHAPLEY.
Council for Autonomy HRD DD RMEERBL T, KX
FPEZVRICBLALEAYF 1S ARBOERERD T
FT, SXZCHEOEARIE, AL LEFSPO>TNLKAK
DREZAROWMMERICOFDL#IC. HCERPACHA
DENPMDITETLELI., TS50 A4E BS5DM
BHEOEZRAEROICT S, BREMOTELZDTYT.
BSICES>T, AR TOMBHEPODICEIREDLOLHLER
7z bTLED.

A=T2AZNR=F4—DF v RIE Fy bI—=0R
KE>TOEY, ¥X¥RXy bI—J&EVHTA-R
Fy o TERDBILERTEL, HRATOMELUDIZETS
WEEHLTVWEY, STOUEZNEREXY F7—5T
BURHT, CSTERALR. BNEZICOED EHTAT
MR RUTITREREFVHTAOBSAZLTY
T, WP XPLRELMBEH > TRO T
Wwt)

NPy REPRUTII-ARBKELFIT, £FLBE,

EFEOH. OIDCHPSN. FI1-ARPMEOEZA
IC&>T. RATRRL. REBODTOH>TOLET, REM
MPDI-R(E, US4 - EVF/ARBOREK. XS
ZALTAFYANEORE, HARRERNILHORES
57 X{EAREANORN,. HRLELHLERRICTI L,
T—h F+SU-BRRRAEEHS.

RIF¥—AFaARA45—
RIFv—AFaRAI=BANF¥—=T 70 b=
ZNR=F 4 —THROBFLEBICL>THEY HEh A W
BREXLEMEXEERERUDITIRADHLOT, NJ+
502U ET b, BAORMECRRENIWISEL
TWET, BSFPVAVNEEPYEFNSELEITTIL
BERU, BULHREMEZEINTT., BCERLDD
DEERICELST, JxoFo—A FaRk49—-3BbE
BISHLARATY., NPy 9 —DBAICRBL TV
ZOTOWAREROGABRRICL > TERENTNET,

KEPHAREE. PECHTRALESBMN. YtoMEs, ©
RRPAROMBEN OLALRZE, TITRE, £RAX
2. #EWM<WCELH>TEENEALEHTINZDTY.,

NZvEF—ICDOVWTHLLIZ:
<www.haja.or.kr>
<project@haja.or.kr>

Learner development and ... participation,
community building, collaboration, teacher
autonomy, pan-Asian links, action research,
gender, self-access, computer aided language
leamning, 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?

<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>




Coordinator's Message: Learning Learning, Spring 2001

Greetings everyone, and hope you've managed to get
at least a little bit of a vacation between the end of the
last academic year and the beginning of this one.
Thanks to our fine new editorial team, we've already
enjoyed one issue of Learning Leaming and can look
forward to three more issues this year concluding with
a pre-conference issue in late October or early
November.

It seems clear that in the last couple of years,
discussions of learner autonomy have moved more
and more into the mainstream of EFL/ESL policy and
pegadogy discussions. Just one indication of this is
the CUE SIG's upcoming conference in Shizuoka this
May. | hope to see many members of the SIG at the
conference, and look forward to talking informally with
you about directions the sig should take over the next
couple of years. One idea we've batted around from
time to time is to put together an anthology of articles
about learner autonomy in the Asian context. In order
to move this notion from the pipe dream stage to
implementation, we're going to organize several
informal discussions at the CUE conference on
directions such a publishing project might take. We'd
also like to organize an editorial team, and a planning
meeting retreat. How does the weekend of October 13-
14 sound? Anyone somewhere in the center of the
country have a good suggestion for an inexpensive
but cozy minshiku where we could get together and
brainstorm this project into being? Andy, Mike and |
have also talked about organizing a mini-conference
on Autonomy in the Asian context to be held at an
attractive location in southeast Asia. Ready to take a
working holiday on a beach in Thailand at the
beginning of 2003?

This year at the PAC3/JALT National conference in
Kitakyushu we'll have the opportunity to meet and
discuss the idea of a Pan-Asian conference and
anthology with colleagues from Hong Kong, Thailand,
Bangladesh, as well as from Japan and our nearest
neighbors in Korea. Richard Smith, now at Warwick in
the UK, and his colleague from Bangladesh, Professor
Fakrul Alam, will be leading a featured speaker
workshop as well as two other presentations.

We can also look forward to AILA 2002, scheduled for
December 12 - 16 in Singapore.

| also hope you've had a chance to check out our web
site recently. | managed to get all of the last issue of
Leaming Learning online (bilingually) quite soon after
publication, and our long-serving member and new
chief Web Editor Jill Robbins is busy working on a total
redesign of the site. We also have a new link or two,
including one to Luciano Mariani's "Learning Paths"
site. The URL is <http://utenti.tripod.it
Nlearning_paths/>. (You may have to be patient -
sometimes it seems to take a little while to load.)

Best to all for an inspiring new school year!
Hugh

- An LD SIG anthology of articles on learner autonomy
in the Asian context?

- An LD SIG retreat in the autumn?

- A Pan-Asian mini-confernence on learner autonomy?
Send your comments on these and suggestions for
other SIG activities to:

Andy Barfield <andyb@sakura.cc.tsukuba.ac.jp>
Mike Nix <mikenix1@tamacc.chuo-u.ac.jp>

Hugh Nicoll <hnicoll@miyazaki-mu.ac.jp>

The next Learning Leamning is out in July 2001.
Send your ideas, articles and reflections,
by June 15th, to:
<andyb@sakura.cc.tsukuba.ac.jp>
<mikenix1@tamacc.chuo-u.ac.jp>
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Andy Barfield <andyb@sakura.cc.tsukuba.ac.jp>

Mike Nix <mikenix1@tamacc.chuo-u.ac.jp>

Hugh Nicoll <hnicoll@®miyazaki-mu.ac.jp>
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