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Greetings

Greetings from the Editorial Board

Mutsumi Kawasaki, Gifu University
Joe Tomei, Kumamoto Gakuen University

Naomi Fujishima, Okayama University

Welcome to the inaugural issue of the Japan Association of Self~-Access Learning (JASAL)
Journal, for which we are honored to have Katherine Thornton and Garold Murray as guest
editors. Katherine Thornton was the JASAL president from 2011-2016 and currently serves
on the Executive Board as events coordinator. She is the programme director at E-CO
(English Cafe at Otemon) Self-Access Center at Otemon Gakuin University, and a regular
column editor of Studies in Self-Access Learning (SiSAL) Journal. Garold Murray founded
JASAL with Lucy Cooker in 2005 and was president from 2005-2010. He has also served as
convener of the AILA Research Network on Learner Autonomy in Language Learning
(2005-2011). He has extensive experience of establishing, managing, and researching self-
access centers in Japan, and he has edited several books in the field. Together, their extensive
knowledge and expertise have helped this journal get off to the firmest and strongest possible
start.

The launch of this journal is a significant event for JASAL, and we hope you are as excited as
we are to see the first issue published. The editorial board would like to thank the editorial
team, the authors, the reviewers, and everyone else who has helped in the various stages of
the production process.

We anticipate that this journal will be a great resource for advancing the development of self-
access language learning in Japan and beyond. We look forward to receiving your

submissions for future issues. Thank you for joining us on this journey!
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Introduction

JASAL Journal: The Inaugural Issue

Katherine Thornton
Otemon Gakuin University
thornton.katherine@gmail.com

Garold Murray
formerly of Okayama University
garold.murray@gmail.com

The publication of the inaugural issue of the Japan Association of Self-Access Learning
(JASAL) Journal signals the coming-of-age of a once fledging organization. In June of 2005,
Lucy Cooker, a pioneer of self-access language learning in Japan, invited colleagues from
around the country to a meeting at Kanda University of International Studies in Chiba to
discuss the possibility of forming an academic association. Although self-access learning was
relatively new to Japan at that time, teachers at universities scattered the length of the country
were starting up modest centres. There was a need for professional collaboration and support.
Out of that meeting, the Japan Association of Self-Access Language Learning emerged.

Over the past fifteen years, self-access language learning has expanded exponentially across
the country. Today, approximately 50 universities have registered their centres on the JASAL
website. In these facilities, educators are not only fostering out-of-class learning opportunities
and providing language advising services, but they are engaging in experimentation aimed at
improving practice and initiating research projects focusing on broadening our understanding
of the potential of self-access learning to meet learners’ needs. Keeping pace with these
developments, JASAL itself has also grown, and since 2015 has held its own national
conference each year.

While the association has been active in providing venues for educators to report on their
projects locally, there is a need for these reports to be preserved and made available to a
wider, even global, audience. As a repository of knowledge and experience, and by
publishing Japanese papers as well as ones written in English, the JASAL Journal has the
potential to support and encourage self-access educators and administrators as they carry out
research, experiment to improve practice and work daily to better meet learners’ needs.

This issue

The papers in this issue illustrate the scope of the work being carried out in self-access
centres around Japan. They also highlight the concerns and priorities of practitioners as
evidenced by their choice of research topics and focus on specific issues of practice. The
papers collected here explore the following themes:

e Adapting to the demands of government and university policies. Ohara and
Mizukura examine how the Japanese ministry of education’s policies in response to
globalization and their implementation at the university level has impacted learners
and their participation in self-access activities, focusing particularly on the pressure it
exerts on their emerging translingual identities.

e Integrating self-access and classroom learning. In their paper Eto, Saunders and Itoi
explore how language learning strategy training might be incorporated into the
curriculum at their institution. On a similar theme, Hutchinson compares two
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classroom interventions designed to support the development of learner autonomy,
one focused on goal-setting and out-of-class activities, the other on in-class
experimentation with learning activities.

e Providing advising services. One of the key programmes offered by centres is
language advising. Warrington and Parsons present a model for learning advisor
autonomy and report on how they applied it in their own work.

e Fostering language learning through social interaction. In their Japanese paper,
Wakisaka, Hayashi, Kitagawa, Wolanski, Harada and Cai compare experiences of
a teletandem programme at two different institutions, in which students learning
several languages participated in online extracurricular language exchanges. In their
discussion of practices paper, Cladis, Eades, Tachibana and Worth look at how
students might be encouraged to take advantage of a “free conversation” programme
and, by so doing, become engaged in possible emergent communities.
Wongsarnpigoon and Imamura report on the establishment of a new area within
their multilingual self-access space, where students can engage in translanguaging and
are supported to use English without the pressure of an English-only environment.

e Attracting newcomers to the centre. For social programmes to be effective, they need
people. In their paper, Von Joo, Werner and Suga describe their outreach
programme and its success in drawing in learners and meeting their specific needs.

In addition to these research papers and discussions of practice, Suga gives her reflections on
attending the JASAL2019 National Conference as a recipient of a JASAL Newcomer Grant.

As the variety of topics addressed in this inaugural issue of the journal suggest, self-access
learning faces any number of challenges. However, this collection of papers also suggests
that educators are meeting these challenges head on. Moving forward, the JASAL Journal has
a key role to play in supporting this important work.

The editors would like to thank the JASAL Journal editorial board and wider team for all
their support in producing this inaugural issue, and all the reviewers and copyeditors whose
feedback was invaluable. Finally, congratulations to all the authors — we hope you all enjoy
reading their work.
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Translingual Practice in a Self-Access Learning Center

The Role of a Self-Access Learning Center in Japan: Accommodation of
Translingual Practice amidst International Educational Reform

Tetsushi Ohara
Ritsumeikan Asia Pacific University

t-ohara@apu.ac.jp

Ryo Mizukura
Meiji University

rmizukura@meiji.ac.jp
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His research interests include comprehending learner autonomy in language learning,
designing class activities to promote active learning, and articulating the roles of Self-Access

Learning Centers.
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teachers and students, language ideology, and English as a Lingua Franca in higher

education.
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Abstract

In recent years, Japanese higher education has seen drastic reforms to accommodate the rapid
changes of social structure and economic order in light of globalization. The government has
promoted a policy of educating university students to become active participants in the future
global society. Although the government has financially supported these university
reformations, mainly neoliberal procedures have been employed; universities have been held
responsible for their own reformation, while accountability has been ensured using numerical
data, such as the number of international students or taught English taught courses. As for
language education, universities have tended to use language test scores, such as TOEFL and
IELTS to evaluate outcomes. However, the knowledge assessed in these language tests is
fragmented, regulating learners’ diverse language use. Thus, research in applied linguistics
has recently begun to critically evaluate such neoliberal measures of reform. The present case
study aimed to qualitatively assess how a Japanese university’s globalization policy has
influenced the development of translingual agency in two students working as peer advisors
at the university’s Self-Access Learning Center (SALC). The results indicated that the
neoliberal reformation of language education could influence the natural language activities
of translingual language learners, but that the SALC could be an important place for learners

to explore their translingual identities and engage in diverse language activities.
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Keywords: translanguaging, language learner identity, language learner agency,

McDonaldization, neoliberalism
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Accompanying the progression of globalization, a radical reformation of university
education has begun in Japan, with the central aim of developing university students to be
active participants in the new global society. Although the Project for Promotion of Global
Human Resource Development in 2012 and the Top Global University (TGU) Project in
2014, led by the Ministry of Education, Culture, Sports, Science and Technology (MEXT),
has financially supported this reformation, with regards to actual policy-making and
implementation, largely neoliberal measures have been employed. Individual universities
have been expected to reform their curricula and to demonstrate outcomes by reporting
numerical data, such as improved test scores and numbers of students joining study abroad
programs. These neoliberal reformation procedures have been subject to scrutiny within
applied linguistics (e.g., Block, 2018; Holborow, 2013; Kubota, 2014, 2016) because of the
test-based evaluations of linguistic and cultural knowledge. It is widely argued that aspects of
language and culture are inseparable and thus cannot be individually measured through tests
such as the Test of English as a Foreign Language (TOEFL) or International English
Language Testing System (IELTS).

Although these neoliberal education reformation projects have tended to focus on
fragmented knowledge, which is standardized for equal evaluation of English ability, the
nature of language use in an international context is more complex. Applied linguists have
explored the nature of international communication practices and labeled them as
translanguaging (Garcia & Li Wei, 2014). Foreign language learners who engage in
translanguaging can integrate various languages into one system and choose different
resources to communicate with others depending on the context. In translingualism
(Canagarajah, 2013), which is an umbrella term encompassing superdiversity (Blommarert &
Rampton, 2012), metorolingualism (Pennycook & Otsuji, 2015), and translanguaging (Garcia

& Li Wei, 2014), it is vital to consider the contradiction between monolithic standards in
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neoliberal reformation and the complex nature of international communication or language
learning in translingual speakers.

Furthermore, universities in Japan have focused on improvement of language ability
of students in the TGU project implementation. However, they have paid less attention to the
educational efficacy of Self-Access Learning Centers (SALCs), even though SALCs enable
learners to realize their own personally designed language learning through engagement with
various resources, teachers, and other learners (Gardner & Miller, 1999). Thus, in order to
explore how neoliberal reformation affects students’ language learning experiences at a
SALC, we report on a qualitative case study of two translingual students at a Japanese
university. The following sections will review the relevant theoretical background, describe
the methods, and summarize the results of the present study. Finally, the effects of the
institution’s neoliberal policies on translingual language learning and activities will be

discussed.

Literature Review
Neoliberalism and Language Education

Neoliberalism is a politico-economic body of thought, which, according to Kubota
(2014), encourages “privatizing public services, creating a flexible workforce, and increasing
individual and institutional accountability for economic success” (p. 485). Due to the
reduction of public services provided by the welfare system, neoliberalism can potentially
generate or widen economics gaps between the upper and lower classes.

With regard to language education, neoliberalism has been found to largely
influence the English language teaching (ELT) industry. Due to the nature of neoliberalism,
individual accountability plays a greater role in decision-making. As quantified results are
preferred to measure success, the focus on improvements in scores on tests such as TOEFL or

IELTS places pressures on educators and students. This is evidenced in language school
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advertisements that claim that by attending their schools, students could improve their
TOEFL scores. In Japan, most students must study English as a required subject for
university entrance exams, and thus are drawn to books designed specifically for entrance
exam preparation and cram schools (Tsuneyoshi, 2013). It seems that this trend in language
education could be influenced by the commercialization of education.

Ritzer (2011) developed the concept of McDonaldization, which refers to the
phenomenon of various industries and sectors, such as education, operating in ways that
resemble fast-food restaurants. It is characterized by efficiency, calculability, predictability,
and control (Ritzer, 2011). Gray and Block (2012) criticized the scientific management and
tailor-made system of teacher education in ELT industries, which they argue applied these
four characteristics. Seargeant (2009) also warned that McDonaldized language education
tended to employ widely-used standardized textbooks and teaching methods, aimed at more
economical and systematic efficacy rather than promoting the diverse identities and
incarnations of the language.

Furthermore, De Costa and Norton (2017) argued that these result-oriented
quantitative outcomes largely resembled neoliberalism in that competent teachers focused
their teaching on improving students’ language test scores. In addition, in spite of the fact that
language knowledge is not divisible into discrete fragments, in order to quantitatively
evaluate students’ learning outcomes, the language has been fragmented and teachers have
become a pedagogical tool for inputting fragmented knowledge into students’ brains. De
Costa and Norton (2017) problematized this tendency for quantification and fragmentation of
education and its outcomes, arguing that the nature of education was more dynamic and
complex. While the effectiveness of standardized tests for objectively and quickly evaluating
English ability should be acknowledged, the diversified and practical language use and
learning achieved through SALCs cannot always be applied to language tests, posing a

challenge for students who must prioritize studies that directly impact their futures.
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Translingualism and Autonomous Language Learning

As mentioned above, neoliberal language education has focused on quantitatively
measurable knowledge due to institutional accountability. Kubota (2016) argued that
neoliberalism in language education tended to ignore the historical aspects of humanity,
culture, and subjective experience in language learning. Throughout the continuous
expansion of globalization, international communication styles have also diversified
considerably. In particular, English has become a lingua franca in the global community, and
international communication in English amongst non-native English speakers has spread.
Thus, the nature of international communication practices has become increasingly complex.

Many scholars, such as Blommarert and Rampton (2012), have discussed how to
interpret the nature of international communication in modern society. Blommarert and
Rampton (2012) introduced the term superdiversity, which describes the dramatic increase in
migrations, resulting in migrants losing sociocultural features, such as their nationality,
ethnicity, language, and religion. Because of superdiversity, languages have become mixed
and methods of communication have become complex. Furthermore, many scholars (e.g.,
Canagarajah, 2011; Creese & Blackledge, 2010; Garcia & Li Wei, 2014) have discussed
these international communication practices in terms of translanguaging, or “the ability of
multilingual speakers to shuttle between languages, treating the diverse languages that form
their repertoire as an integrated system” (Canagarajah, 2011, p. 401).

In translingualism, continuous changes in languages similar to the transformations of
the world due to the globalization can be observed. According to Canagarajah (2013),
although certain features of English may be undeniably helpful in international
communication, English cannot be an absolute norm to guarantee successful meaning-making
activities in communication. Pennycook (2010) also mentioned that the language systems of
each individual are always re-localized with new meanings and values depending on the

situation. Thus, a new indexicality of vocabulary and syntax is continuously being generated
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in the language system. In other words, the system can persistently be in the state of
becoming.

In addition, the concept of learner autonomy has had political and cultural
implications on Western perspectives and English. Pennycook (2014) observed that the
concept of learner autonomy was founded in individualism from the European Enlightenment
and that its dissemination across the world coincided with that of English as an international
language. Riley (1988) further critiqued the relationship between learner autonomy and
culture, arguing that the definition of learner autonomy failed to include non-Western cultural
and educational backgrounds. Other researchers had also tried to investigate the applicability
of autonomy in Asian educational contexts (e.g., Palfreyman, 2003; Smith, 2001). However,
as Benson (2013) suggested, each individual has his or her own autonomy, and even within
an individual, autonomy can be manifested differently according to specific contexts. As the
paradigm of translingualism does not follow the monolingual principle of one language as
one culture, observing the nature of foreign language learners and learner autonomy from a
monolingual perspective would not yield valid results. Thus, it is necessary to consider
political and cultural factors when investigating and analyzing how students approach their

learning and use languages in the translingual environment.

Research Methodology
The present research was conducted at a medium-sized international university in
Japan, known for its multicultural environment and bilingual education system in which most
of the undergraduate courses are held in both Japanese and English. The majority of the
international students are from Asian countries and the university has been selected as one of
the 24 TGU (Global Traction Type) by MEXT (Ministry of Education, Culture, Sports,
Science and Technology, Japan, 2019). The university also emphasizes the globalization of

Japanese students while paying special attention to improving Japanese students’ English
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ability. As parts of its global learning plan, the university promotes high achievement in
recognized English tests, such as TOEFL and IELTS, and study abroad experiences.

The SALC offers a range of language learning support to students studying English,
Japanese, and Chinese outside of classrooms. Peer advisors (PAs) offer students opportunities
to practice English, Japanese, and Chinese and learning advisors (LAs) provide students with
advice regarding their language studies and university lifestyles. In addition, the SALC
organizes a range of social and cultural events, including Japanese calligraphy lessons, guitar
lessons, and movie nights. It also provides a variety of language learning materials, including
games and comic books. The SALC is not only a place to study languages, but also a space to
socialize with friends. This context could play a significant role in realizing the aim of this
research project because it can reveal how these two translingual participants use interesting
features of the SALC to design their own language learning and exercise their diverse
language use.

Participants

This case study focuses on two female Japanese university students, Hanako and
Yoshiko!, who were selected as research participants because of their extensive experiences
at the SALC and their abilities to use several languages in communication. The aim was to
investigate how and why students’ approaches to language learning and use had changed, or
not changed, due to their experiences at the SALC. Thus, Hanako and Yoshiko, both of
whom were fourth-year students and who had been visiting the SALC since their first year at
the university were deemed suitable for the purposes of this observation. Additionally, the
two participants had similar experiences, as they both worked at the SALC as PAs, had
joined an overseas program at the university, and spoke a third language other than Japanese
or English (see Table 1). Both agreed to participate in the study when recruited by the
researchers and, following an orientation regarding the study, signed a research participation

consent form.
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Table 1

General Information on the Participants

Participant 1 Participant 2
Name Hanako Yoshiko
Gender Female Female
Year 4th 4th
Languages Japanese, English, and Indonesian Japanese, English, and Korean
International 1. Indonesia 1. United Kingdom
experience (one-year exchange at a senior (one-year exchange at a
high school) university)

2. Indonesia
(eight-month internship as a
Japanese language assistant)
PA experience 3 years 0.5 year

at the SALC

Data Collection Methods

This study employed narrative inquiry to investigate the participants’ diachronic
experiences, particularly concerning foreign language learning and the use of translanguaging
in the two participants. Their stories were collected in Japanese. To account for varying
storytelling abilities and the subjective nature of the narratives, this study employed two
different types of narrative (Flick, 2007, 2014). First, the participants were asked to write
about their language learning history? (LLH; Barkhuizen et al., 2013) at the end of their third
year at the university. Subsequently, they participated in semi-structured oral narrative

interviews in Japanese when they were fourth year students.
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In the LLH, they were asked to reflect on their past experiences at the SALC,
explaining their language learning experiences and use. The interview questions aimed to
extract more narrative from the participants to attain deeper insights into their LLHs.
Considering the practical limitations (i.e., time and place) of each data collection method, this
research followed Riemann’s suggestion (as cited in Flick, 2014), primarily focusing on
“how” questions, followed by “why” questions. In addition, in order to further triangulate the
data, one of the language support sessions was recorded with an IC recorder. As both
participants worked as PAs at the SALC to support international students, this data was
expected to provide insight into how they actually interacted with students at the SALC.
Data Analysis

The purpose of this research was to understand the SALC’s role in foreign language
learning and its use by describing and analyzing two translingual students’ experience at the
SALC. In Strauss’s (1987) thematical coding, researchers are required to generate short
descriptions about cases in order to decide on the rules for coding. To do this, all of the audio
data from the oral narrative interviews and support sessions were transcribed. Next, each of
the researchers independently analyzed the data from the LLH and the interviews to find
possible themes and generate codes for the data. These were discussed and consolidated (see

Table 2 for a sample of the coding).

Table 2

Example of coding in narrative data analysis

Time Narrative Codes Source
Ist [...]I explained how to cook my 1. FAMILIARTOPICS LLH
semester
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favorite meal'. [...] John sent me a

text with a picture showing that he

actually used my recipe, which we 2. EXCHANGE
had talked about in the session MESSAGES
when we discussed him cooking

by himself?. After that, I went to

the SALC every day and the 3. COMFORTABLE
SALC became one of the most PLACE

comfortable places? for me.

Findings

Hanako’s Story

Hanako had initially been influenced by the image of the ideal Japanese university
student, which entailed being proficient at English, going to a university in an English-
speaking country as an exchange student, and becoming a successful global person. She felt
the need to improve her TOEFL scores and pursue an exchange program because she was a
student at an international university and because most of her fellow Japanese students would
be held to similar expectations. She also believed that she had to speak perfect English in
order to interact with international students. These factors restricted her language activities.

Although she struggled to improve her English, she felt comfortable at the SALC,
due to the friendly support she received from the PAs and LAs. As a result, she aspired to
become a Japanese PA to support international students studying Japanese at the SALC,
which she was able to do beginning in her second year at university. Because she worked as a
PA, the SALC changed from a place to study English to a place to work and support other
students. In using English, Japanese, and Indonesian to communicate with other PAs and

students, she came to realize the importance of conveying her message, rather than speaking
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each language perfectly. Meanwhile, she also became interested in Southeast Asian culture
and people, eventually joining a Japanese teaching assistant program in Indonesia. Her SALC
experience empowered her to find unique language activities and gave her opportunities to
develop her translingual identity as well as explore her own interest. Thus, the SALC became
the most important place for her during her university life.

Transition in Hanako’s Approach to Language Learning and Use

Hanako began with negative feelings towards English because she compared herself
to her friends who were better at English. This motivated her to visit the SALC, which was
introduced to her in an English class during her first semester. At the SALC, she focused on
studying English for improving her tests results and coursework through support provided by
English PAs and LAs. However, as she struggled to improve her English, her negative
emotions toward English remained.

After becoming a Japanese PA, she had increased opportunities to communicate
with other PAs and international students. She used English, Japanese, and Indonesian to
interact with them and was able to build strong relationships. Because of her need to
communicate with such a diverse group, she became less focused on speaking perfect English
and began to mix languages to convey her meaning (see the Appendix for an example of how
she interacted with students at the SALC). Her thoughts and approach to language learning
and use changed into a more translingual perspective. Table 3 illustrates the change in her

notion of language learning and use.

Table 3

Coding in Narrative Data Analysis of Hanako’s Approaches to Language Learning and Use
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Time Narrative Codes Source

st semester Four of my friends were good at 1. COMPARISON LLH
English, as they were placed in
the Intermediate and Advanced
English classes'. I started to
visit the SALC because I was
not good at English and didn’t 2. NEGATIVE FEELING
like English?, so I wanted to TOWARD ENGLISH
improve my English. I thought
I had to work hard since I was
at this university [...] [ mainly
practiced speaking with a PA at 3. STUDY FOR TESTS
the SALC. In particular, I AND CLASSES
intensively practiced test topics

before English speaking

exams>.
3rd—4th In the SALC, I became friends' 1. FRIENDS LLH
semester [with international students]

because I could communicate?

with them without speaking 2. COMMUNICATION
perfect English®. Thus, I no

longer paid attention to

“language” [how fluently or 3. PERFECT ENGLISH
perfectly I spoke each

language] much.
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4th—5th I was shy and didn’t want to talk 1. MIXED LANGUAGES Interview
semester in English [laugh], and I just
didn’t like [to speak English].
But the idea came to me that [
could mix languages'. 2. TRANSLANGUAGING
completely become like... as
long as I can convey my
messages, it’s OK [to talk using
mixed languages]®.[...] [ think 3. CHANGE IN
this was quite a big change® for LANGUAGE USE

me.

Discovering an Interest in Southeast Asia

Because the university promoted globalization based on English, many Japanese
students felt the need to improve their English and participate in an exchange program to
become a successful member of the global society. In her first year, Hanako had also
perceived English skills to coincide with success and global competence. However, through
her interactions with Southeast Asian students inside and outside of the SALC, as well as
outside the university (i.e., her part-time job at a Vietnamese restaurant), she developed an
interest in Southeast Asia. In addition to studying English, she also enrolled in Indonesian
language classes and eventually became fluent in Indonesian. In her third year, connecting
her interests in Southeast Asia and her Japanese PA experience at the SALC, she joined a
Japanese teaching assistantship program in Indonesia for eight months. Table 4 describes the

analysis of how her goals had changed since the first semester.

JASAL Journal Vol.1, No. 1, June 2020 18



Translingual Practice in a Self-Access Learning Center

Table 4

Coding in Narrative Data Analysis of Hanako’s Goals

Time Narrative Codes Source
Ist At the time [1% year], [ had a goal, =~ 1. COMMON GOAL Interview
semester which was similar! to other

Japanese students. Because |
entered this international 3. EXPECTATION
university?, I thought I had to (TOP-DOWN)

improve my English ... and then

I could become a successful 4. ENGLISH =
[global] person’. SUCCESS AND
GLOBAL
4th—5th I was thinking that it would be good 1. SOUTHEAST ASIA Interview

semester if I could go to an English-
speaking country using an
exchange program at the
university or joining a study 2. CHANGE IN GOAL

abroad program at my own

expense because my English 4. FINIDING OWN
would be improved a lot, but I INTEREST (BOTTOM-
realized that I actually liked the UP)

atmosphere of Southeast Asia!
[...] and the people there. So, my

idea changed? to, if  had a
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chance, wanting to challenge
myself? in Southeast Asia

without sticking to English.

Development of Meaning and Value at the SALC

As described above, for Hanako, in the beginning the SALC was a place to study
English. However, because of her role as a PA, the SALC was no longer only a place to study
English, but also a place to work and support other students. As a result of her experiences at
the SALC, Hanako was empowered to explore her translingual identity and discover her
interest in Southeast Asia. In her third year, Hanako became the leader of the Japanese PAs,
and her commitment to the SALC increased. She made a considerable effort to improve the
SALC and her contribution was recognized by many of the other PAs, LAs, and coordinators
at the SALC. Thus, the SALC became the most important place for her in her university life

as Table 5 exemplifies.

Table 5

Coding in Narrative Data Analysis of Hanako’s Development of Meaning and Value at The

SALC
Time Narrative Codes Source
7th I am a fourth-year student now, but 1. IMPORTANTPLACE  Interview

semester the SALC has been a very, very
important place' for me, when I
look back on my university life

[...] As other students have a 2. SPENDING TIME AND
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passion for their club activities ENERGY
and student organizations, [ have
spent my time and energy? most

on the SALC.

Yoshiko’s Story

According to Yoshiko, when she entered the university, she was eager to enjoy
international communication, but she struggled because she compared herself with other
students and felt inferior to them, particularly in her English ability. At this time, the SALC
helped relieve her stress and anxiety. She could speak openly with teachers and senior friends
about her anxieties concerning her English language learning, and she could enjoy casual
conversation with PAs in English. Also, she began to learn Korean and made Korean friends.
Later, she became interested in studying abroad and studied intensively to raise her IELTS
score, practicing the speaking portion with the PAs. When she passed the exam for the
exchange program, she became a PA because she wanted to contribute to the SALC and
support Japanese language learning for international students. Although her experiences were
different from Hanako’s, they eventually led to a similar result, with the SALC becoming the
most important place for her in her university life.
Complex relation between language and surroundings

Based on Yoshiko’s narrative, two points of contrast were evident in how she had
learned and used languages at the beginning of her university life: English and Korean
languages, and classroom studies and SALC. For her, English was perceived as a challenge
invoking negative emotions, such as inferiority or anxiety. To cope with this, she required a
comfortable place to release her negative emotions and to be reminded of her original goal of
getting involved in international communication. In contrast, she had more positive views of
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the Korean language and voluntarily spent time with Korean students. She did not seem to
alter her behavior according to the context or environment. When she was with Korean
students, she did not restrict herself solely to Korean. Rather, she chose to use the full
capacity of her language resources from Japanese, English, and Korean, mixing the languages
and communicating meaning using the most efficient methods possible. Table 6 contains
translated excerpts from Yoshiko’s written LLH and interview that illustrate her attitudes

towards English and Korean.

Table 6

Coding in Narrative Data Analysis of Yoshiko’s Relation between Language and Surroundings

Time Narrative Codes Source

Ist I was suddenly placed into the 1. INFERIOR FEELING LLH
semester higher-level class. In that class,
one student had studied abroad,
and, well, the other students
spoke very well with our 2. ANXIETY
teacher' [...] I didn’t have a
chance to talk much in class
[...] So, I was very nervous?
and I couldn’t say anything. 3. ENJOY
[...] T used the SALC not as a CONVERSATION IN
place for studying, but as a ENGLISH

place for enjoying
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conversations with
international students?.
3rd [...] I don’t say this in Japanese, 1. MIXED LANGUAGE Interview
semester but I can say it in Korean. They
are slightly similar. I
sometimes say Korean words
when I’m speaking in 2. TRANSLANGUAGING
Japanese, unintentionally'2.
[...] Well, sometimes, if I’'m
more fluent in Korean, I have

difficulty accessing my English

[...].

Conflicts between Yoshiko’s Motivation and the School’s Policy

Yoshiko was initially interested in studying abroad in Korea for one year because
she had enjoyed learning Korean and had made lasting friendships with Korean students.
However, due to the university’s exchange program system, she was also forced to consider
her TOEFL scores when applying for the program. Although she had initially been internally
motivated to study in Korea, the TOEFL score-based criteria for study abroad brought about
external pressures, particularly due to the unofficial ranking of countries that had arisen from
differences in TOEFL score requirements. Her reason to choose Korea changed from an
eagerness to experience the language and culture she loved to the fact that it was possible for
her to apply with her current TOEFL score, which was not high.

In addition to her motivation to study abroad, her motivation to study English had
also changed, and she spent more time practicing for the speaking section of the IELTS with

the PAs. Although her natural interactions with the international students at SALC did not
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completely disappear, they had tapered and her language use and intercultural experiences
became less diverse. The following extract demonstrates Yoshiko’s test-based motivations to

pursue Korea for her study abroad experience.

Table 7

Coding in Narrative Data Analysis of Conflicts between Yoshiko’s Motivation and The

School’s Policy
Time Narrative Codes Source
3rd If I want to go to Asian countries, 1 LOWER LANGUAGE Interview
semester I don’t need a higher score in REQUIREMENT

TOEFL compared with European
countries'. Also, I heard it’s not

likely to be competitive?. 2 LESS COMPETITIVE

3rd Now I have this sort of score in 3 POSSIBLE CHOICE Interview
semester TOEFL and Korea can be a
possible choice?. I didn’t have

many choices.

Entanglement of the Self, Languages, and the Environment

By her third year at university, the borders between Yoshiko’s Japanese, Korean,
and English language resources had begun to fade. As a result, her rich language resources
and natural ability to use translanguaging as a pedagogy enhanced her work as a PA. Not
only had the borders between her language resources faded, but the borders between her and

other PAs and the places for learning and international communication also began to blur.
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Various aspects of her university life merged to allow her to experience more natural
international exchanges and international communication. The following excerpts from her

interview and written LLH illustrate this transition.

Table 8

Coding in Narrative Data Analysis of Yoshiko’s Notion of The Self, Languages, and The

Environment
Time Narrative Codes Source
5th [...] for example, I changed the 1. CHANGE LANGUAGE Interview
semester pronunciation of Chinese FLEXIBLY
characters (kanji) from Japanese
to Korean because it’s easier for
Korean students to understand'.
If they talked to me in English, I
answered in English.
4th The relationship between me and 1. TEACHER- STUDENT LLH
semester  the PAs' was kind of like that of RELATIONSHIP

student and teacher, so I felt a

borderline between us. [...] But

two SALC PAs invited me into 2. FADING OUT
the community. Then, the BORDER
borderline? between me and the

other PAs began to fade out. [...]

I could have nice friendships® not 3. EXPANSION OF
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only with English PAs, but also FRIENDSHIP

Japanese PAs.

Discussion

Many Japanese universities use globalization and international university as key
terms to advertise and receive funding from the government in such initiatives as the TGU
Project. However, due to the associations within Japanese society between such keywords
and the English language, universities instinctively strive to improve students’ English
abilities. There is a focus on English test scores (e.g., TOEFL and IELTS), which are thought
to have clear criteria to judge students’ English ability, to demonstrate degrees of
globalization. In addition, it is also easier for universities to use standardized test scores to
gauge achievement rather than assessing each individual student’s language competency
when competing with other countries in the international context. Thus, universities have
employed quantitative measures and a standardized ideal global human resource norm?
influenced by McDonaldization instead of emphasizing individual students’ agency and
diversity in communication styles such as translanguaging. In other words, students and
teachers have become part of a McDonaldized language education system (Gray & Block,
2012; Ritzer, 2011).

English is a lingua franca and it is important to learn in order to communicate with
various people in international situations, even amongst non-native English speakers. Also,
given the current political climate, there is clearly a need for accountability in English
language education, and English tests can be important tools to show students’ English
proficiencies. However, imposing strict top-down policies* of globalization on university
students due to business concerns can distract from the key role of the university as an

educational institution.
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Japanese universities emphasize English as one of the main criteria to judge the
degree of the globalization of their students, despite the fact that the majority of their
international students are from Asian countries® (Japan Student Services Organization,
2020). In this study, Hanako studied and spoke Indonesian and Yoshiko studied and spoke
Korean. As with Hanako and Yoshiko, students at international universities may benefit from
opportunities to learn Asian languages to communicate with others in those languages. In
fact, Hanako and Yoshiko show that learning languages outside of Japanese and English has
been a significant factor in expanding their language activities and international relationships.
However, the value of learning and using Asian languages as well as the concept of
translanguaging are being overshadowed by the idea that English ability is a central factor in
globalization. As De Costa and Norton (2017) indicated, the emphasis on result-oriented
quantitative outcomes is related to a neoliberalism perspective. According to this view, the
university in this study prioritized and standardized what language students should learn (i.e.,
English) and how the language should be learned (i.e., test-oriented studies). As a result, in
spite of being in a very unique environment within Japan where they could explore diversity
in language learning and use, students have often followed the norms set by the university.

The policies and systems emphasizing English and test scores can potentially limit
language education, as was evidenced by Hanako and Yoshiko’s cases. Both participants
showed that their language learning and use were limited when they attempted to follow the
norms imposed by the university. McDonaldization of education usually involves the use of
standardized teaching methods and a disregard for diversity in education (Seargeant, 2009).
Thus, the policies and educational practices set by the university, prominently focusing on
English and test scores, have restrained the students’ agency in language learning and use.

As an educational institution, the university should create an environment to support
each student in finding his or her own way to learn and use languages. Hanako and Yoshiko

also demonstrated that students had the ability to express their agency in language learning
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and use if there was an environment that supported them. Both of them experienced a period
during their university lives in which they struggled to find their aims at the university.
However, while changing their roles at the SALC and cultivating relationships with PAs,
LAs, and friends, they developed their own understanding of language learning and use and
have led a fulfilling university life. This is in accordance with Pennycook’s (2010) statement
that the language system of each person is re-localized with new meanings and values
depending on the situation. One of the most important roles of SALCs is empowering
students by offering them a variety of resources (both material and human) so that each
student may individually explore language learning and use as well as construct
individualized identities and relationships with others. At the university in this study, the
SALC played one of the most important roles in not only supporting the students’ exploration
and achievement of their goals, but also advocating the importance of diversity in language
learning to the university as a whole.

Many Japanese universities have become McUniversities in the name of
globalization (Gray & Block, 2012; Ritzer, 1996). The standardization of English language
education based on numbers and statistics may be a means for universities to achieve
globalization in Japan. However, such a method is accompanied by the risk of students losing
their agency in language learning and use because of the focus on language (e.g., perfect
English in Hanako’s story) rather than communication (e.g., translanguaging among
students). Universities should offer SALCs as a place for students and universities to achieve
a diverse perspective on language learning beyond the traditional concepts of bi- and
multilingualism. A continuous reexamination and redefinition of the role of SALCs is
imperative for supporting individual students in their expressions of agency in language
learning and use and their engagements in languaging® (Garcia, 2014).

As mentioned above, this study succeeded in capturing the experiences of two

Japanese students who had explored their translingual identities while actively engaging in
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the SALC at a Japanese university by using the data from the retrospective narratives written
by the students, and the follow-up interviews with them. The data also successfully captured
the students’ main experiences from their first year at university onward. However, further
research through periodic observations of the two participants at the SALC and interviews
could reveal more details about how and why their thoughts and approaches to language
learning and use have changed. In addition, although it is difficult to argue how many
participants are sufficient for qualitative research, a larger sample could help to uncover the
diverse forms of language learning and roles the SALC plays in students’ university lives.
Data collection from a variety of students, teachers, and administrators could shed light on

the varying interactions between university language education and the SALC.

Conclusion

Given the current situation of higher education in Japan, universities may have no
choice but to accept the idea of globalization proposed by the government in order to secure
funds and recognition through participation in programs such as the Project for Promotion of
Global Human Resource Development and the TGU Project. One of the main consumer
goods in Japan’s globalization is English, and English language tests, such as TOEFL and
IELTS. Japanese universities give high priority to English language education to promote and
advertise their globalization efforts. However, this research shows the importance of offering
students opportunities to explore their identities and express their agency in language
learning and use. SALCs can be one of the key places to foster diversity in language learning

and use as well as to initiate individualized support for students.
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Notes

1. Participant names are pseudonyms.

2. The LLH was written in Japanese and the interview was also conducted in Japanese. All
of the excerpts in this paper are English translations by the authors. A sample of our
translations was validated by a person with no connection to the study to improve the
validity of our translations.

3. This approach is related to a McDonaldized system consisting of efficiency, calculability,
predictability, and control (Gray & Block, 2012; Ritzer, 2011). For example, English is
considered to be a vital element in global human resources. As universities assume that
globalization can be efficiently calculated using English test scores, the language
education at the universities focuses more on increasing students’ English abilities based
on test scores and standardized teaching methods, allowing the university to maintain
centralized control over the goal and content of teaching and learning. This allows the
university to predict a certain level of performance from both students and teachers. With
this rational system, the university can control its globalization, which is one of the key
factors involved in government funding.

4. For example, all Japanese students achieve a certain score in recognized English tests
such as TOEFL and IELTS.

5. In 2019, 92.7% of the international students in higher education institutions come from
Asia (Japan Student Services Organization, 2020).

6. According to Garcia (2014), “English is not a system of language structures; rather,

languaging through what is called English is practicing a new way of being in the world”

(p.5).
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Appendix
A Sample of the Interaction between Hanako and an Indonesian Student at the SALC
The following dialogue (Dialogue 1) is an interaction sequence between Hanako and
an Indonesian student who had visited the SALC to talk to her. Hanako and the Indonesian
student knew each other, as the Indonesian student had previously received Japanese learning
support from Hanako at the SALC. In the dialogue, they were talking about their university

lives and Hanako started to discuss the student’s search for a circle (club).

Dialogue 1

Interaction between Hanako and an Indonesian Student at the SALC

H: Hanako S: Student

OH: 94, ITAE, Lo /242, [Yeah. It was really good.]

S €9, €9, €9, €I, [Yeah. Yeah. Yeah. Yeah.]

NH: 2, €275L4, Fr&, Cari #—2 /7= 75 U4 A, [Oh, is that true? Before,
you were looking for a circle, didn’t you?|

4)S: A ? Cari? [Huh? “Cari?”]

5) H: Cari. Cari. Z&L T/= U+ A, [Cari. Cari. You were looking for, remember?]
6) S: Cari » C ?[What is “Cari”?]

NH: 72> FR Tl Caril TL ko [Is it “Cari” in Indonesian, right?]
8)S: ...

9) H: Mencari,

10)S: &. Mencari, [Oh, “Mencari.”] [Laugh]

11) H: Are you Indonesian?

12) S&H: [Laugh]
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In this interaction sequence, Hanako spoke Japanese (written in italics), Indonesian
(underlined), and English to interact with the student because both of them spoke the three
languages. First, they were conversing in Japanese, but Hanako began to use Indonesian
terms, “cari” and “mencari,” which mean “to look for.” Then, she spoke English, asking, “are
you Indonesian,” to tease the student who could not understand the Indonesian terms. In the
interview about the interaction sequence, Hanako indicated that she could demonstrate her
communication abilities better and make friends with international students more easily by

mixing languages.

JASAL Journal Vol.1, No. 1, June 2020 36



Classroom-Based Learner Training

Classroom-Based Training Towards Learner Autonomy

Tomoko Eto
Ritsumeikan Asia Pacific University

etomoko@apu.ac.jp

Misato Saunders
Ritsumeikan Asia Pacific University

misato@apu.ac.jp

Kiyu Itoi

Ritsumeikan Asia Pacific University

kiyu@apu.ac.jp

Author Biography

Tomoko Eto is a tenured senior English lecturer at the Center for Language Education,
Ritsumeikan Asia Pacific University, in Oita, Japan. Her research interests include language

learning strategies, learner beliefs, and needs analysis.

Misato Saunders is a part-time English lecturer at the Center for Language Education and a
Language Advisor at the Self-Access Learning Center (SALC), Ritsumeikan Asia Pacific
University, in Oita, Japan. Her research interests include language learning strategies and

motivational strategies.
Kiyu Itoi is a full-time English lecturer at the Center for Language Education, Ritsumeikan

Asia Pacific University, in Oita, Japan. Her research interests include language learning

strategies, translanguaging, and academic discourse socialization.

JASAL Journal Vol.1, No. 1, June 2020 37



Classroom-Based Learner Training

Abstract
Fostering learner autonomy is one of the ultimate goals of language education. Various
researchers argue that the utilization of language learning strategies (LLS) facilitates
autonomous learning. However, learners often do not have sufficient opportunities to develop
their LLS utilization in language classrooms since language classes currently give little
attention to learner training (LT) on LLS. To address this issue, classroom-based LT was
designed and incorporated into an English course at a mid-sized private Japanese university.
In this module, students were expected to learn and practice target LLS with support from
their course teachers. A list of target LLS was created mainly referring to three existing LLS
inventories. Five types of training tools, such as study-note samples and learning resources,
were developed and employed for this LT. Since the purpose of the research was to examine
the implemented LT for future improvement, two surveys were conducted with 140 students
and three teachers following a one-semester-long implementation of LT. Although the survey
results revealed students’ overall positive perceptions towards LT, the operation of LT still had
some room for improvement in terms of support for both students and teachers. This paper
describes the implementation of the LT, its rationale, and the analysis of the survey results.
Based on the findings, it concludes by providing practical suggestions for designing an LT
incorporated English program.

FEEOBHEFERNEZENT L LIE, SHBEORED -2 THD, %< O
TEN, BT HA N T 7T Y—(LLS) O & Afir 7 E e ) O m Lo #EIZ- OV T
CTCWb, L2vL, BEDRBEHE CIELLS I 258 EE kL) IS EEN AT
SNTVRWD, FEREFEOZ L, FEATLLS IZOWTOHMEZIRD DR %
AT TR, 2T, MENLTAEBRL, BARO PR K PO HGE T —
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The term “autonomy” is defined as “the ability to take charge of one’s own learning”
(Holec, 1981, p. 3). To be more precise, it is “the ability of the learner to take responsibility
for his or her own learning and to plan, organize, and monitor the learning process
independently of the teacher” (Hedge, 2000, p. 410). One of the current goals of foreign
language education is to foster autonomous learners, since once learners understand how to
learn effectively, they can apply this knowledge to achieve their learning goals in the future.

In response to a common question among language practitioners, “How can learner
autonomy be developed?”, various experts argue that the utilization of language learning
strategies (LLS) promotes learners’ autonomous learning (Fewell, 2010; Oxford, 1999;
Wenden, 1991). Harmer (2001), for instance, suggests that, “students need to develop their
own learning strategies, so that as far as possible they become autonomous learners” (p. 335).
Therefore, we designed a strategy-based learner training (LT) module and incorporated it into

an English course at a Japanese university in order to develop students’ autonomous learning.

Language Learning Strategies

Definition and Types of LLS

Although there is a lack of consensus regarding the definition and types/classification
of LLS, Rubin’s (1987) definition of LLS is commonly referred to by various researchers.
Rubin explains LLS as the actions taken by language learners to learn and regulate their
learning. In terms of types of LLS, Oxford’s (1990) list, the Strategy Inventory for Language
Learning (SILL), has been regarded as being comprehensive and includes 50 strategies under
the six categories: memory, cognitive, compensation, metacognitive, affective, and social
strategies. Although SILL has been widely used to collect data in LLS research (Mizumoto &
Takeuchi, 2018), one strategy inventory alone cannot account for all the variables that enter
into learners’ strategy use, such as their sociocultural environments or accessibility to

technology (Amerstorfer, 2018). Therefore, researchers are encouraged to make appropriate
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adaptations to the SILL and have their own strategy inventories if the original statements are
inappropriate for their research participants or do not reflect the research context (Hsiao &
Oxford, 2002).
Instruction of LLS

As a framework of LLS instruction, Griffiths (2015) summarizes five principal
phases which are most likely to contribute to the successful learning of LLS: (a) “Raising
awareness,” (b) “Explicit instruction,” (c¢) “Practice,” (d) “Implicit instruction” and (e)
“Evaluation” (p. 429-430). However, she also emphasizes that the utilization of all
instructional phases is not a prerequisite of successful instruction (Griffiths, 2015). In order to
accommodate the many variables of learners, LLS selection and utilization, as well as the
contents and methods of LLS instruction, should be tailored appropriately.
Connection Between LLS and Success of Learning

The connection between LLS and successful learning has been proven not to be
straightforward (Rubin, 1975). However, a sufficient number of research results show that a
connection exists between them. In the research of Green and Oxford (1995), for instance,
more proficient language learners utilized LLS more frequently than the less proficient.
Moreover, in Griffiths’ (2008) study, the proficient learner group utilized a wider variety of
LLS than the other group. Similarly, various research results indicate that learners’ extensive
use of LLS is one of the contributing factors to one’s learning success (Fewell, 2010; Hedge,

2000; Zare, 2012).

Learner Training
LT and Learner Autonomy
Harris (1991) defines LT as “the systematic and explicit training of learners in
learning strategies in general (metacognitive strategies) and strategies for dealing with

language and communication in particular (cognitive strategies)” (p. 7). In addition, since
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learner “autonomy is a matter of degree,” LT is viewed as moving learners forward “to full
autonomy,” or pursuing “a greater degree of”” control for their learning (Wenden, 1998, p. 3).
In short, LT is the help that teachers give to learners so that they might explore various LLS
and establish the most optimal system for themselves, which is expected to promote their
autonomy.
Needs of LT

Teachers’ support is deemed to be instrumental in learners’ exploration of how they
learn most effectively (O’Malley et al., 1985). However, language classes currently pay little
attention to LLS or LT (Griffiths, 2015). Fewell’s (2010) research on the utilization of LLS by
Japanese college learners, for instance, reveals participants’ limited access to LLS and
identifies their teachers’ common lack of awareness towards LLS as one of the contributing
factors. A similar tendency is reported in many Asian countries (Fewell, 2010). The situation
at the institution where this research was conducted was not an exception. Previous research
results regarding learners’ needs in English communication at the institution suggest clear
individual differences in students’ utilization of communication strategies, although it should
be noted that teachers’ awareness towards LLS was not examined in this research (Eto, 2019).

Researchers, such as Oxford (2008) and Meyer (2012), who studied pedagogical
differences between the Eastern and Western education system, assume that the Western
notion of autonomy cannot be easily integrated into Asian cultures, where teacher-centered
teaching has been traditionally regarded as standard. In these contexts, it has been suggested
that Asian learners tend to feel rather demotivated if they are asked to independently take
control of their studies (Biggs, 1994). This tendency of Asian language learners further
justifies teachers’ involvement in LT in order to develop learner autonomy in language
education in Asia.

Considering these perspectives, the need for classroom-based, teacher-guided learner

training was recognized to help students to improve their learning.
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Implementation of LT

In order to meet learners’ needs, a small-scaled LT component was incorporated as a
“self-study”” module into a mandatory university English course over a semester in 2019. This
LT intended to help students facilitate their learning and be more effective at learning English.
Since the course predominantly aimed to cultivate learners’ reading skills and improve their
scores on the Test of English as a Foreign Language Institutional Testing Program (TOEFL
ITP), LLS introduced in the module were related to these learning objectives.

Methods

For strategy instruction in LT, 12 types of LLS were selected, taking the course
objectives into account, as well as the tasks and the learning environment of the learners.
Among these target strategies, 10 were extracted from three different LLS inventories: SILL
(Oxftord, 1990), the English Language Learning Strategy Inventory (ELLSI) (Griffiths, 2013)
and Strategies for Language Skills Development (LSD) (Griftiths, 2004). Subsequently, in
order to add slight variety to the LLS list, two new strategies were created by the researchers,
based on the nature of the students’ tasks (see Table 1). For instance, “utilizing appropriate
approaches according to one’s learning goal” was designed because students were asked to
consider different approaches to achieve their learning goals and select the best one for
themselves in LT.

Five types of training tools were designed as scaffolding for learners’ LLS
development (see Table 1). A physical notebook was selected as a medium for teachers to
monitor students’ self-study. In addition, a list of learning resources, note samples, a
worksheet for planning and reviewing, and workshops were provided to supplement students’
self-study. Griffiths’ (2015) five principal phases for LLS instruction was also taken into
account. Among them, three phases, including raising awareness, explicit instruction, and
practicing, were adopted, based on the assumption that students were at the early stage of
their LLS learning (see Table 1).
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Table 1
Framework of LT
Tool Target strategy Instructional Source of
phase LLS
Notebook 1. Keeping a language learning notebook Explicit ELLSI 17
2. Spending time studying English instruction, ELLSI 27
Practice
Learning 3. Finding suitable learning resources for Raising LSD
resources oneself awareness Reading 3
Note 4. Utilizing appropriate approaches according Raising Researchers
samples to one’s learning goal awareness
5. Studying English grammar Explicit ELLSI 15
6. Consciously learning new vocabulary instruction ELLSI 16
7. Learning from mistakes ELLSI 26
8. Watching YouTube videos for learning Researchers
Worksheet 9. Planning one’s schedule to have time to Explicit SILL 34
& study instruction,
teachers’ 10. Having clear goals for improving one’s Practice SILL 37
feedback English
11. Thinking about one’s progress in learning SILL 38
English
Workshop  12. Learning from the teacher Raising ELLSI 2
awareness,
Explicit
instruction
Procedure

In the introduction workshop held at the beginning of the course, students were asked

to buy a physical notebook for their self-study, which was called a “self-study notebook.”

After receiving some explicit instruction on LT and LLS, it was explained to students that

they had to fill two notebook pages with their self-study work as their weekly assignment.

The content of their self-study was of the students’ choice although some self-study examples
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created by researchers were shown. The notebooks were collected by teachers for grading and
feedback twice a semester.

On Manaba, the institution’s Learning Management System (LMS), a list of learning
resources, such as TOEFL books and English learning websites (see Appendix A) was shared.
In addition, note samples were displayed for students in order to show them different
approaches to achieve their learning goals. These samples were given as PDF documents
which included a photocopy of self-study notebook pages made by researchers and sample
feedback on the study contents as well as dos and don’ts. The samples were provided
according to the learning goals, such as improving reading/standardized test scores or English
communication (see Appendix A).

An electronic worksheet in the Microsoft Excel format was provided so that students
had an opportunity for setting a goal, and planning and reviewing their studies every month
(see Appendix A). Teachers collected the worksheet for grading and feedback twice a
semester.

Advising workshops were designed to raise students’ awareness of LLS and
explicitly introduce LLS. Course teachers were expected to conduct these workshops twice a
semester, using default slides created by researchers. In addition, teachers commented on
students’ actual notebooks in the workshops.

At the end of semester, students’ performance in the LT accounted for five percent of
their final grade: four percent was allotted to their notebook study, and one percent to their
worksheet completion. As only five percent was allocated to the self-study, it was considered
to be relatively low-stakes. Most of the students’ work for LT was completed outside the
classroom.

Research
Two surveys were designed to refine the future implementation of LT. They sought to

answer the following research questions:
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1. How did students and teachers perceive LT incorporated into an English course

at a Japanese university?

2. What aspects do course designers need to keep in mind in designing LT

incorporated into an English course?
Context

The study was conducted in a medium-sized private university in Kyushu. The
university has approximately 6,000 students of which half are domestic, and the other half is
international from about 90 countries. The school offers a Japanese and English bilingual
education system, and students are required to complete a language program that is not in the
language of instruction they chose upon enrollment. For instance, if a student chooses
Japanese for their language of instruction in their major subjects, they are required to take
English language courses. The English program has four mandatory courses: Elementary, Pre-
intermediate, Intermediate, and Upper intermediate. The present study was conducted in the
Intermediate course.

After implementing LT with the students in the Intermediate English course level
from the beginning of the semester, a survey was given to students and teachers at the end of
the semester. The language proficiency level of the course curriculum was 42" to B/ on the
scale of the Common European Framework of Reference for Languages (CEFR).
Methodology

This section describes the two surveys that were conducted in order to analyze the
needs of students and teachers and evaluate the LT.

In general, quantitative methods, such as surveys, are used to measure, rank,
categorize, identify patterns and make generalizations. Cohen et al. (2007) outline the
functions of surveys as to “gather data at a particular point in time with the intention of
describing the nature of existing conditions, or identifying standards against which existing

conditions can be compared, or determining the relationships that exist between specific
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events” (p. 205). Since the purpose of the research was to collect data broadly from a large
number of students and teachers in order to obtain a picture of their perception of LT,
including pros and cons, surveys were adopted as the most suitable method for this research.
Data Collection

Method of Collecting the Data from Students

In terms of collecting data from the students’ perspectives, an online survey was
conducted via Google Forms on the last day of the 2019 spring semester. The approximately
10-minute-long anonymous survey was carried out during English class, yet students’
participation in the survey was not mandatory. The students were studying in the Intermediate
English course where they focused on improving their reading skills and TOEFL ITP test
scores. Of the 152 respondents to the survey, 140 agreed to cooperate with the research.

The survey consisted of 14 questions given in both Japanese and English (see
Appendix B). Multiple choice and short answer questions were employed. In regard to
multiple-choice questions, there were three styles. The first was to answer questions on a
four-point Likert scale: with “one” being “Not at all helpful” and “four”, “Very helpful.”
Another type of question involved choosing one or more options from a list of items. The
third was a simple binary option. For example, “Which do you prefer, x or y?”” Regarding
short answer questions, students were required to explain the reasons or opinions for their
answer choices provided in the multiple-choice questions. Students’ responses were then
analyzed using a thematic analysis.

Method of Collecting the Data from Teachers

With respect to the teachers’ survey, an online survey was conducted via Google
Forms between August 8" and August 27" in 2019 after classes were finished for the
semester. The survey asked teachers to describe their experiences with and perceptions of LT
and provide suggestions for future improvement. Of the 12 Intermediate Course teachers,

only six responded to the survey and only three teachers further participated in the study. The
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low response rate may have been due to the spring semester having just finished. Most
teachers had already left for vacation and may not have been aware that the survey was being
conducted.
Data Analysis

Since the purpose of the research was to examine the perceptions of the implemented
LT and identify improvements for the future, it focused on the following four items: students’
perception of LT, their preferred medium of self-study, their use of learning resources, and
teachers’ feedback on the training implementation. Students’ perception on LT was analyzed
by examining five target survey questions: Q2, Q3, Q4, Q 9 and Q12 (see Table 2). Teachers’
difficulties in guiding LT and suggestions to improve the framework were extracted by
referring to their short descriptive answers in the survey (see Table 3). Descriptive statistics

were used to describe and present the data (see Appendix B).

Table 2

Students’ Perception Examined and Survey Questions.

Perception Target question

examined  Question  Question

#
Satisfaction Q2 “To what extent, do you think your self-study at the
with LT Intermediate English course helped you improve your
English skills?”
Q12 “Please write your comments/feedback on the self-study
practices used at the Intermediate English course this
semester.”

Preferred Q3 “With your self-study, which do you prefer to use, a
medium notebook or an online tool [OneNote, Manaba, etc.]?”
of self- Q4 “Please write the reasons for your answer to Question 3
study above.”

Use of Q9 “Did you use learning resources [useful materials and
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learning websites] introduced on Manaba for your self-study?”

resources QI2 “Please write your comments/feedback on the self-study
practices used at the Intermediate English course this

semester.”

Table 3

Teachers’ Perception Examined and Survey Questions.

Perception examined  Survey question

Difficulties “Please write the difficulties that you or your students faced

regarding IE self-study”

Suggestions “Please write any suggestions to improve students’ self-study

next semester.”

Survey Results

Students’ Survey Results
Satisfaction with LT

Students’ responses to Q2 and Q12 were analyzed to examine their attitudes towards
the classroom-based LT, called self-study. Approximately two-thirds of students answered that
1s was “Helpful” or “Very helpful,” while the rest responded that it was “Not at all helpful” or
“Not helpful.” From this result, a large proportion of students’ overall perception was that this
classroom-based LT was rather helpful. Students’ reasoning behind their choices were coded
and classified into two general groups depending on their attitudes towards LT: positive and
negative. Subsequently, within each attitude toward LT, reasons and examples were given (see

Table 4).

Table 4

Students’ Satisfaction with LT (Q2 and 12)
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Attitude  Answer choice Reason Example quote
frequency,
n (%)
Positive  Helpful Study habit “It was a good opportunity to regulate my self-
66 (47.1%) study.”
Study “I was able to study hard since self-study was
Very helpful motivation counted as part of grade.”
26 (18.5%) Freedom of “It was nice to be able to choose what I want to
choice study.”
Subtotal 92 (65.7%)
Negative Not at all Obligation “It was a study just to fill out my notebook.”
helpful “It required lots of work.”
15 (10.7%) “It should be self-study, so it should be up to
me. However, I felt like it was obligation.”
Not helpful Necessity of  “I wish there had been more workshops or
33 (23.5%) teachers’ feedback from my teacher.”
support
Subtotal 48 (34.2%)
Total 140 (100%)
Mean 2.7

Medium Preference

In students’ responses to Q3 and Q4, compared with online tools, the use of physical

notebooks was supported by nearly 60% of respondents. Students preferred using physical

notebooks mainly because they believed that it was effective for memory retention and

convenient to use, while students advocated online tools due to superior accessibility and their

concern for the environment (see Table 5).

Table 5

Preference of Medium (Q3 and 4)

Medium Frequency, Reason

n (%)

Example quote
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Notebook 83 (59.7%) Memory retention  “I can memorize better when writing than
typing.”
Convenience “I can review easier.”

Online tool 56 (40.2%) Accessibility

“I can study anywhere.”

“It covers my learning demands.”

Eco-friendliness  “Saving the environment because it is

paperless.”

Total 139 (100%)

Use of Learning Resources

Students’ responses to Q9 and Q12 were investigated in order to evaluate their use of

learning resources shared on LMS. Although a third of students used the resources, the

majority of students did not utilize them, mainly because they felt they already had suitable

learning resources for themselves, or the resources given mismatched with their needs (see

Table 6).

Table 6

Use of Learning Resources (09 and 12)

Answer  Frequency, Reason Example quote
choice n (%)
Yes 46 (33.3%) Fit for TOEFL “I used TOEFL ITP textbooks introduced on
study LMS.”
No 92 (66.6%) Possession of “I used the textbook that I had used when I was
alternatives a high school student.”

Needs of more
learning

resources

“] wanted to know more textbooks or materials

to study English.”

Total 138 (100%)
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Teachers’ Survey Results

This section outlines the results of the teachers’ survey. Although the number of
respondents was limited, their responses provided insight on how to improve the LT module.
Difficulties Reported by Teachers

e The workload was heavy. It was too much work to check students’ self-study
notebooks. The work should be less laborious.

e  The regularity of students’ self-study was dubious. Lots of students just started working
on it two days before the notebook checking day.

e  Most students’ main concern was to fill the space in the notebook as opposed to making
good use of their time. They apparently had limited knowledge on LLS and faced
difficulty using a notebook to improve their English.

e I'm sure it was very helpful for most of the students, but some students felt that it was
an obligation and meaningless.

Suggestions Made by Teachers

e Teachers should check students’ notebooks more frequently, at least once a month.

e Teachers should spend more class time on introducing how to study more effectively.

Summary of the Survey Results

According to students’ survey results, the majority of students perceived this
classroom-based LT as helpful, while a third found it useless mainly because of their sense of
obligation and the need for more assistance from their teachers. The teachers’ survey results
revealed the points for improvement in the LT module, which were related to teachers’
workload and engagement, frequency of the self-study notebook check, and what content to
provide in order to raise students’ awareness and cultivate their knowledge on LLS. These
points will be discussed in the following sections to make suggestions for a refined

implementation of LT.
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Discussion
This study explored the students’ and teachers’ perceptions towards LT of
LLS incorporated into a university English course. It found that students had an overall
positive experience. However, there are some implications from the study that indicate
changes to the program are necessary, as the proposed framework used for LT unfortunately
did not necessarily foster autonomous language learners. Therefore, some findings from the
study will be discussed in this section.

First, there seems to be a need for teacher training on conducting LT in class.
Anecdotal evidence gained through classroom communication with students and discussion
with other teachers suggested that some teachers did not offer feedback on students’ selt-
study notebooks or practical advice on how to access learning resources. Some of their
students tended to fill the notebook in order to get points, not for their self-study. On the other
hand, other teachers were able to give feedback to students about how they were conducting
their self-study and recommended some useful resources to them. Compared to those that did
not receive feedback, these students were given more opportunities to improve their ability as
language learners. Because of this, the outcome of the LT might have differed depending on
teachers’ approaches. From these differences in approach, it can be argued that teachers need
to form a consensus on how to proceed with LT, and individual teachers need to be trained as
language coaches when conducting LT in order to foster language learners’ growth.

Also, more importantly, teacher training can improve their negative perception
regarding their workload since it can be a place for teachers to establish a consensus on the
implementation of LT. Anecdotal evidence gained through discussion with teachers suggested
that there might have been some mis-communication between researchers and course teachers
about the LT implementation, including feedback. The researchers expected teachers to spot-
check students’ notebooks with simple feedback. However, some teachers seemed to have

thought that they should give detailed feedback based on professional expertise to individual
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students. Therefore, it is important for teachers to exchange opinions on how to manage LT
both effectively and efficiently and search for common ground in terms of how much teachers
should be involved, what kind of feedback would be helpful to students, and what is feasible
with the limited time teachers and students have for LT. This can help them have a clear
picture on their roles in LT and work on LT with less stress.

Next, it seems there is a need for more support for students when conducting LT in
class. Students’ survey responses suggested that some students were not even sure why they
were required to do self-study as a part of the course, which decreased their overall
motivation towards LT. In addition, some students completed their notebook study only from
their sense of obligation. Furthermore, teachers’ survey responses suggested that some
students had limited knowledge of different LLS and faced difficulty in improving their
English using a notebook. Some students apparently did not make any changes in their use of
LLS throughout the semester. They used the same ones they did at the beginning, such as
simply writing the same words again and again. Therefore, it is obvious that there is a need
for more learner support, including support that helps students learn different ways of self-
study. Such support can hopefully help them gradually become autonomous learners. Offering
teachers an opportunity to learn about LLS in a teacher-training workshop could be one way
that LT would improve in the sense that teachers would be more equipped with various LLS
that they could share with their students.

In addition, some students complained about the workload created by their
notebook study. As some survey responses suggested, this might be partially because they
filled in all the pages of the assignment right before the deadline and did not work steadily by
doing two pages per week as the instructions stipulated. Teachers’ frequent checking of their
notebook can be a help to change students’ perception of their workload. Also, in the LT
workshop, teachers could clearly mention how many hours of students’ self-study is expected

every week, for instance one hour, to resolve students’ anxiety.
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Lastly, the term “self-study” seemed to cause confusion among teachers and
students. The researchers called the assignment “self-study” in order to convey the
message that students were not obligated to study particular topics or skills, but instead they
were free to choose what they would like to study. However, students’ survey responses
suggested that they thought teachers should not be involved at all if the assignment was truly
self-study, which they felt should be a student’s own independent study. Despite this being
the case, their accounts also suggested more involvement of teachers is desirable for the better
implementation of LT. Therefore, reconsidering how the assignment is named might benefit
both teachers and students. Perhaps, the ideal terminology would be something which
indicates that the assignment allows students to exercise autonomy to some extent, but
would also involve some teacher guidance.

Implications

Based on the findings of this study, some aspects need to be reconsidered when
conducting LT in English courses. First, as previously discussed, if the goal of this kind of
activity were to develop autonomous language learners with the help of teachers, the name of
the task should be altered. Instead of simply calling it self-study, perhaps calling it guided
independent study or something that indicates that teacher will be involved as well might
reduce students’ misunderstanding of the assignment.

In addition, some teacher training sessions or faculty development workshops
offered to teachers beforehand might benefit both teachers and students. These sessions would
provide opportunities for teachers to learn various LLS, gather learning resources, gain
knowledge on language advising and form a consensus on their roles. With such support,
teachers can offer students feedback on their independent study and guide them to improve
their own studies.

Lastly, some students’ accounts suggested that this LT module’s use of

notebooks did not accommodate different learning styles/demands. For instance, it is
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difficult for students to self-study speaking and listening, when they are asked to share their
learning using notebooks. They cannot share their progress in speaking fluency or
pronunciation after their shadowing practice since paper notebooks cannot allow them to
record their voices. This might lead to an avoidance of practicing these skills even if they
want to improve them. Especially with the growing technology in educational settings,
methods to incorporate different types of learning in LT should be considered. Although
requiring students to fill in two pages of their written notebook has many advantages such as
developing consistent study habits, this cannot accommodate some types of learning that rely
more heavily on technological tools. Therefore, alternatives to using notebooks need to be
discussed and considered.
Conclusion

This study explored students’ and teachers’ perceptions of classroom-based learner
training of LLS to develop autonomous learning. Overall, the research results reveal that
student participants in this study perceived the classroom-based LT to be helpful; although it
did not address a direct connection between the LT and learner autonomy or teacher
participants showed less positive responses towards the LT. The results also indicate that
students prefer using a physical notebook to online tools, such as OneNote, yet it was
found that a notebook format does not cater to all kinds of learning styles/demands.

Nevertheless, students’ and teachers’ accounts suggested that learners found LT
useful, and put forward practical suggestions for future LT. The terminology used for the LT
module requires careful consideration and a clear consensus when being shared. In this case
the term used, “self-study,” misled learners, and in a worst-case scenario ended up
discouraging some students. In addition, the results of the survey suggest that for such LT to
work, teachers’ increased support as information sources and coaches to improve students’
learning is desirable. Based on the findings of the study, the following are deemed crucial:

teachers’ knowledge of language learning and LLS, a higher degree of teacher involvement,
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teachers’ training as language coaches as well as an opportunity to form a consensus about LT
to avoid misunderstanding, and ongoing opportunities for both teachers and students to learn
various LLS. With more assistance from teachers, it will be more likely that LT will help
develop individual student’s ability to take control of their studies, which will be an essential
part of promoting autonomous learning. Thus, future implementation of LT needs to consider

teacher training to ensure better results.
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Appendix A

Instructional Tools

a. A Learning Resources Webpage

2. Extra Practice for the TOEFL (TOEFL ITPRX 27450R6I~DBEXEEMIT)
Listening Section
@‘ ENG_ExtraTOEFL_ListeningPractice_21Mar2017.pdf - 2019-03-17 12:48:50

Grammar Section

@ ENG_ExtraTOEFL_GrammarPractice_21Mar2017.pdf - 2019-03-17 12:49:06

Reading Section

@ ENG_ExtraTOEFL_ReadingPractice_21Mar2017.pdf - 2019-04-22 17:18:46

3. Manaba Grammar Practice

TOEFL ITPTFRA MCAHDITEREDA Y S5« Y EBIA—RATY, HABOERGEROT, BEZBEL
MEULTHIBTZZENTEET, £TR "I—XDEVH) ERATHSHBLTILIL,
https://manaba.apu.ac.jp/ct/course_479087

4. Useful Websites

Hapa &£ https://hapaeikaiwa.com/

Eigo with Luke https://www.eigowithluke.com/

Lang-8 https://lang-8.com/

BBC learning English http://www.bbc.co.uk/learningenglish/

b. A Note Sample

Self-study sample: Focus 1 Unit 1 Reading 1 (p.4-6)

Academic
vocabulary:
FET, TR, Shi
R %, Hrk
BEL., #x3%T
HATTF A%
%o

Dictation:
(DManaba D A — 7
AFT7 7 ANRM
2TCTFA 2T —Y
avi+s (EH
ZhlvT#E L
%), WASHZT
VTR Y,

@7 %R b %BE
Exdbbd, bh
O I o TP,
HEEE T
5, Nikx#Ez
5. MICH L THE
ATH2,
[O]EP 1o 18V
XEGHRD O
S A2
@i 10 [ +
F—4 v 7 @@HkoD
BicHEVTHI)E
ToL, FHAR
DIER IEhFM

JASAL Journal Vol.1, No. 1, June 2020 59



Classroom-Based Learner Training

c. A Worksheet

2019SP IEB Self-study Planner Your name
o Goals of your self-study for this month:
April

Self-study Planner (Schedule your self-study to complete at least two notebook pages every week.)

Mon Tue Wed Thu Fri sat sun
1 2 3 a4 5 6 7
’
i
Time(h
8 9 10 1 12 13 1
15tciss Dy
Course Introduction [LOEF eszce
®
15 16 17 18 19 20 21
. TOEFL Lesson i
’
=
22 23 24 25 26 27 28
ToEFLLesson
TOEFL Lesson plived
.
®
2
Focus UIRL
L
®
Self-study check
1. Time spent in April: about 0 hours)
2. Contents of your self-study
a. Notebook pages you completed in this month's self-study: pages
b. Learning resources you used (Write some comments on the materials.)
Name Comments (e.g. Helpful/Not very helpful because... )

Learning

resources,
3)

. Good things and things to be improved in your self-study this month

d. Your goall(s) for the next month

d. Workshop Slides

DISCUSS WITH YOUR GROUP MEMBERS

What is your study goal for this semester?
2. How did you do for your first self-study? Was it easy or difficult?
Why?

What materials did you use for your self-study?

5~ &Y

Do you have any questions?

POINT 2

Question 2: What's wrong with this note?

» Only question numbers and answers are written. There is no
analysis on why s/he made the mistakes.

-
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Appendix B
Survey (For Students)

IE Self-Study Survey
SEREBIRO - A THRIDITILENTAIT 4 =IOV T TFRORMICEE BV LET,
ZOT v — FOMETHIET —F ML, SHROBERBOLDOBHIL LN EBoTWET, ¥, BHOHEPEEONEILZME R
FHEIC I —RR e LR A,

Please answer this survey regarding the self-study you did this semester for the Intermediate English course. Your answers will be analyzed to improve the
practices for the next semester.

Your participation in this survey and your answers will not affect your status or grades in the course.

DT U= b ~OBACAB LT K E2H, UTORMICEER ZE, ABRENARVWAR, TOY - ZHACTIKEN,

1f you agree to answer this survey, please proceed to the questions below. If not, please close this this survey.

KFEPHROI—R T, /= bEES>TOEATRIT 41— (BEHE) 2T-oTHLVELER, HREOEREFAFTIMTTT R, (Z2BATL
EEW, )

In the Intermediate English course, you were asked to use a notebook for your self-study. For what purposes, did you mainly use your notebook? (Select two
options.)

OF A 7 4 » 7/ Writing

U A= 7/ Listening

OV —5 1 7/ Reading

% E'—% > 7/ Speaking

CJTOEFL ITP7 A |/ TOEFL ITP test

[I3E4/ Vocabulary

% D/ Others

KBPROI—ATOENVTAZT 4 —iE, BYORFE AR LC LD WIS L B0ET A,
To what extent, do you think your self-study at the Intermediate English course help you improve your English skills?
1. 42 #Nrf= 723 7=/ Not at all helpful

2 2 72739 =/ Not helpful

3.4 / Helpful

4. L T LTV~ 72/ Very helpful

BE¥FETOBT, /—FEESTITID LAY T A Y —/1(OneNotePManabaR ¥) 2 E-TITH DL TiX, YHLLRHFELVERBVETS,
3 With your self-study, which do you prefer to use, a notebook or an online tool (OneNote, Manaba, etc.)?

409 1E 5 A3 FLV /1 prefer using a notebook.
(7> 7 A 7 —/L(OneNote°Manaba” £)% {4 5 (% 5 A3 L\ >, /1 prefer using an online tool (¢.g. OneNote, Manaba).

4 | LREMI~OEEDOEEEZHFN T EEL, Please write the reasons for your answer to Question 3 above.

BEFEOHECEETROIDICSef-study PlannerZ AL TH bW E LIc#s, SFHO & 5 ICBFHMA(Microsoft Excel, OneNote, Manaba’z &) %
5O LEHE ICERIShEY =27 v — ) 2ESOTE, EHORFELVLERBVETS,

For planning and Keeping track of your self-study, which do you prefer to use, an electronic medium (Microsoft Excel, OneNote, Manaba, etc.) or a paper
medium (an worksheet printed on paper)?

B (Microsoft Excel, OneNote, Manaba7 2)%{# 9 [Z 5 A3V / I prefer using an electronic medium (Microsoft Excel, OneNote, Manaba, etc.)
O (BRcHBlShizv—2 v — 1) %4

6 |EREMS~DOEZEOEEZE T L EV), Please write the reasons for your answer to Question 5 above.

T 9 43FL0N, /1 prefer using a paper medium (a worksheet printed on paper).

CNTRET 4 —%ED D LT, Manaba kDnote samples (E/V 7 2 F T 4 — ) — hOEY FOBINWLE DL HWRIZSI B E Ly,
To what extent, did note samples shown on Manaba help you to conduct your self-study?

=727 72/ Not at all helpful

#1v> 7=/ Not helpful

clpful

7=/ Very helpful

BNTRAET 4 —%#ED D ET, self-study planner CEFHE HRVIEY ¥ — FIZ DL BWRITIIBE Lied,

To what extent, did self-study planner help you to conduct your self-study?

1. A=< #AE7= 7242 72/ Not at all helpful

2. #3E =727 1=/ Not helpful

3. %37 o 7/ Helpful

4. L THIZIL - 72/ Very helpful

AT AET 4 —% D BB, Manaba EOlearning resources (FF ISR, V=T ¥ A POBMEFIBLE Lich,
Did you use learning resources (useful materials and websites) introduced on Manaba for your self-study?

O, FIHLE L7z, / Yes, 1did.

Oz, R LE#ATLE, /No,1did not.

(LEREMIT NIV LEFLEFOHBELL LS, ) TROPTHA L BM AT, 2TBATIEEN,

(This question is only for those who answered, ‘Yes’ to Question 9 above.) Please select the resource(s) if you used it/them.

[IMr. Evine 17738304 r45 Ky

CIMr. Evine 9 3%
%2 5 20 —F 1 74000
CITOEFL TEST #f Hi5¢ 22301k
CIBVTH R 2 %HGEEY 2 7 > TOEFL
[JFOREST

A MIEAFT 5 TOEFL ITP TestSCiA R X}

[IManaba Grammar Practice

[JHapa 582335

[JEigo with Luke

[Lang-8

[IBBC Learning English

(et

Ozl

CNT AT 4 —%ED D LT, learning resources CEF TR DM, V=T HA FOBMIZE DL BWRIZIHE L,
To what extent, did the information about learning resources help you to conduct your self-study?

LA st

727> 72/ Not at all helpful

- 72/ Not helpful

{elpful

4. & T H I 7/ Very helpful

SEMOEBTRCTORNAN T ZAFT 4 —OMYMAICONT, BABZ HABICEFNTIEE,

Please write your comments/feedback on the self-study practices used at the Intermediate English course this semester.

13 |/ — FefEoc R B EFFHENHIE, LT EEL, If you know any effective self-study methods using a notebook, please share with us.

0T V= FOBRIBAR—EIHFESNRVETRESNET, Fh, FOT—FRERRRORABRLEL. AT V7 KFERZOWS

THESNDABER DY T, TOT V7 — MEROARIZOVWTHEABLETH,

Your answers will be kept in a form that does not allow for identifying individuals. Also, the data can be shared through academic papers and presentations at
i ithii the campus. Do you agree to release your answers?

L #7 /1 agree that my answers can be used for publication.
L £ A /1 DO NOT agree that my answer can be used for publication.
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Abstract

This paper describes two classroom-based projects aimed at developing first-year university
students’ capacity to study autonomously. In the first project, students set individual learning
goals and identified relevant activities with the help of the teacher, completing the study outside
of the classroom. In the second, students did not set goals, and instead selected and sampled
learning activities suggested by the teacher during class time. In both cases, learners completed
reflections on the benefits and drawbacks of these activities.

In both projects, student reflections were collected and analysed by the teacher, and followed
up with student-teacher consultations. In the second project, pre- and post-intervention
questionnaires on language learning motivation were analysed and used as the basis for
follow-up interviews with randomly selected students. The research aimed to establish what
effect each intervention had on student motivation, metacognitive awareness, and ability to
study independently.

This paper compares the two projects, considering the level of challenge for students,
potential for collaborative learning, and the ability of the teacher to give appropriate support
and feedback. It concludes by emphasising the need to support learners as they develop the
ability to effectively set goals and engage in self-directed learning, and offers suggestions for
classroom teachers and learning advisors looking to do so.

AfTiE, RE1FEEODHEFEEIR L2 BRIRESR—ADTer =7 k24
IZOWTCEERT %, 1 70y b TIERAENRNSHSE BEARE L, Hilog
B & BIREERICENL O EIEE A R E, REMCTEEEET, F2 e v
7 NTIX, BRI D 5 ERE 2 ENTEIR LER, EH5560FFIB N T

b, FATEBIATEHOA Y v hET AU v MZOWTEHZELT,

FrolTa Yoy MZBWT, REICIDERLEFPADHRNEZIE Lo, F
27y FTIE, BRI LD ADRIZICS B OB TICBET5 7 7
— NS, OO REZ b E IS ISRITN T A OBIHE & B A 21T
o772, VNI EN AR FLAEDOER, A XBHMAERR. B BRI KT L2
DFFETH D,

AR TITEES B, LR OBEN AR, BV R—F 17 40— v o)
BEEE LN 2070y M EEBREFTT 5, fime LT, FAENHLEE
L7z HEEIZm W E ERNCFEE T 28N 2T, =EEEZ VR — N 2064l
DARRRTHDEEAL., TD XDV R— FOREEZBHF L TV A REHYHE
CEEFSE B TR E AT ).
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The idea that learners benefit from taking an active role in their own learning, and
developing the capacity to “take charge of [their] own learning” (Holec, 1981, p. 3), has
become widely accepted in language teaching. Greater student control over the content and
nature of learning, and a reflective stance towards learning, is held to lead to a more
personally meaningful study experience, increasing learner focus, motivation, and resilience
in the face of setbacks (Little, 2002). One way of supporting the development of autonomous
learners is the provision of self-access learning facilities. Kanda University of Foreign
Studies has an attractive Self-Access Learning Centre (SALC) that students often cite as one
of their primary reasons for choosing the university.

In spite of this, students in my first-year classes at Kanda frequently reported lacking
the courage to discuss their learning needs and goals in English, or struggling to identify
those needs. While learning advisors may encounter more students who already have
confidence in their language skills or ability to study autonomously, classroom teachers face
the question of how best to support the development of learners “who are not yet autonomous
but are involved in the process of acquiring the ability to assume responsibility for their own
learning” (Holec, 1981, pp. 25-26) without removing their autonomy by being overly
directive.

This paper will describe two teaching interventions intended to support the
development of first-year university students’ learner autonomy and understanding of the
learning process. The interventions spanned the first semester of the first year in consecutive
years, and involved students identifying learning activities, trying them, reflecting on the
experience, identifying a new activity and repeating the process. The first intervention saw
students identify goals and activities before trying out activities in their own time; in the
second, students chose activities from several recommended by the teacher or learning
advisor, and carried them out in class. This paper will compare the two projects and offer
suggestions for teachers and learning advisors seeking to support learners in the development

of autonomous learning skills.

Literature Review
Ushioda (2011, p. 223) points out that autonomy has been defined in two quite
different ways: “autonomy as a psychological need to experience personal agency, and
autonomy as a capacity to manage and regulate one’s learning”. She argues that autonomy as
a capacity is unlikely to develop without motivation, which encompasses student willingness

to exercise control over their learning. On the other hand, she argues, students are unlikely to
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feel motivated to take ownership of their learning without the experience of making
autonomous decisions about it. These three elements may thus be seen as a progression:
learners first experience control over their learning, become willing to engage in
metacognitive behaviour characteristic of self-regulated learning, and subsequently develop
the capacity to do so.

Most learners need significant support and guidance before they develop the capacity
to direct their own learning. This support is typically provided by the classroom teacher;
research such as that of Dam (1995) suggests that promoting learner choice in the classroom
can have a powerful motivating effect on students. For Little (2007, p. 26), “Learner
autonomy is the product of an interactive process in which the teacher gradually enlarges the
scope of her learners’ autonomy by gradually allowing them more control of the process and
content of their learning”. Sheerin (1997) identifies the delicate balancing act that this can
entail: teachers should not remove autonomy by insisting on their role as expert or stepping in
where the student is not ready to take responsibility, but they should also avoid stepping back
too much and risking student frustration or reliance on familiar resources which do not
promote growth.

Among the metacognitive abilities and dispositions held to characterise autonomous
learners, a number relate to setting objectives, planning, and evaluating learning (Sheerin,
1997). Student goals in second-language education are held to have a number of positive
effects. According to Dornyei (1998, p. 120), “(a) they direct attention and effort towards
goal-relevant activities at the expense of actions that are not relevant; (b) they regulate effort
expenditure in that people adjust their effort to the difficulty level required by the task; (c)
they encourage persistence until the goal is accomplished; (d) they promote the search for
relevant action plans or task strategies.”

Goals also act as a way to evaluate performance, and achievable proximal goals can
help students maintain motivation over the long term. Specific, challenging goals are believed
to lead to a higher level of task performance than easy or vague goals (Locke & Latham,
2006). Another way for students to evaluate their performance and become more aware of the
learning process is through reflection, which acts as “a bridge between practical experience

and theoretical conceptualisation” (Kohonen, 2007, p. 4).

Context
The interventions described in this paper took place with two consecutive cohorts of

first-year university students at Kanda University of International Studies, a specialist

JASAL Journal Vol.1, No. 1, June 2020 65



Freedom or Focus? Fostering Learner Autonomy

languages university in Japan. They were carried out in a compulsory class called Freshman
English, which meets four times a week and focuses primarily on students’ spoken
competence. Participating students were English majors and perceived to be highly motivated
to learn and speak English. Both classes were composed of students who had placed into the
lowest proficiency stream, around CEFR A2 level.

As part of the project group responsible for the Freshman English curriculum, I was in
charge of updating the Independent Learning component of the course’s Orientation Unit.
This Unit aimed to support students’ transition from high school to university by introducing
the kinds of learning activities they could expect to encounter during their degree programme.
This update had three main aims:

1. Promoting self-regulation, including an experience of meaningful choice in
learning, and the ability and willingness to reflect on past experiences and plan for
future learning;

2. Broadening student awareness of aspects of the learning process, including
familiarity with the learning context, its affordances and skills needed to do well
within it.

3. Socialising student participation in supportive social groups which facilitate
adaptation to the university learning environment.

The previous materials had introduced the concept of self-directed learning by
encouraging students to set one goal and identify three relevant learning activities. Learners
tried out those activities and then reflected on their progress. Teacher responses to a survey
conducted by the project group suggested that students struggled to identify meaningful goals
or relevant activities during the Independent Learning component. Nonetheless, they often
stated that they had enjoyed and benefitted from the process, possibly to avoid discussing
setbacks. Many teachers reported that they subsequently dropped the idea of independent
study due to its initial lack of success.

In order to give students time to develop the skills and willingness to engage in
autonomous learning, the project group decided to expand the intervention to a semester-long
project. In both interventions, students’ written reflections (four study sessions plus one
workshop on study apps, which is not considered here) were collected and assessed for 10%
of the course grade. Although the creation of a rubric was considered, student reflection was
ultimately graded holistically, with responses that were complete but superficial receiving a

passing grade while more in-depth responses received a higher grade.
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Both interventions used the same reflection questions, which were completed by
students in English. The questions were as follows:

1. What activity did you do? How did you do it (use verbs like read, listen, pronounce)?
2. What was good about this way of studying?

3. What was not good about this way of studying?

4. How will you study next time?

These questions were based on the first three items of Nunan’s (1997) framework for
encouraging autonomy in the classroom. They aimed to demonstrate student ability to
understand what they did during the activity (what Nunan calls awareness), evaluate the
activity against their own goals (involvement), and modify the activity to better suit those

goals (intervention).

Research Methods

Research aimed to establish whether the intervention had achieved the three aims of
the Orientation Unit: promoting self-regulation, broadening awareness of the learning
process, and facilitating the development of supportive social groups. The first year’s
intervention was intended primarily as a trial of the new materials. In this intervention, all
student reflections were collected and analysed, along with recordings of two student-teacher
consultations with each student. I also recorded teacher observations in a field journal.

The same data were collected for the second intervention, in addition to mixed
methods research on student attitudes toward learning in general, and this intervention in
particular. A pre- and post-intervention questionnaire on language learning motivation was
administered containing 32 statements about learning foreign languages with which
participants rated their agreement on a Likert scale. The questionnaire was based on that of
Williams, Burden & Lanvers (2002), and targeted attitudes toward English, perceptions of
students’ own ability, perceived control over the learning process, and perceptions of the role
of outside influences. At the end of the semester, detailed reflective interviews were
conducted with five students chosen at random from those who had completed the majority of

the independent study sessions and reflections.

Intervention 1: Individual Goal Setting
20 lower-proficiency students followed a needs analysis process focussing primarily
on their spoken competence. Each student worked with a teacher or the learning advisor

paired with their class to choose a goal and find an appropriate learning activity for that goal.
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Students had two weeks to try the activity and reflect on their experience. This was repeated
four times during the semester, with students able to change their goal from one cycle to the
next. In order to guide students’ decision-making, they were asked to choose from among
four broad goal categories which were felt to be most relevant to class content and students’
needs: discussion skills, vocabulary, grammar, and pronunciation., Students were further
encouraged to choose a specific and achievable ‘small goal’ within the chosen category
(Hutchinson, 2014).

The pattern of student choices is outlined in Figure 1, below.

Figure 1
Study Choices in Project 1
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The majority of students initially chose discussion skills, which were defined to mean
the practice of generating opinions on topics and studying formulaic language used in
discussion functions. Students had already taken part in group discussions for the university
placement exam, and as part of their needs analysis process, but for many this was the first
time they had had a sustained discussion in English. Therefore, they were probably correct in
identifying the discussion process and relevant discourse as an area for improvement.
However, although many students selected this activity, it became apparent that their

timetables made it difficult for them to study together outside class time. Further, as the
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English resources suggested to them were aimed at more advanced learners, reflections and
consultations suggested that students struggled to derive meaning from their study.

These issues may explain why many students shifted to studying vocabulary, which is
easier to study individually. Students tended also to migrate away from the English resources
initially suggested toward familiar Japanese language resources. This reliance on familiar
resources was observed from the beginning of the study with students who initially chose to
study grammar. While students rated this study highly, reviewing high-school grammar
books did not fulfil the aim of socialising learners to new study practices.

Pronunciation was students’ least popular choice, which was likely due to a lack of
familiarity with how to study it. This supposition is supported by the fact that two students
chose to shadow an entire movie without using a script. One reported during the consultation
that shadowing was “boring”, and that he had not reviewed his recording afterwards since the
shadowing itself had taken several hours; both students reported finding the study
demotivating. Such experiences reveal the extent to which students struggled to understand
the study activities introduced to them, and may have influenced both students’ subsequent
choice of familiar Japanese-language high school study resources.

Following the first intervention, the curriculum project group conducted informal
feedback sessions with teachers and learning advisors. The feedback suggested that
supporting individual students to set goals constituted a heavy workload for teachers and
learning advisors. It also made it difficult to give meaningful feedback on student reflections,
since study was conducted in students’ own time and students often struggled to articulate

what they had done in English.

Intervention 2: Classroom-based Experimentation

The second intervention was conducted in the first semester of the subsequent
academic year with a new cohort. By bringing the completion of activities into the classroom,
the project groups hoped to create an opportunity for experiential learning, in which students
experience learning processes and become aware of them, using reflection to create “a bridge
between practical experience and theoretical conceptualisation” (Kohonen, 2007, p. 4).
Students would still be able to experience choice, but with tangible activities to choose
between, and the support of group members and their teacher.

Four times during the semester, my class of 19 lower-proficiency students were
introduced to three or four activities that they could complete in class. Students chose an

activity, found group members, carried out the activity and wrote a reflection. Although they
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were encouraged to choose other activities if they wished, in practice this was only observed
when students requested activities from previous weeks. This time, I conducted
questionnaires and interviews to determine how the process was perceived by students, and
what aspects they found difficult (Hutchinson, 2019). Since one criticism of the previous
intervention was that it tended to preclude collaborative work, most of the activities |
suggested in the second intervention involved group work and speaking skills. The most

popular activities are introduced in Table 1.

Table 1
Study Choices in Project 2

Activity name Brief description Number of
students
Survival 2 Students discuss who to save from a group of 6

people facing danger.

Record a Students prepare then record a discussion. They 6
Conversation listen and find areas to improve.
Shadowing Students speak a text aloud while listening to it and 6

following a script.

Survival 1 Students rank items, then read the expert advice to 8

determine if they survived.

Taboo Students explain words to their group without 9

saying certain “taboo” words.

Word Map Students investigate features of a word, such as 13

definition, collocations, and example sentences.

I Disagree Teams of students prepare to argue one side of an 16

issue, rebutting the other team.

The most popular activities were those that promoted speaking, involved cooperation
and included game-like elements that reduced pressure on students. The two “Survival
Games” involved ranking and negotiation to achieve the best outcome for the group, and in
the first instance a clear scoring system. These games benefitted from substantial ‘buzz’ as

students recommended them to those who were yet to try them.
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The most popular activity was “I Disagree”, a group discussion activity that saw
students organize into opposing teams and required them to stick to one side of an argument
until the final two minutes. In their reflections, students stated that they enjoyed thinking
from a different viewpoint and working in teams, and were able to continue and deepen the
discussion to a greater degree than usual. Even where activities were not originally intended
to be social, such as Word Map, they tended to be completed cooperatively in small groups.

As in the previous intervention, certain activities proved difficult for many students.
Four of the six students who chose shadowing reported that the listening texts they had
chosen were at the wrong level, with only one commenting that he had changed to materials
at a more appropriate level. A similar tendency was noted with the length of activities;
although some students wrote in their reflection that the time was too short, they responded to
suggestions that they change the time with embarrassment or by retracting the criticism. Even
with the teacher present, there was little evidence that students were prepared to modify

activities to meet their learning needs, a reluctance that was confirmed in student interviews.

Comparison of Interventions

Promoting self-regulation

The primary aim of the intervention was to promote self-regulation, including student
ability to understand, choose, carry out and reflect on learning activities in English, and plan
for future learning. The evidence from both interventions confirmed how challenging this
process was to students, regardless of support from teacher and peers. Four of the five
students interviewed after the second intervention stated that choosing activities was difficult,
which matched teacher observations that students frequently took more than twenty minutes
to make a choice. Four students felt that it was sometimes difficult to understand the English
activity instructions. Student B elaborated by saying “I don’t know what activity is doing,
maybe all of these is very important but I want to brush up my skill, all, so I’'m difficult to
choose...” (reported in Hutchinson, 2019, p. 52). Although three students stated that they
tried to match activities to skills they wanted to practice, they also said that they chose based
on which activities seemed easy, fun, or their friends were choosing. This suggests that
students entered into learning activities with limited understanding of what the activities had
to offer, building their understanding as they went. They took a long time to choose activities
because the process was difficult for them, and because they felt that choosing one meant not

being able to experience others.
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Students appeared to find future planning even more difficult. The parts of the
reflections in both interventions discussing what students had done and the positive aspects of
that activity were lengthier and more detailed than the parts identifying what an activity
lacked or the students’ future aims. Supporting this observation, three of the five students
interviewed after the second intervention highlighted the latter questions of the reflection task
as being particularly difficult (Hutchinson, 2019). It could be argued that since the last two
reflection questions focus on things that students have not yet actually experienced, they are
more abstract than the first two. They assume an awareness of language study as a system of
possibilities and needs in which one day’s study activity would suggest to students a new
need to be addressed in the future. In both interventions, in cases where students did identify
a future aim, it was overwhelmingly to repeat a concrete activity they had felt to be useful.
Neither intervention provided substantial evidence of a growing ability to forward plan and
set goals. However, it could be argued that concrete experience of experimentation and
reflection may provide an accessible way to start building students’ overview of the learning
process.

Student awareness of the learning process

The second aim was to broaden student awareness of the learning process, including
introducing study activities that could help them to succeed at university. In the first
intervention, students were supported in choosing goals and relevant learning activities, but
then left on their own to figure out how to complete the activity. Student interviews,
reflections and classroom observation revealed how difficult it was for them to understand
and carry out these unfamiliar learning activities in their second language. If they were
unable to do so, the intervention risked leaving students with experiences of failure or
fruitless effort. Further, since reflection on the activity required students to do something
meaningful with it without teacher oversight, students were more likely to report success
even where they had struggled, in order to fulfil the assessment criteria. Students in the first
intervention tended to gravitate toward familiar activities, either from the beginning or after
experiencing difficulty with their initial unfamiliar choices.

Once the choice and subsequent experimentation were transferred to the classroom,
however, students benefitted from teacher and peer support, and were far more likely to
experience success. They were thus able to have a range of experiences, to reflect more
deeply on activities and understand the differences between them. In this environment, rather

than entering an antagonistic ‘policeman’ role with students who seemed to be dishonestly
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reporting progress, I was able to provide more detailed feedback and suggestions, having a
better understanding of what students had actually been doing in class.
Supportive collaborative study

The third aim of the interventions was to socialise students to supportive collaborative
study. Students in the first intervention reported finding it difficult to study together outside
class, and as a result many dropped activities requiring collaborative study. This made it
difficult to practice speaking, even though most identified their development of spoken
English as a priority. The second intervention was more collaborative, with students choosing
activities together, negotiating participation, and reflecting together. Students regularly
recommended activities to others, and their reflections revealed the development of shared
interpretations as to what constituted positive and negative study behaviours. One recurrent
comment was that certain activities, in particular games such as Taboo, were “too fun”; in
other words, students had become too absorbed in the game to focus on correct grammar
usage, or had become excited and disturbed the study of others.

As interviews were only conducted after the second intervention, it is difficult to
compare learner perceptions of the two interventions. Nevertheless, students in the second
intervention did not seem to feel constrained by the lack of individualised goal setting.
According to the language learning motivation questionnaire administered in this
intervention, student agreement with the questionnaire item “I set myself goals when I study
English” fell from 4.06 out of 5 to 3.83 (Hutchinson, 2019). When discussing this in follow-
up interviews, learners suggested that they preferred to learn about activities before setting
goals. One interviewee argued that stating a goal up front would narrow potential choice: “if
have a correctly goal I have to choose the activity to lead to the goal”, instead preferring
“doing a lot of activities and find own goal”. Nor did students appear to want more choice of
activities. During the independent learning sessions, I repeatedly stated that students could
choose beyond the activities suggested, but this was only observed in cases where students

requested activities from previous sessions.

Discussion
Fostering Autonomy
As discussed in the literature review, Ushioda (2011) argues that autonomy has been
defined in two quite different ways: as the experience of personal agency and choice, and as a
capacity for self-directed learning. Although both of the projects described here aimed to

foster this, the first intervention required students to identify goals and activities — in other
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words, to demonstrate exactly that capacity for self-regulation which we are aiming to
develop and have decided that students lack — and then to carry out these activities without
teacher or peer support. The level of difficulty was therefore substantially higher, arguably
too high for most students at this stage of their development. The second intervention
focussed instead on giving students the experience of choice in the classroom, allowing them
to build knowledge about the learning process, and hopefully increase their motivation to take
control of their own learning in future.

There is also the danger that by insisting that students set goals and adhere to them,
the first intervention deprived students of the opportunity to fully experience meaningful self-
determined decision-making. As discussed above, there were instances in the first
intervention where students experienced failure through poor choice of learning content or
misunderstanding how to complete a learning activity. With this in mind, and hoping to
encourage effective learning behaviour, I attempted to steer students in the direction of study
that most closely supported successful completion of the goal. In so doing, however, there is
a danger that students were steered away from following their interests. Additionally, given
the mismatch between the stated freedom of choice and subsequent guidance and correction
offered to students, it is possible that the first intervention may have actually hindered student
understanding of the new learning context and its requirements through its lack of
transparency.

Goal Setting

In psychological research, support for the benefits of setting goals seems unequivocal:
“specific, high (hard) goals lead to a higher level of task performance than do easy goals or
vague, abstract goals such as the exhortation to “do one’s best”™” (Locke & Latham, 2006, p.
265). Yet some in the business world have argued that goal setting harms organizations in
“systematic and predictable ways” (Ordoiez, Schweitzer, Galinsky & Bazerman, 2009, p.5),
and does so most seriously precisely when goals are both specific and challenging. In their
2006 paper, Locke and Latham introduce some caveats to their model: “So long as a person is
committed to the goal, has the requisite ability to attain it, and does not have conflicting
goals, there is a positive, linear relationship between goal difficulty and task performance” (p.
265). To what extent do these caveats hold true of the first-year students described in this
paper?

It is clear that some of my students were not committed to the goals they chose in the
first intervention, which was likely due to the fact that the goal setting process was externally

dictated by the context and the teacher. Further, in attempting to steer students away from
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unproductive study, I frequently suggested goals and activities thought to be a better fit for a
student, removing an element of freedom from the student’s choice. Ordonez et al (2009) cite
several studies suggesting that goal setting can harm intrinsic motivation as it increases
extrinsic motivation, meaning that participants may engage in the task to satisfy a
requirement or for external rewards such as the 10% of course grade assigned to the project.

Since students were required to set their goals in an English-only environment, and
steered towards English-language resources, it is likely that they were ‘choosing’ activities
which were suggestions of the teacher or learning advisor (Sheerin, 1997). Arguably, within
the context of the first intervention, students did not have “the requisite ability to attain” the
goals they set, or to set goals that they could attain. Ordofiez et al (2009) identify three main
side effects of overly challenging goals: shifting attitudes to risk, promoting unethical
behaviours, and the psychological effects of failure. Many students in the first intervention
made less risky choices such as reviewing high school study, especially those who had
initially tried a new activity and found it overly challenging. While this approach was not
necessarily a poor use of their time, it did not fulfil the intervention’s aim of socialising
students to new study methods, and prevented students from broadening their base of
experience.

A few students behaved unethically, reporting that they had successfully completed
their study but unable to answer questions about it, leading to a change in the student-teacher
role as I was forced to police student learning. Finally, and most problematically for a project
aiming to create student identities as competent learners and foster effective study habits,
there is evidence that challenging goals, even where they improve performance, may leave
people questioning their abilities and intelligence (Mussweiler & Strack, 2000). Since self-
efficacy and motivation are held to play a key role in ongoing engagement with learning
(Bandura, 1977), overly challenging goals may be counterproductive for first-year university
learners.

In the context of a controlled psychological experiment, it may be possible to ensure
that a participant “does not have conflicting goals” (Locke & Latham, 2006, p.265), but this
1s unlikely to be true of complex individuals adapting to a new course of study. Indeed,
interviews with selected students following the second intervention made it clear that they
were keen not to limit themselves to one goal, and that making one choice was difficult
precisely because it precluded choosing other activities. One student argued strongly for the
benefits of experimentation over goals, preferring to first build experience which would lead

to organically finding a goal. This parallels the evidence found by Ordofiez et al (2009) that
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the narrow focus of initial goal setting may promote performance but inhibit learning, as

specific measures encourage a narrow focus and definition of success.

Conclusions

This paper has compared two classroom teaching interventions which aimed to foster
learner autonomy, learning skills, and student participation in supportive groups. The first
involved individual goal setting and reflection, and produced a more focussed and
individualistic learning setup which presented challenges for the teacher in supporting
students. Many students appeared unready for the level of self-direction, which sometimes
resulted in ineffective study, an over-reliance on familiar resources, reduced confidence and
in some cases, unethical behaviour. The second intervention was developed in response to
these perceived issues, and brought the process of choosing and sampling activities into the
classroom. This was a more social and supportive experience, and enabled students to take
risks and build a range of new experiences that they could, through reflection, transform into
greater confidence and awareness of the learning process.

For students with limited experience of directing their own learning, setting goals
before identifying activities may be an overly abstract and daunting task. Conversely, moving
from concrete experience of choice and experimentation in learning can be highly motivating,
and reflection on action has a role to play in bridging the gap between practice and
conceptual understanding. Where goals are set, it is important that students experience
freedom and meaningful choice in doing so, including the freedom to fail or fall short without
fear of getting poor grades, risking personal relationships, or losing confidence in their own
abilities.

While learning advisors can offer more targeted, one-to-one support than a classroom
teacher, they may see less of the journey that brings a student to want to take charge of their
learning in the first place. Furthermore, with lower-proficiency students who may struggle to
articulate more abstract concepts, it can be difficult to know how deeply they are thinking
about their own learning. The present research has provided a greater insight into just how
difficult students found choosing, understanding and conducting learning activities, as well as
reflecting on them. However, it also revealed how engaged most students were in the
process.

Where goals arise spontaneously from students, it is likely that they have seen the
value of setting goals, and they should be encouraged to set goals that are personally

meaningful. When students seem less ready to take responsibility for their learning, however,
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it can be tempting to introduce a structure, such as goal setting, that seems likely to promote
the kind of tangible results that will keep learners motivated. In so doing, however, it is
important that teachers and learning advisors do not remove autonomy from the process and
steer students toward activities that seem meaningful to the practitioner, at the expense of

students’ own meaning-making.
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Appendix A

ENGLISH LEARNING MOTIVATION QUESTIONNAIRE
PR B T RAEFR—y 322D TDT 7 —

The following questions ask about your motivation for and attitudes about learning English. Remember
there are no right or wrong answers, so please just answer as accurately as possible.

NG DL TOFFHABCNT 2 EAPEFN—r a Yy EMI 77— TH. TRICEIE
RO ERE D) A, DLELORHELRFLEHELTLL S,

Use the scale below to answer the questions. If you think the statement is very true of you, circle 5; ifa
statement is not at all true of you, circle 1. If the statement is more or less true of you, find the number
between 1 and 5 that best describes you.

BN EIEC SR THAL TL P& 0w, ZlERb Ltz TidEoTcouniE [5] wh
LA HBTE Es 0N Tl weheEs 20T Fan, EsaTcsnirnil. [1] »
5 [5] OFTCIFEASICHUTE F2HFEIEATL 280,

1. Most language learning can be done without a teacher Not at all true Very true
PR AT AN 1 2 3 4
2. Doing well in English is up to me Not at all true Very true
B THERE BT 2. 1 2 3 4
3. Idon't usually do well in English lessons Not at all true Very true
YRR DR EITE T, 1 2 3 4
4. 1think I’'m good at English Not at all true Very true
R AR eSS, 1 2 3 4
5. I prefer to study English on my own, rather than in groups Not at all true Very true
IN—=T7T7 =0 &) HIF— NTHREEFZRTTHIFET 1 2 3 4
6. It will be important for me to know English in the future Not at all true Very true
RO RGEHRA I E > THEC R 5, 1 2 3 4
7. 1work hard at English Not at all true Very true
HEHCHGEABHCM O HATH 2, 1 2 3 4
8. I believe that anything can be achieved, if I work hard enough Not at all true Very true
—ARBMIHBRNE EA L ETHERTE %, 1 2 3 4

9. Idon't mind if I'm not a fluent English speaker at the end of my degree | Not at all true Very true

MEWREFTCIHELRBICEE LI s 2L TEMcRIC 2|1 2 3 4
50,

10. I don't know which ways to study English work best for me Not at all true Very true
EDFFEFBRENAT L —FEG o T2 b sk, 1 2 3 4
11. 1 don't learn English for my own enjoyment Not at all true Very true
HKLATHFEFATO L, 12 3 4
12. When I get good marks in English I usually know why Not at all true Very true
PFREDQREEN e, BB L ZoEEMEEANDD . 1 2 3 4
13. I want to learn to speak English well Not at all true Very true
PEEE D E KEE B L DT L, 1 2 3 4
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14. However hard I try, I’ll never do well in English Not at all true Very true
EARITHR > THRFFEZE D £FHE B & D d L5 %0, 1 2 3 4 5
15. My English is not as good as I want it to be Not at all true Very true
HorNELIE EHERIT EF <, 1 2 3 4 5
16. I’d want to learn English even if [ didn’t have to Not at all true Very true
WZERHE T < THHRFRITFEVTZ, 1 2 3 4 5
17.1 enjoy English lessons Not at all true Very true
FEEORFEITHE LV, 1 2 3 4 5
18. I try to set myself goals when I study English Not at all true Very true
AR EMZFf > TREEEZFE LT D, 1 2 3 4 5
19. I"d like to meet English-speaking people Not at all true Very true
R T ANEHD BT, 1 2 3 4 5
20. I cannot study effectively on my own Not at all true Very true
M TR ISR TE 20, 1 2 3 4 5
21. My parents encourage me to study English Not at all true Very true
WA RRE T E 2 B0 5, 1 2 3 4 5
22. English will not be an important factor in getting a job Not at all true Very true
RIS SRR I B E T, 1 2 3 4 5
23. 1 don't often measure my English study progress Not at all true Very true
A5 OFGE LSO EEOFIIZHEY ZEb LA, 2z 3 4 >
24. English lessons are not interesting for me Not at all true Very true
PeREDORIEITITBEA 220, 1 2 3 4 5
25. If I do badly at English, I usually know how to do better next time | Not at all true Very true
JEEED AR EWVERE, KIZE ) THIX L R 000D, 1 2 3 4 5
26. My family are not interested in my English study Not at all true Very true
FIEIIFLD SRR R0, 12 3 4 5
27. T have no interest in getting to know English native speakers Not at all true Very true
AT AT AE—=H—LI0ED T LITHER R, 1 2 3 4 5
28. 1 am confident I can achieve my English learning goals Not at all true Very true
FEEFEICBT 2 HEREZENT 2 BEND D, 1 2 3 4 5
29. I could study harder if I wanted to Not at all true Very true
RDHRS DAL, —AERFMBRTE 5, 1 2 3 4 5
30. I know which things I need to study to improve my English Not at all true Very true
&M T NIFASOREL LS 2 e RnTE2D00H->T |1 2 3 4 5
W é o

31. My teacher is helpful to me in learning English Not at all true Very true
R FDIHFEZE IR 1 2 3 4 5
32. The students in our English class work together as a group Not at all true Very true
07 ZADEFEG I V=T T =B THHAERD 3. 1 2 3 4 5
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Abstract
This paper reports on the application of a model for learning advisor autonomy and its
implications. It first introduces a model for learning advisor autonomy grounded in three
separate definitions of teacher autonomy: professional freedom (PF), continuing professional
development freedom (CPDF), and the interconnectedness between teacher and learner and
their mutual and simultaneous development (IMSD). These definitions were used as proposed
constructs to understand our individual learning advisor autonomy in a secondary role as
teachers acting as learning advisors. An autoethnography involving iterative introspection and
contextual analysis was undertaken, which over time resulted in the construction of personal
narratives on our respective learning advisor autonomy. The findings revealed how our
individual learning advisor autonomy is affected by the affordances of our respective social
contexts. Hence, these suggest the model facilitated in illuminating unacknowledged aspects
of our individual learning advisor autonomy which require immediate attention. Moreover,
they suggest it provides an ecological perspective on learning advisor autonomy as a result of
the interplay between PF, CPDF, and IMSD. However, as the model was only used by us, it is
requisite that it be applied to others also doubling as learning advisors in order to better

ascertain its feasibility, credibility and ultimate trustworthiness.

AW TIXT —=2 77 AP —OAHMEOET VDOIGH &0 KT LT 28 %
w4 n, £ BEOAEMD 3 >DEE (T oy at e T —F A

(PF) . HGEHRZERNBE ~ U — 4 A (CPDF) . il & FAEDOFAEANE & 2 DA - [RIRFAY AL
FMSD)) #FHL, 7—=277 KA P —OARMEOET VERNT D, HAIT
HHEED, WHOHTTCOT—=2 7T KA —L L TCORAENEZEET 72D 2
DEFRZFH LI, WEOKRIE L SUREITIC K 54— v R ) 75 7 4 —DWFZE 1L
AW, FEOT—= 7T AL P —DHEMEIZOWTONN—=YF VT TFT 4 T %
TERL L. £ TEFEOHESMREICB T LT 74— F U ABRED LI ITEFD T
—=2 7T AL =L LTOREMICEET 20 EHALNC LT, LIER-> T, 2
DETNEBLTCEEDT—=0 T 7 KA P =L LTCOREMED > B, Baloxtin
DHLIR T AT MZOWTHEIAT 2 Z ERA[EEIC7e D, EHICZ OMFRERERN G,
PF. CPDF, IMSD JOFASEROFERL LTI —= 77 AL P —p BV ARE
F AR EGZDE NI T ENEXD, L, ZOETAOARENE LG ML
BT D=0, FE EFREOMOEET DA D ENMNETH 5,
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This paper reports on our personal application of a model for learning advisor
autonomy and its implications. It stands to fill a void in the field of self-access by arguing for
an understanding of learning advisor autonomy via the application of three specific constructs
grounded in teacher autonomy. In so doing, it is hoped this inquiry will prove especially useful
and insightful for those individuals working as learning advisors in a secondary role looking to
understand who they are, what they do and how they do it within their specific contexts.

First, the background and theoretical framework for this topic are introduced.
Thereafter, an autoethnographic approach is discussed as our choice methodology before we
discuss our personal narratives as findings. The paper subsequently concludes with
implications of the model for us working as learning advisors in a secondary role and for the

model itself.

Background and Theoretical Framework

There has been much discussion of learner autonomy and its meaning in self-access
(Benson, 2007; Benson & Voller, 1997; Dam, 1995; Holec, 1981; Little, 1991, 1999; Sinclair,
1999). However, at the same time, there has seemingly been almost no discussion of learning
advisor autonomy and its meaning (cf. Mynard, 2011; Shirakawa, 2018). There has
nevertheless been much written on teacher autonomy and this body of literature may be able to
provide some insight into learning advisor autonomy. Indeed, according to the literature,
teacher autonomy can be understood through three particular constructs which we synthesized
in a previous paper (Warrington & Parsons, 2019) for ease of understanding: 1. professional
freedom or PF (Pearson & Moomaw, 2005; Vieira, 2006), 2. continuing professional
development freedom or CPDF (Huang, 2005; Smith & Erdogan, 2008) and 3. the
interconnectedness between teacher and learner and mutual and simultaneous development or

IMSD (Jiménez Raya et al., 2007; Little, 1995).
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PF is seen as fundamental to teacher autonomy because “...teachers must have the
freedom to prescribe the best treatment for their students” (Pearson & Moomaw, 2005, p.38).
What is more, teachers must be able to empower themselves as teachers through reflection on
where they position themselves, what they position themselves for, and commitment to change
(Vieira, 2006).

CPDF is an important aspect of teacher autonomy because it is about “the ability to
develop appropriate skills, knowledge and attitudes for oneself as a teacher, in cooperation
with others” (Smith & Erdogan, 2008, p.83). This is echoed by Iida (2009) who states that
“collaboration, negotiation, and interaction are the essence of teacher autonomy” (p.49).

However, as stated above, such freedom to develop professionally also relies on
IMSD. Indeed, according to Smith (2000), learning is key to transitioning and continuing to be
a teacher. Hence, as he contends, learner autonomy is equally important for teachers as it is for
second language learners (L2ers) given teachers were once learners and perhaps still are with
any additional development likely to be self-initiated and self-directed. Moreover, this very
same freedom to develop relies equally on teachers’ and learners’ adaptability to their own
unique contexts (lida as cited in Benson, 2001).

Taken together, the three constructs above offer a way of interpreting teacher
autonomy. However, as there appears to be much interplay between teacher and learner across
the constructs, these interconnections raised the question of whether PF, CPDF, and IMSD
could be borrowed and used to, in turn, make sense of learning advisor autonomy. To this end,
a learning advisor autonomy model was constructed (Warrington & Parsons, 2019), showing

the three constructs and the interplay between them (Figure 1).
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Figure 1

A Model for Learning Advisor Autonomy

Continuing
Professional
Development
Freedom

(CPDF)

Interconnectedness o:
Learning Advisor and
Learner and Mutual and
Simultaneous
Development

(IMSD)

However, to test the feasibility of this model, there was a need to apply it. As we are
both teachers and volunteer as learning advisors in a secondary role within our respective self-
access facilities, this led to the decision to, first and foremost, apply the model to ourselves. In
so doing, we aimed to answer three questions:

1. What can this model tell us about our own learning advisor autonomy as teachers acting as
learning advisors in a secondary role?
2. What are the implications of the model for teachers like us?

3. What are the implications for the model?

Methodology
In ascertaining the applicability of our model to ourselves, it became apparent rather
quickly through our conversations that there were differences in our advising contexts and
advising experiences. Consequently, we both realized and agreed that we each had unique

personal narratives to tell. This prompted us to seriously consider how we could study the
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application of the model to ourselves. In time, we both decided to take an autoethnographic
approach. Autoethnography can best be described as a kind of unconventional, personal
experience approach grounded in post-modernist philosophy which allows for various, avant-
garde ways of knowing as told through narratives (Allen-Collinson & Hockey, 2005; Stahlke
Wall, 2016). As the fifth moment in the history of qualitative research (Denzin & Lincoln,
1994), it has come to be differentiated from its origins in ethnography on the grounds that “the
researcher is not trying to become an insider in the researcher setting. He or she, in fact, is the
insider. The context is his or her own” (Duncan, 2004, p.3). Hence, because every personal
narrative needs a set of circumstances for it to make sense, autoethnography seemed a fitting
approach to us given we see our personal advising experiences as inseparable from our
respective social contexts. What is more, we could only come to some kind of discovery and
understanding of our learning advisor autonomy through the telling of such narratives.

However, as there is no right or wrong way of doing autoethnography (Deitering,
2017), we initially struggled with respect to how to go about telling our stories. This led to
countless discussions and eventually to our mutual reading of Ellis and Bochner’s (2000) and
Reed-Danahay’s (1997) work, where we came to understand that as autoethnographers vary
greatly in the degree of importance they place on the auto (self), the ethno(culture), and
graphy (the research process application), we ultimately had to choose a direction.

With this in mind, we reflected and discussed the matter further and thereafter elected
to place emphasis on the auto (self) given our contextual and experiential differences and our
shared desire to understand the auto as a phenomenon unique to each of us. However, we soon
realized that, despite our regular social interactions, we hardly had any written accounts of our
discussions. Instead, we had numerous random exchanges embedded within chat and text logs
from our computer and mobile phone correspondence which we had to extrapolate, organize
and make sense of. This made it quite difficult at the time to place ourselves on any
autoethnographic continuum, which places the emotional, personal perspective of the
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evocative approach at one end and the theory-driven analytic type at the other (e.g. Ellis &
Bochner, 2000; Ngunjiri et al., 2010). Eventually, we opted to take an influx or moderate
position (see Stahlke Wall, 2016) between the evocative (artistic) and analytical (scientific)
embracing “a mix of artistic representation, scientific inquiry, self-narration and ethnography”
to explore our own individual advising experiences within our own unique contexts (Ngunjiri
et al., 2010, p.3). In so doing, we felt we could make better sense of our own individual
learning advisor autonomy while providing a more open, honest and balanced account of each.
What is more, as insiders, we felt these personal narratives would make a stronger connection
with other learning advisors, helping them to reflect on their own experiences while making
sense of their learning advisor autonomy via our model.

Hence, we began to organize and analyze our chat and text logs as fieldnotes and
eventually used these to commence upon a mutual routine of personal writing, reflection,
sharing, and subsequent rewriting of our personal narratives over a period of six months. This
eventually resulted in the presentation of these stories at the JASAL2019 conference. Our
personal narratives were then further refined after reflecting on, discussing, and further
reflecting on that experience. It is these narratives we tell in the section that follows. Stuart
initially provides his personal narrative as a result of applying the aforesaid model followed by
André’s account. These narratives about our respective learning advisor autonomy will each
be presented differently since autonomy “can take numerous different forms” and “manifest
itself in very different ways” (Little, 1991, p.4) and therefore, can arguably be presented as
such. Data was analysed using the common but non-linear practice of iterative introspection
and contextual analysis (Bahadir, 2004; Chang, 2008; Ellis & Bochner, 2000). This involves
constantly looking inward to think about and reflect on personal experiences and constantly

looking outward to think about and reflect on the context(s) associated with those experiences.
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Study Limitations

This autoethnographic study has a few limitations to acknowledge. First, we concede
that in sharing our personal narratives through this study, we exposed our personal feelings
and thoughts in the name of truth and a desire to self-divulge at potential risk to ourselves.
Second, there is a risk our narratives may evoke negative feelings in readers based on the
personal and experiential connections they make with them. Regrettably, as Bochner and Ellis
(1996) mention, this is something which cannot be anticipated. Finally, there is the reality of
our narratives as never really complete. Since these stories were disclosed from a “current
position, one that is always partial, incomplete, and full of silences, and told at a particular
time, for a particular purpose to a particular audience” (Ellis, 2009, p.13), it must be
acknowledged that memories change and constructs shift as novel experiences elucidate past
events.

Personal Narratives and Discussion

Applying the Model: Stuart

Figure 2

A Visualization of Personal Narrative 1

CPDF

SAC committee head (+) Low faculty interest in

Voluntary role (+) self-access / advising (-)

Free to advise L2ers and No collaborative CPD (-)

LAs(z) Active external CPD (+)
Free to recruit faculty as
volunteer LAs (+)

IMSD
Compulsory L2er SAC d; )
Manpower shortage and many L2ers
in SAC (-)

Contrived L2er and LA
interconnection: ‘facading’ (-)

(Schmenk, 2006)
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Professional Freedom (PF)

I became the head of the self-access committee at my university in 2015 and since
that time I have been in charge of organizing the programme in our self-access centre (SAC).
Although I am tenured faculty teaching primarily English language courses, as the SAC
committee head I regularly volunteer in the SAC and work closely with staff there to help
integrate the programme with a focus on helping students to become more autonomous
learners. However, since its foundation, the SAC has always remained a place contradictory to
the principles of self-access. For example, despite being free to decide what they want to do in
the SAC, students have always been compelled by an administration policy to attend as part of
their class course work and punished with failure if they do not (Warrington, 2018). Moreover,
as the SAC is situated within a library, SAC staff must answer to the library head, meaning
they are never free to decide anything and must seek permission from the latter (Warrington,
2018). This also includes things I suggest as the SAC committee head. Hence, knowing the
SAC staff is limited in their professional freedom (PF) to make decisions is an issue I have
always struggled to reconcile with my own PF.

My role as SAC committee head is a voluntary one involving advising and counseling
students, training staff and recruiting other faculty to volunteer to help students in the SAC. I
have always felt fortunate to have this freedom and, as a result, willingly put in the time to do
it. However, knowing and witnessing the restrictions imposed on SAC staff’s PF has made me
keenly aware of how this too restricts my PF as SAC committee head and a learning advisor
within that space.

Continuing Professional Development Freedom (CPDF)

With respect to the freedom to develop my learning advising skills, it has been a
constant struggle to improve these, in particular due to the lack of possible collaboration with
others at my university. The turnover among SAC staff has always been high and many of my

colleagues who have volunteered in the SAC often have completely different research goals
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and therefore unfortunately lack knowledge, insight and interest in learning advising. My
frustration with this has inevitably led me to take advantage of the freedom I have to engage in
professional development beyond my institution. This has proved fruitful as through the
Japanese conference circuit [ have been fortunate enough to present my work, and been able to
further develop my knowledge and understanding of the field. What is more, I have also been
able to make invaluable connections with others interested in self-access and learning advising
such as the second author of this paper with whom I have weekly online meetings with to
share and discuss articles and do joint research. Reflecting on this, I recognize how lucky I am
to have such professional freedom to do what I want and look elsewhere to develop if
necessary.

Interconnectedness and Mutual and Simultaneous Development (IMSD)

However, aside from professional freedom and the liberty to develop professionally,
my autonomy as a learning advisor has further been restricted by the aforesaid limitations
imposed on students and the impact this has had on the interconnectedness between learners
and me and our ability to mutually and simultaneously develop. Most students come to the
SAC because they have to and are purely driven by an extrinsic motivation to get credit and/or
avoid punishment.

This becomes readily clear when interacting with them where I encounter the same
issues of concern on a regular basis. For instance, | am commonly faced with the task of trying
to talk with and advise students who simply put in the bare minimum effort in order to be
evaluated positively. These students set the same learning goals week after week while
ignoring my learning advice. What is more, I regularly encounter students who are so
concerned with credit that they plagiarise others’ self-study reports and try to pass them off as
their own. Hence, I find myself regularly dealing with students with a “socially implanted
self” very much conditional upon a feeling of worth grounded solely in the desire for positive
evaluation (Deci & Ryan, 1995, p.33). That is, they are students rather than learners who
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willingly “give up their autonomy to put on the mask of autonomous behaviour” in order to
get credit by any means in a situation they have no desire to be in (Breen & Mann, 1997,
p.141). This, in turn, makes me feel as though I am only an active participant in this
“facading” (Schmenk, 2006, p.82) in trying to be and act like a learning advisor when a
regrettable outcome is foreseeable. This also makes me feel the students and I are at a learning
stalemate and not mutually and simultaneously benefitting from our interactions in any way.
Instead, we are going through the motions given that control of this situation is completely out
of our hands. In this regard, I feel my autonomy as a learning advisor is very much
compromised. Although I do have a great degree of professional freedom and can develop
professionally, I seriously question what meaning and benefit there is in these aspects of my
learning advisor autonomy if my interactions with students are primarily contrived. Hence,
without a change to the compulsory SAC attendance policy, it is hard to imagine things
differently and very difficult to be hopeful.

Applying the Model: André

Figure 3

A Visualization of Personal Narrative 2

CPDF
Voluntary role (+) External collaboration (+)
Free to select and adapt Resources (+)
advising tools (+) Self-Reflection (+)
Free to choose space and Lack of internal
time (+) collaboration (-)

MSD
Primarily short-term goals (-)

()

P Y pr
(Yashima, 2014)
Positioned as teacher (-)
(van Langenhove & Harré, 1999)
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Professional Freedom (PF)

As a teacher, I have always had a strong belief that learning beyond the classroom is
essential to improving one’s language and achieving one’s goals. This belief led me to the
creation of our university’s first self-access language learning center, which then became the
self-access language learning station when we were afforded space in a larger facility. Around
this time, I decided to volunteer my time to offer learners one-on-one speaking and writing
support, with most students requesting support for IELTS speaking and writing. At the time,
there were no classes for IELTS, and so, providing learners with such guidance would allow
students the opportunity to receive the necessary practice to achieve their related goals. Over
time, however, the focus of the support I offered changed from primarily tutoring to mainly
advising. By doing so, I thought it would benefit learners in terms of acquiring training for
taking IELTS, building the necessary skills for it, and most importantly, provide them with the
tools to become more self-directed in their own learning.

The decision to first offer tutoring and then advising was, and still is, completely my
own. Also, since I began such support, | have had complete freedom in deciding how many
learners I take on for such support, how many sessions per week I allow for each, how long
each session will be, and where the sessions will be held. As becoming a learning advisor is an
addition to my primary role as tenured faculty, and chief of the self-access language learning
station, it is vital that I find the right balance. Finally, I have had no external pressure
regarding how I have offered advising or the tools used to facilitate advising. When I first
started looking into the field of advising, I came across Kato and Mynard’s (2016) Reflective
dialogue: Advising in language learning and Mynard and Carson’s (2012) Advising in
language learning: Dialogue, tools and context. Both of these provided me with valuable
knowledge into advising and its practice, but as an inexperienced advisor I found Morrison
and Navarro’s (2014), The autonomy approach. Language learning in the classroom and

beyond the most beneficial, thanks to its clearly explained and more easily implemented
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activities. Ultimately, however, the method and tools for my advising sessions have always
been selected based on my own experience and the needs of the learners I am supporting.
Continuing Professional Development Freedom (CPDF)

With regards to this freedom, I have complete control as to how I go about
developing my skills as a practicing advisor. In addition to the written resources mentioned
above, I have the option of employing practical information from journals such as SiSAL
Journal or especially Relay Journal in my CPD with the latter publication often focusing
advising. I also take part in conferences and attend presentations focusing on self-directed
learning. In so doing, I not only take advantage of such opportunities to gain knowledge and
experience related to the field, but I am also able to meet other advisors with the hope of
continuing a discussion on a topic and potentially collaborating. For example, it was through a
past conference, I met and entered into a productive collaborative partnership with the co-
author of this paper. Although our teaching contexts differ, we have been able to exchange
stories regarding our advising practices which have led to more reflection on our practice. This
external collaboration has been much appreciated since in my context I am currently the only
one actively engaged in advising. Hence, this opportunity to share and develop externally has
been a valuable motivator for me to continue my journey toward becoming an advisor.

In addition to this collaboration, I have been afforded the opportunity to receive
training in advising through an online course offered by the Research Institute for Learner
Autonomy in Education (RILAE). I chose to apply for the course after hearing about it at a
conference last year. This course has enabled me to expand my network of learning advisors;
provided the opportunity to observe how advising strategies and tools can be used in practice;
let me experiment with these strategies and tools in my own context; and encouraged me to
reflect more on my practice. The latter in particular has been important for my CPD as
reflection was something I did shallowly prior to taking the course. The course has also made

me aware of the intricate and extensive nature of advising and how far I still have to go in
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becoming a learning advisor. As this is the first of five courses, I plan to move forward with
this training, knowing I have the freedom to adapt any content learned to my advising context.
Interconnectedness and Mutual and Simultaneous Development (IMSD)

In my opinion, IMSD is by far the most complex component of this model because of
the dynamic interplay involved in advising in real time which is, for the most part, absent from
PF and CPDF. I believe it is also most important since without advisees, there is little chance
of practicing and developing one’s skills as an advisor.

When I began offering speaking and writing support, some students would come to
see me weekly to get help with IELTS. This mainly involved practicing for the speaking
section, checking answers for the writing section, providing feedback on their work, and
advice for practicing. As one can imagine, this was not advising but rather tutoring. At the
time though, I was a teacher with no training or experience in advising. Also, the students
were not coming to learn how to be more self-directed, but rather to achieve a short-term goal
of achieving a score to go abroad. As I am a teacher, I assume that many were expecting me to
direct them in their learning, a phenomenon which Yashima (2014) calls autonomous
dependency.

As [ started to learn more about advising and began to incorporate it more in my
sessions, | could still see this autonomous dependency happening with most students only
coming to a couple of sessions before deciding to stop. I also noticed that another teacher, who
was also offering speaking and writing support, was getting more requests for help. However,
the difference, it seemed, was that he continued as a tutor whereas [ was trying to become an
advisor. Reflecting on this, I realized that, in order to move forward, I needed to make my new
role explicit, describing the differences between an advisor and tutor so students would know
upfront what support they could get when coming to see me. This is not to say I would stop
offering tutoring altogether, but rather the main focus of my support would shift from directing

students in their learning to helping them become more self-directed and reflective about their
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own learning. However, this would require me to alter what I do and say within these sessions
in order to facilitate a shift in positioning (van Langenhove & Harré, 1999). That is, students
would need to be encouraged to position me as an advisor rather than a teacher, and I would

need to ensure I position them as learners rather than students.

Implications for Authors

Stuart

Overall, I feel the model has prompted me to iteratively reflect upon and be reflexive
about my learning advisor autonomy. More precisely, I feel I have come to better understand
the importance of looking in at my advising experiences and out at my advising context as I
shift reflectively and reflexively between past and present. Moreover, the model has allowed
me to see what professional freedom (PF) and continuing professional development freedom
(CPDF) I have and the limitations of these within my context and what I need to do to improve
by looking beyond my context. At the same time, it has highlighted the key problem of the
interconnectedness between the learners and me and our mutual and simultaneous
development (IMSD) resulting from the current SAC policy and how detrimental this is to
learner autonomy and my advising practice. Hence, echoing Palfreyman (2014) and Murray
(2014), this has made me realize more than ever how powerful social context is. In addition, it
made me cognizant of how unfavorable contextual variables such as the location of a SAC,
administration, and compulsory SAC attendance policy have negatively impacted upon all
aspects of my learning advisor autonomy to varying degrees as a result of the interplay
between them. Hence, based on my application of the model, I cannot help but question the
extent a learning advisor’s autonomy is ultimately compromised if one’s PF, CPDF or IMSD
1s deemed problematic. Certainly my IMSD issue has led me to ultimately suspect the value of
my PF and CPDF as a result of the ‘ripple effects’ the former has had on these (Nelson &
Prilleltensky, 2010, p.72). However, it has also starkly convinced me that emphasizing the
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ubiquity of self-access and the variety of ecological spaces, whether generated by the learner
or not (see Cook, 2007), with yet undiscovered affordances is currently the only way to
transition my students into learners as a means to promote learner autonomy and the
subsequent IMSD between us. If this can be accomplished and the IMSD between us
established, then perhaps my faith in my PF and CPDF will ultimately be restored.

André

As a teacher taking on the new role of advisor, this model has provided a valuable
opportunity to reflect on this emerging practice and deepen my understanding and awareness
of my PF, CPDF and IMSD within my current context. It has allowed and encouraged me to
look both inward and outward at past and present experiences to learn more about my advisor
identity and its future within that context. As a result, social issues regarding my autonomy
have come to light in relation to the lack of interdependence within my physical advising
environment. This lack of immediate social has put me at risk of being in a permanent state of
flux within the peripheral and inbound trajectories (Wenger, 1998) — someone on the
periphery of the advisor community of practice (CoP) with a desire to be a full member, but
conflicted by my level of commitment to it.

While I can say I have PF and CPDF, for example, I do not have a mentor or other
advisors on site to share recordings of advising sessions to regularly obtain feedback (see
McCarthy, 2012) and discuss advising practices (see Kodate & Foale, 2012). Then, there is the
noticeable lack of IMSD arising from a conflict within the learning culture (Clemente, 2003)
in which advising takes place. Considering the differing social and cultural contexts and social
histories of advisor and learner, enacting a change in positioning is likely to prove challenging.
Learners with a greater reactive autonomy (Littlewood, 1999) or autonomous dependency
(Yashima, 2014) may not take control of their learning, and those who do may just think I
know best. Furthermore, as the choice to receive support is up to the students, encouraging
them to actively seek advising on a regular basis is likely to be difficult thereby limiting
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opportunities for me to gain valuable practical advising experience. This lack of structure in
my practice, the absence of an on-site CoP, combined with the shortage of engaged learners,
and the fact my advising role is voluntary, have the potential to demotivate me and obstruct
my progress towards becoming an advisor. Therefore, in applying the model, it has shown that
in my context, there appears to be an ecological relationship between PF, CPDF and IMSD.
More specifically, CPDF and IMSD greatly impact my PF (and potentially vice-versa) which
has led me to invariably question why I am choosing to take on this additional advisor role.
This is my current advising situation which is not fully conducive to my development
as an advisor. While this appears very bleak for my advising future, it is my current reality.
However, with the autonomy I have, it is within my power to change it. Although some of the
challenges I have mentioned will prove hard to overcome, striving to be more self-reflective
and self-reflexive about my practice and finding more ways to share my advising experiences

will serve me well in the long term.

Implications for the Learning Advisor Autonomy Model

Based on our application of the model, we currently feel uncertain as to whether the
model needs changing. Certainly applying it helped us to better understand our respective
learning advisor practices and contexts along with their affordances and come to some
conclusions about our individual learning advisor autonomy. The model prompted us to look
in, through iterative self-reflection, and look out, via iterative analyses of our respective
contexts, which autoethnography facilitated. This, in turn, resulted in narratives revealing a
strong interplay between PF, CPDF, and IMDS with each affecting the others. This suggests
the model provides an ecological perspective on learning advisor autonomy.

The model was also effective in initiating dialogic reflection on our contexts and
experiences associated with it. Indeed, as we both iteratively interacted and discussed our

learning advisor autonomy on numerous occasions, the model had the benefit of being a tool
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we could use to share self-reflections, facilitate empathy and understanding, and heighten
awareness of our respective advising contexts. Consequently, if implemented in collaboration,
we feel the model has the potential to establish interconnectedness between learning advisors

like us and subsequent mutual and simultaneous development in learning advising practices.

Conclusion

This paper explored the application of a model for understanding learning advisor
autonomy. As teachers doubling as learning advisors in a secondary role, the model
highlighted the intricate interdependence between our experiences and social contexts. In
applying professional freedom (PF), continuing professional development freedom (CPDF)
and the interconnectedness between teacher and learner and mutual and simultaneous
development (IMSD) as constructs of teacher autonomy to understand our learning advisor
autonomy, the strong interplay between these suggests the model provides an ecological
perspective on learning advisor autonomy. That is, if PF, CPDF or IMSD is affected in a
negative or positive way, the other areas appear to be similarly affected. In our respective
cases, this dynamic interdependence resulted in narratives highlighting a learning advisor
autonomy hindered by experiences, in addition to affordances requiring immediate attention. It
is a point of interest for further research whether advisors in different or more favourable
positions can also benefit from the ecological perspective of the model to make sense of their

autonomy and the affordances of their own social contexts.
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Tandem learning is a method of learning in which two native speakers form a pair and learn
about each other’s languages and cultures. In this paper, we will discuss the significance of
tandem learning within the context of a Japanese university, based on the outcomes of
volunteer-based face-to-face tandem programs conducted in Kyushu University and Osaka
University. The results of the questionnaires distributed at the end of the study periods
confirm the beneficial effects of tandem learning described in previous research. These
include enhanced communication skills in the target language and a higher proficiency in
intercultural communication. Tandem learning has also been found to help build friendships,
boost motivation and shift towards a more positive attitude concerning the learning and use
of the target language. In addition, we found that through repeated face-to-face interactions
over the long term the Japanese participants were able to rediscover their own culture and
became more active in their use of the target language. To conclude, we argue that the
significance of implementing tandem learning can be summed up as follows: 1) Tandem
meets the demand for the practical learning of the target language and for the opportunities to
use it, 2) Tandem can accommaodate participants who have diverse needs and who come from
diverse backgrounds, 3) Tandem creates an environment for building new friendships by
promoting continuous interaction between individual Japanese and international students, 4)
Tandem allows participants to learn about each other’s culture through their personal
dialogue.
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In self-access learning centers (SALCs) across Japan, some form of a ‘free
conversation’ service is quite common. These services provide a designated space where

students can comfortably practice communicating in English. and tend not to require a
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reservation or registration. This sort of service can be met with varying levels of student
participation . This progress report will detail the history of such a service, including changes
implemented in order to improve it and the subsequent results. It is the writers’ hope that
other SALC teams can gain insight from the lessons learned and gather some ideas to
implement in their own service. The focus will largely be placed on how the service impacted
the overall goal of the SALC to build a learning community or Community of Practice (COP)
(Wenger, 1998) and the role played by the physical space it inhabited. As consideration of
community when planning learning spaces is critical for fostering deeper learning (Bickford
& Wright, 2006), many of the decisions made involved careful thought about physical spaces
and how to best utilize those spaces .

SALC Background

The institution discussed here is a SALC called the Language Learning Center (LLC),
established in 2012, at a technology university in Japan. There is a director, two instructors,
one manager and seventeen student staff. The building, located slightly off campus, has three
floors; all services are currently found on the second floor, while the other two floors consist
of free study space.

The LLC provides a variety of services and resources which include a library of
books, comics, and DVDs. The center offers credit and elective courses, including TOEIC
and study abroad support courses. In addition, students can receive specialized support to
suit their individual needs during one-to-one sessions in a Consultation Room (CR). This
service is offered at various times throughout the week and requires a reservation. Free
Conversation (FC), the focus of this report, is a non-reservation service held daily during
lunchtime. During FC, students have an opportunity to communicate in English with an
instructor, a student staff member, and each other, sometimes in the form of a casual
conversation, and other times in the form of a game or activity.

The FC has undergone a number of changes over the years to improve the service and
increase participation. In order to maximize the potential of the service and attract higher
numbers of students, the LLC team ultimately chose to distill the various functions of a
SALC into the broader purpose of fostering a supportive language learning community. As
language learning is a social process, providing opportunities to participate in community
building activities is paramount (Curry & Mynard, 2014). While the LLC, overall, has been
successful in creating this type of community, the FC service tended to have inconsistent
numbers of participants and seemed to exist separately from the main community. What

follows is a report of the challenges that have arisen over the years, improvements made, and
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how the FC service has turned into the hero of the LLC, successfully drawing in large
numbers of students and becoming one of the most popular services.
History of the Free Conversation Service

In 2014, two years after the LLC was established, the decision was made by the LLC
team at the time to introduce a free conversation space on the underused third floor of the
building (Figure 1). Initially, the LLC team decided to run the free conversation service with
themed activities each day of the week. Mondays and Fridays were focused on TOEIC
activities, Tuesday was for games, Wednesday featured a book club and Thursday was geared
towards movies. A café was introduced in order to increase the foot traffic to the third floor.
This cafe was separate to the free conversation space but users could eat and drink purchased

food whilst using the service.

Figure 1:

Free Conversation on the 3" Floor

Initially, the service attracted students, but it was noted on weekly sign-up sheets that
the number of users steadily decreased over the course of the semester. Possible reasons for
this decrease in users included the large areas of empty space around the FC space that may
have made shyer students uncomfortable. In addition, the nature of some activities required a
certain degree of commitment to attend on a regular basis. For example, students would have
to consider a TOEIC activity or a story they wanted to discuss prior to attending the service.
The lack of natural footfall to the third floor of the building also may have affected the
popularity of the service.

In 2015 the decision was made to move the FC service to the first floor of the LLC

(Figure 2). Changes made included a reduction from five days to three days a week and the

JASAL Journal Vol.1, No. 1, June 2020 131



From Zero to Hero

structured activities were abandoned in favor of a conversation space where students could
talk to an instructor without any pressure to do an ‘activity’. After an initial increase in the
number of students using the service there was a gradual decline over the first year. In 2016,
an effort to increase participation was made by linking the use of the service with the option
to get credit if students attended a certain number of times. This bolstered numbers
significantly, but the quality of the interactions was reduced as students’ motivation to use
English was not adequately addressed. Those students who attended in order to obtain credit,
rather than practice English, often continued speaking Japanese throughout the session and

did not make an effort to participate in activities.

Figure 2:

Free Conversation on the 1I°* Floor

Overall, the reasons for the struggles of the service likely stemmed from the position
of the FC space, exposed and easily visible, meaning that shy students might have felt self-
conscious speaking English. The furniture was also lacking in comfort, mainly consisting of
hard wooden stools. By the midway point of the 2018 academic year, the LLC staff had to
make the decision to either stop the service or reinvent the service to increase the number of
users. The team opted for the latter.

Measures Taken to Improve the Service

Probably the most drastic change to the FC service was moving it to the second floor
(Figure 3). The initial rationale for moving FC to the first floor was that this would make the
space more visible from the outside of the building, advertising the service to students

walking by, and giving students on the way to the second floor an opportunity to join. In
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reality, this did not happen, as attendance fell further. The furniture was not comfortable and
the windows meant the FC group was visible to passersby, which might have inhibited
participation. Further, foot traffic did not bring students directly into the FC area. Most
students using other services would enter the building and turn away from the FC area to go

upstairs for their CR appointments.

Figure 3:

Free Conversation on the 2" Floor

By moving to the second floor, FC became intertwined with the rest of the LLC
services, and thus enhanced the sense of community in the LLC and ‘the social dimension of
learning’ (Shelton-Strong & Mynard, 2018, p. 59), which is of upmost importance. Students
waiting for their appointments in the CR used to sit quietly, playing on their phones or doing
homework, but now they could easily join FC and talk to other students while waiting.
Instructors and staff could also pass by regularly and join the conversation, whereas on the
first floor, the only people passing by the FC area were on their way to the restrooms and
likely not eager to join the conversation. The frequency of sessions was also increased, from
three times a week back to five, so students could be sure that lunchtime always meant FC
was happening.

The move to the second floor allowed for use of the already-existing furniture there,
which helped foster a more welcoming atmosphere. The bright sofas and padded chairs
arranged around a coffee table and TV lent itself to a casual setting resembling a living room.

Additionally, the TV meant a movie or series could be playing in the background. On top of
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that, a Nintendo Switch was provided, along with multiplayer games such as Mario Kart and

Mario Party, which necessitate communication among players.

Challenges and their Solutions
Challenges Encountered
Once these changes were implemented, at the start of the 2019 school year, the
number of participants joining the FC service increased dramatically. Looking at the
semester participation numbers as a whole compared to previous years (Figure 4), it is by far
the most successful (2016 is excluded from the data because of the previously mentioned
experiment offering credit to attend FC). Additionally, looking at the semester week to week

(Figure 5), there is a steady participation rate throughout the term.

Figure 4:
Free Conversation Users (2014-2019: Semester 1)
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Figure 5:
Free Conversation weekly users (2019-2020: Semester 1, Weeks 1-14)
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The dramatic increase in numbers was ac\é()%lf)anied by a number of challenges.
Whereas before instructors and student staff had to accommodate approximately one to five
students in a session, they now had to contend with 15 to 20 attendees. First, there were the
physical limitations of the space, whereby students arriving later might be relegated to an
outside seat, far from the instructor and student staff. This placed them in a difficult position
to participate in an activity or conversation. This made it particularly difficult to include
hesitant students. Second, instructors and staff were not quite sure what to do with larger
crowds. Whereas in previous years, a simple group chat or a board game might suffice, in this
new landscape, these activities were not ideal, as they are better suited to smaller groups.
While students could possibly form their own group and play a board game, they would be
cut off from the instructor/staff member and might not feel motivated to use English.
Solutions

Several steps were taken in order to deal with these challenges and accommodate
participants.

e Student Staff Adjustments: The first step that was taken to remedy some of these
problems was adding an additional student staff member to the FC service. The
presence of an instructor, plus two student staff members increased opportunities for
participants to interact with a member of the SALC team.

e Simplifying Activities: The next step included activities for larger groups of people.

To some degree, simplification was key, opting for activities such as Pictionary or
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conversation starter question cards. With these simple activities, larger groups could
easily be split and made into smaller pockets of conversation or teams.

e Inclusive Activities: In terms of activities that could easily draw more students, jigsaw
puzzles were useful tools. A puzzle could be placed on the coffee table in the middle
of the group and students could participate (or not) at their leisure. This saw large
numbers of up to ten students crowded around a table, engaged and using English, and
surprisingly, some students often stayed well after FC was over so they could
continue working on the puzzle. Another very popular activity was Kahoot, which is
an online quiz game run through a computer connected to the TV whereby students
participate using their mobile phones. Students could choose from a vast collection of
public quizzes and the LLC team also created their own. These quizzes were an
efficient way to include large numbers of students and easily involve lower level and

shy students.

Conclusion

Through this experience, two key lessons were learned: the importance of increasing
flexibility, and establishing and maintaining a nurturing language learning community. Given
the added flexibility of the FC in terms of the days it was offered, the removal of structured
activities, and the offering of more inclusive activities, students did not feel pressure to
prepare and could rest assured that they could easily participate. When FC was moved to the
middle of the LLC on the second floor, it became far more accessible, not only for students
but also for instructors, and served to establish a closer community. Once established, FC
became everyone’s shared space for catching up and relaxing. Essentially, all of the lessons
learned and changes made served to consolidate and intertwine the services of the LLC,
including FC, into a more comfortable space, giving more opportunities for authentic
communication among students, instructors, and staff. The changes made also contributed
towards fostering a genuine sense of community and togetherness, which provides a strong

foundation for all future innovations to be built upon.
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Proponents of the traditional stance that the L1 should be avoided in language
learning might perceive an L1-supportive multilingual language learning environment to be
at odds with the encouragement of target language use in a self-access space. We, however,
believe that there is no conflict. This paper documents our efforts, as learning advisors in a
self-access learning center (SALC) at a Japanese university, to address learners’ needs in
both regards by developing an area devoted to English speaking within a multilingual space
in the SALC. We created the area to promote learners’ English use and later initialized or
supported events that further facilitated their English speaking while preserving the benefits
of multilingualism for language learning. The context is first introduced, including the
process of developing the new area and relevant theory, followed by descriptions of and the
rationale for events and projects that were held there. Finally, we briefly describe ongoing

research on the area and our observations to date.

Context

The SALC described here is located in a private university with approximately 4,400
students, all majoring in foreign languages or international communication. A new facility for
the SALC opened in 2017. Whereas the previous SALC had an “English only” language
policy, a new policy was implemented concurrently with the move to the new building. The
first floor of the SALC is multilingual, and the second floor is “English only.” We use
multilingual here to mean that students can use any language, including Japanese. The
university has another self-access facility with separate areas for each of the seven non-
English language majors, but it was anticipated that the new SALC would become a major
gathering point for students of all majors, considering its size and central location on campus.
The reasons for the dual policies thus include reaffirming that the SALC supports all students
(not just English majors) and responding to a belief commonly expressed by students that the
previous SALC was intended for and dominated by students who specialized in English
(Imamura, 2018). The policies were also intended to support the use of any language in
service of learning all target languages. Aside from policy change, this encouragement
includes bi- or multilingual promotional signage, learner communities (i.e., student-organized
groups) for learning other languages through the L2 (English), advising services in multiple
languages (e.g., English, Japanese, Spanish), and projects promoting explicit expression by
students of their choice of language while in the SALC.

It soon became apparent, however, that students still needed additional support for
using their target language in the multilingual space. Rather than taking the multilingual
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policy to mean that all languages can be used, students tend to apply it as permission to use
their L1, which for nearly all students is Japanese (perhaps contrasting the policy with the
second floor’s English-only rule). Many students thus use Japanese mainly for socializing
rather than for social learning purposes. Consequently, Imamura (2018) found that when
students do want to use English on the first floor, they feel anxiety about doing so due to the
surrounding Japanese-dominated environment. She also reported that some students desired a
structured space for their English learning on the first floor. We felt that such a space could
benefit students that lacked the confidence to use the all-English second floor. The English-
only area (from anecdotal experience of student opinions, even dating back to the previous,
all-English SALC) tends to be perceived as the domain of highly proficient English users.
Other research has revealed that although many students wanted to communicate in English,
they desired more support to do so, including semi-structured spaces or events providing

opportunities to use English (Yarwood et al., 2019).

Figure 1
The ESPA in September 2019

l.!l' Lig g -
/S . =
s

JASAL Journal Vol.1, No. 1, June 2020 141



Nurturing English Use in a Multilingual Space

As one response to these needs, in June 2018, an area devoted to English speaking,
dubbed the English Speaking Practice Area (ESPA), was created on the first floor. In this
space, unlike on the all-English second floor, any language could be used, but it was expected
that students’ focus would be on speaking English. A central area in the SALC was chosen
for the ESPA, as it was highly visible and thus suited to establishing a positive atmosphere
for social learning. Additionally, being on a slightly raised platform, the area had an existing
demarcation. In arranging the ESPA, we applied some of Edlin’s (2016) principles for self-
access space design (e.g., welcoming environments; design facilitating social interaction).
The area originally contained seating for groups of up to four, and students tended to study
quietly there. In order to create a relaxed environment more conducive to social interaction,
we mostly replaced the furniture with sofas and large, comfortable chairs (some seating
arrangements were left for smaller, quiet conversations; see Figure 1 or Imamura &
Wongsarnpigoon, 2019, for more images). The layout has slightly changed several times in
order to further encourage social learning and discourage sleeping on the sofa. This trend
reflected larger, general discrepancies between our hopes for the SALC design and actual use

by students, who may perceive it more as a student commons for quiet study or socialization.

Translanguaging

While envisioning the ESPA, the concept of translanguaging was a large influence.
Garcia (2009) defines translanguaging as “multiple discursive practices in which bilinguals
engage in order to make sense of their bilingual worlds” (p. 45). Translanguaging portrays
the whole of all available linguistic resources in multilingual worlds as a single repertoire.
The notion has been key for recent researchers of multilingual education questioning the
traditional bias against learners’ L1 in foreign language classrooms (Cummins, 2007).
Similarly, we hoped that applying translanguaging principles would help to change the
prejudice that in L2 speaking, L1 use was detrimental and to be avoided. Garcia and Li Wei
(2014) also emphasize that translanguaging practices facilitate learners’ development of their
multilingual identities. We hoped that in the ESPA, students would benefit from combining
their Japanese, English, and other linguistic resources and also be able to explore their

identities as multilingual language users.

Projects Implemented
After the ESPA opened, students began gathering there but largely continued to use
the space for studying quietly or socializing in Japanese. We realized that they still needed
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more structured support and scaffolding for their target language use, as seen in previous
research (Yarwood et al., 2019) and student survey results (SALC, 2019). In terms of
Gardner and Miller’s (1999) levels of guidance in self-access centers, the SALC has existing
structured (e.g., a writing center) and semi-structured (e.g., a drop-in advising desk) support
systems. As an unstructured system, however, the ESPA appeared to be difficult to use as
initially envisioned. As one response, in June 2019, we started holding weekly casual
conversation sessions, in which we were present in the ESPA; students were welcome to join
and stay as long as they liked. Initially, each session had a predetermined topic, which was
advertised on posters in the SALC; however, after several weeks, we stopped deciding the
topics and let conversations develop naturally. Although the number of participants in any
single session was usually small (five or fewer), a few students became regular attendees. In
keeping with the beliefs behind the multilingual policy, Japanese was sometimes used (by the
students and by us) to scaffold English use. Interestingly, some regular participants were non-
English (e.g., Indonesian) majors, and although the focus was on English, the group’s
conversations would sometimes involve their languages of study or one of our heritage
languages (Thai).

Another element in developing the ESPA as a place for multilingual social learning
was its use for learner-organized events. In particular, starting in July 2019, SALC peer
advisors (student staff who have undergone training for advising fellow learners) decided to
hold monthly lunchtime events in the ESPA known as “TACO (Talking Activity and
Collaborate with Others) Tuesday.” We assisted with logistics, promotion, and post-event
reflection, but otherwise, the events were completely organized and run by students. A
mixture of English and Japanese was used during these events while discussing issues and
accomplishing tasks relevant to students (e.g., time management, job hunting). The
organizers were pleased with the turnout for TACO Tuesdays, and several students became
regular participants.

Other student groups also held events in the ESPA, including a student art exhibition,
events regarding LGBTQ+ issues held by a SALC learners’ community, and an event
promoting awareness of the United Nations’ Sustainable Development Goals held by students
of a seminar class. In some cases, event organizers asked to use the ESPA due to its location
and visibility, while we also proactively encouraged students to use the ESPA as a venue for
their events, in order to promote interaction there.

In addition, the SALC learning advisors, as part of an effort to reinforce students’
awareness of advising services, held casual drop-in advising sessions in the ESPA during one
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week of the semester. During these times, an advisor would sit in the ESPA. Students could
approach the advisor to talk about their learning in a relaxed environment without an
appointment; advisors also initiated conversations with students who were in the ESPA.
Besides promoting advising services, these sessions also helped to address students’

professed needs for scaffolding for their target language use (Yarwood et al., 2019).

Current Research

We are investigating the effectiveness of events for promoting English usage in the
ESPA and learners’ perceptions of the necessity of such events for their language learning.
Another purpose of our research is to explore learners’ awareness of the ESPA. Since June
2019, we have asked participants in our weekly conversation events, TACO Tuesday events,
and the casual advising sessions to answer an online Google Forms survey. We have also
invited survey respondents, as well as event organizers (e.g., SALC peer advisors), to
participate in semi-structured interviews. It is hoped that this research will help us to provide
further social learning opportunities through supporting target language use in the ESPA, as

well as on the multilingual first floor in general.

Observations to Date and Reflection

Currently, the total number of responses to the questionnaire (N = 21) is insufficient
for meaningful quantitative analysis. Some open-ended questions, however, yielded
interesting results. Regarding events in the ESPA, it seems that interacting with others led to
positive perceptions, as some said that “...the participants were all kind,” or “I was able to
talk with people who have high motivation for English.” (We translated responses from the
original Japanese.) The responses also indicated a possible need to continue raising
awareness of the ESPA’s purpose. Students’ perceptions of the ESPA prior to participating in
events included responses such as merely “a place with comfortable sofas™ or “an individual
study space, but a place for speaking English.” Finally, when asked their opinions on using
their L1 to support their English speaking, responses such as “We should try to use it as little
as possible,” and ““...We have to make the effort to communicate our ideas without using
[Japanese]” revealed that while both Japanese and English were used in ESPA events, there
were still an “English-only” bias and a need to further encourage translanguaging in
multilingual environments. We could possibly address this need through signage, awareness-
raising workshops, and demonstrating translanguaging through our own language use or that

of student event leaders.
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In presenting this research at the 2019 JASAL National Conference (Imamura &
Wongsarnpigoon, 2019), we received helpful feedback and questions from other conference
attendees. In particular, discussing questions about the identity of the learning space, how the
principles of translanguaging are implemented in the ESPA, and how speaking is facilitated
there inspired us to reflect on our practices as well as further directions for this research.
Additionally, the process of preparing and delivering our presentation prompted us to
consider the identity of the ESPA and the impact of learner-organized events on SALC users’
awareness of not only the space but of potential opportunities for English learning on the

multilingual first floor.

Next Steps

In the 2020-21 academic year, we had planned to continue holding weekly casual
speaking events. As at universities worldwide, however, the 2020 pandemic crisis has forced
the closing of the campus and suspension of our plans. Although one of the main organizers
of TACO Tuesday has graduated, the other peer advisors have expressed interest in
continuing the event. We hope that whenever the SALC reopens, having these regular events
occurring (in a safe fashion) from the start will help in further establishing a community and
interactive environment in the ESPA; in particular, such events being visible to new first-year
students could aid in emphasizing the identity of the ESPA as a social learning space. We
also hope that they will be inspired to participate in events from the beginning of their
campus life, when new students are still seeking out activities to join.

We will also continue encouraging the use of ESPA by university communities for
events. Increased cooperation and communication with student leaders and SALC
practitioners (administrative staff and learning advisors) will be crucial in further promoting
the ESPA as a venue for learners’ events. Additionally, our research and student survey data
have highlighted the need to consider our methods of event publicity and raising awareness
of the ESPA (e.g., signage or workshops), as a frequent theme is students’ lack of awareness
of such issues.

Our research will also continue when events can safely resume. As more quantitative
data is necessary for analysis, we plan to continue administering the survey to event
participants along with eliciting interviews in order to aid qualitative analysis. Increased data
will provide more information that will help us understand how students perceive their
language use in the ESPA as well as the space itself. This understanding, in turn, can allow us
to promote and investigate in further detail the practical application of translanguaging there.
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As Imamura (2018) also found that some students wanted the SALC to have spaces for
practicing non-English languages, the ESPA (the “English” in its name notwithstanding)
could be a suitable venue for such practice. Although we lack the space for a discussion of
the university’s existing self-access spaces for other languages (see articles published in
“Language Acquisition and Language Use in the MULC,” 2019), future larger-scale research
could involve collaboration with faculty or staff to compare translanguaging practices or the
various areas’ identities. Finally, we are considering how, moving forward, we might apply
Gee’s (2005) work on affinity spaces, which involves greater emphasis on space than on

community membership, to provide our research with new angles for our analysis.
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Abstract

This article discusses outreach and bridge-building between a self-access center (SAC),
called the Community Learning International Plaza (CLIP), and various groups at a sports-
focused university in greater Tokyo. When the SAC opened three years ago (April 2017),
students and faculty did not know its purpose. Therefore, CLIP teachers and administrators
(the authors of this paper) saw the need to conduct outreach to educate teachers and students
about self-access language learning (SALL) and the services offered. Through orientation
sessions, we were able to informally speak with subject teachers who were accompanying
their students, learn if they might be interested in collaborating on future student programs,
and plan accordingly. We were also approached by student clubs and teams to make
workshops that fit particular needs (e.g., English for life saving and Indonesian/English
communication for teaching rugby in Indonesia through JICA). Outreach and bridge-building
connect the CLIP to users who otherwise may not have sought out services. In this way, the
SAC acts as a bridge between language classes and real-life English opportunities (Cotterall
& Reinders, 2000) through workshops that simulate real-life situations and promote self-
efficacy and second language use. Outreach has been successful both in making the SAC
relevant and in helping us set up English for specific purposes (ESP) programs tailored
specifically to the needs of students at this campus.

ARFLFE TIE. “Community Learning International Plaza” (CLIP) &9 BfEFE & 4
— (g7 - 77 AELUZ—(SAC)) L EHEIZH D AR—YHFLOKRFEIE
THLISEIERITA—TRHICBT LT U M) —FEE LITENC W TR D, &
VA= 3AERT (2017 23 A) ICRZPICEHNL SN RRCIE, FAEBEBRE LT OH
BIZOWT LR L CWiedno Tz, TD7=, CLIPHEROFHEAX v 7 (KL
FOHEE) X, HELTFAEICWIT, BAGEET T (SALL) &3, £z
LT =R T2 — R I EDOL I b O HEHATILENR D
STy BUE—DHANEFY =T —2 3 ORI, FAEESIRT HHERHEIC
KU, FEROIZFEERMT O 0 7T Aetcm - Eiid b 2 LICHEER D S0 %
FEARICH D Z ERHKT, F2, 7 7 TRHRCT — 2001, BEOD=—X (7
A 7= U VIEICBITAESTFEAXFALIICAZBLIEA Y RRXY T TOF S
g REENCRB T DA RV TR/ SGEChaia=r—arnd) I

WU =7 ay TORRBIZONWTOKREN -7, 7TU N —FRBIE LiGH)

I, CLIP LMEEADFIHE L 2/ O TN, 2D LD, BLEDEFRITIH-
U —7 v ay 7ORESCH A EOm E B SFEOFAMREEIZ LY, SALL
MEEFT T A L FHERICHFGEE G TS & 2 ¥ < (Cotterall & Reinders, 2000) Z & /3 C
XL EgMhoTz, TU R —FIEENLSAC Z KF L KV, ZOKRFOFRA
D=—RZHbE REDOHO=HDHGE] (ESP) 71 7T ABIED—B & 72

ST,

Keywords: outreach, bridge-building, sports, English for specific purposes, self-access
language learning
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As the field of self-access language learning (SALL) continues to grow, we need to
assess what our centers currently do for the larger communities they are housed within. It is
also fair to wonder whether self-access centers (SACs) are currently being used to their
fullest potential (Berman, 2020). One possible area of concern is that they often cater to those
who would most likely seek out services. Research is conducted on those individuals, and
centers improve their services based on the needs of these particular users. While this
research has enabled SACs to come a long way and continue to advance the field of
autonomy, what about learners who have not yet been reached? This attrition misses data
from potential users, and this biased data may perpetuate services that do not fit these
potential users. There has been little research into potential attrition in the field of education
and even less in self-access. On the other hand, healthcare is a well-researched field, and like
education, it often focuses on access for all as a basic need. Marcellus (2004) found that
attrition in healthcare studies often led to biased data. This in turn affected the validity of
research, and services developed were not representative of all participants. If the goal of a
SAC is to serve the needs of everyone on campus, researchers should make an effort to avoid
selective attrition. Even though the nature of services in SALL and healthcare differ, missing
input from potential users would have a similar effect and result in biased data collection.
One way to connect with unrepresented users is by reaching out to programs on campus they
are involved with.

In this report, we will discuss outreach and bridge-building that occurred between a
SAC, called the Community Learning International Plaza (CLIP), and various groups on a
campus of about 2,000 students in the greater Tokyo area. Most students are sports majors,
with smaller numbers studying sociology, economics, logistics, or law. English is not offered
as a major; however, there are compulsory once-a-week English classes for freshmen and
sophomores, with the option of continuing through electives (Werner & Von Joo, 2018).
Beyond that, students can visit the SAC or study abroad for more opportunities to use English
or another language. The CLIP is located in a high traffic area of campus near the entrance to
the library. Since the majority of students have participated in freshman orientation sessions,
most have interacted with the center. The authors of this paper are the three people who

primarily run the CLIP (two teacher/advisors and one administrative staff member).

Conducting Outreach
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When the CLIP opened three years ago (April 2017), neither students nor faculty were
aware of its purpose. Therefore, outreach was a necessity, and we had two general goals: (1)
educate teachers about the center (so that they could direct their students to the SAC), and (2)
inform students about what they could do there. Matsuo et al. (2015) discussed how teacher
support is crucial for the success of a SAC. Furthermore, Mynard and Stevenson (2017)
emphasized the importance of transparency when building bridges with other departments:
“Gradually build trust and they are likely to support you later” (p. 179). Therefore, we aimed
to gain teachers’ understanding and support early on.

To address the first goal, we initially visited the English teachers, who had not been
consulted when the center was planned (before we were hired). We wanted them to know that
we were there to support them. After that, we went to the departments and gave a
presentation to all five deans' (department heads) about the history and background of self-
access centers, including how our SAC fits into the big picture. They were then equipped to
relay the information to teachers in their departments.

Next, we were able to address the second goal by conducting freshman orientation
sessions. Since seminar teachers attend the session together with their students, an unintended
consequence was the opportunity to meet and interact with subject teachers from all of the
departments. It was a low-pressure situation for those who might not be comfortable with
English, as they were free to join their students in the treasure hunt activity, help them, do it
by themselves, or simply observe. According to Horwitz (1996), speaking a second language
in an instructional setting can cause anxiety for teachers. While Horwitz’s discussion
concerned language classes, the dynamic is similar because seminar teachers are in a
leadership role. During the orientations, we were able to speak with them informally and
learn which teachers had an interest in English. This knowledge became useful later when we
considered who we might approach to collaborate on new student programs. For example,
informal conversations led to the Basketball in English workshop (co-designed with the
basketball coach), where students warmed up through a shooting game, learned terms and

rules, and played an actual game, all the while trying to use only English.

Programs with a Need
In addition to conducting outreach, we were approached by students, staff, or faculty
when there was a specific need. For example, one student in the life-saving club asked us to
teach practical English that members might use to ensure the safety of English-speaking

beachgoers during their summer jobs as lifeguards. The resulting program included over 40
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student participants. English for specific purposes (ESP) programs such as this one may be a
common need for learners who are not English majors (Hutchinson & Waters, 1987). CLIP
materials and services are often sports-related, whereas other contexts would reflect their
respective disciplines.

In another example, members of the men’s and women’s rugby teams have been
participating in a month-long Japan International Cooperation Agency (JICA) program for
the last three years. Each time, up to ten student-athletes teach rugby at schools across
Indonesia. What started out as one-on-one English conversation practice has developed into
an almost semester-long communication program to learn basic Indonesian conversation and
rugby terms. The program also aimed to increase students’ self-efficacy and willingness to
communicate in any language. In each case, we designed a series of workshops that met
weekly for approximately one to three months, depending on the needs of the program.
Outreach and bridge-building connected the CLIP to users who may not have otherwise

sought out services.

The SAC as a Bridge

Cotterall and Reinders (2000) described SALL as a bridge, and also at times a
fortress. In their view, the center acts as a bridge between the classroom and language
experiences in the real world. The CLIP has served this purpose for many students by
offering original workshops that simulate real-life situations and promote self-efficacy and
second language use. However, in our case, the bridge does not necessarily start in the
classroom because students do not participate in many language classes in their degree
programs. Instead, the CLIP (and by extension SALL) acts as a bridge between students’ past
language class experiences and present real-life English settings.

In the same study, Cotterall and Reinders (2000) found that lower-level language
learners rarely used resources outside the SAC. They questioned whether the center might
“become so comfortable for learners that it functions more as a fortress (discouraging them
from venturing out) than as a bridge to the outside world” (Cotterall & Reinders, 2000, p. 30).
Because of outreach and bridge-building efforts, the walls of the CLIP are metaphorically and
literally open, with a two-meter high glass partition instead of a wall. Due to the center’s
proximity to the library's Learning Commons, students frequently come and go between the
two. A fortress supports those who are inside its walls and could keep students in, as Cotterall
and Reinders discussed. However, this metaphor might be taken a step further, as those same

walls can also serve as a barrier to keep others out. Berman (2020) supported this contention
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by noting the possibility of individuals being regularly excluded or awkward social situations
arising and becoming the norm in an informal learning space. Additional research can help us
learn more about student-to-student interactions and further promote a space of inclusion.
Ideally, one would want an effective center with walls that are open to the entire
campus. However, Datwani-Choy (2014) cautioned that a balance should be maintained
between effectiveness of services and growth in users. Interdisciplinary activities with
established groups bring new expectations and may put pressure on the center, thereby
disrupting its balance. In thinking of new directions in self-access, further research might
measure the initial person-environment (PE) fit between center and potential users to assist in
identifying feasible adaptations (Caplan, 1987). If this were to be measured, P would
represent student language needs, while E would be physical space, layout, and existing
support services (for example, see Augeri & Kajita, 2017; Berman, 2020). The PE fit would
not only assist with the initial assessment, but also potentially help map which approaches

produce the best balance through periodic measurements.

Conclusion

Conducting outreach dramatically affected the trajectory of the CLIP. The
partnerships mentioned in this paper (and others) allowed the developing center to create
services tailored to fit the needs of its environment. The CLIP now offers unique sports
English services thanks to our reaching out to existing campus programs. Because the
dynamic of each SAC is unique, the appropriate degree of outreach may vary from center to
center. However, the fact remains that there are always potential users who would benefit
from the services offered by a SAC. Additional research is necessary on the applicability of
outreach and the different forms it might take. For example, there is a need for further inquiry
to explore the ways in which outreach has been incorporated in the development of other
SACs. This data would assist both established and developing centers. As the field of self-

access learning continues to grow, so too should its breadth of inclusion.

Note
1 The director overseeing the CLIP at the time advised us to meet with the head of
each department before approaching teachers and staff. Face-to-face relations are crucial for

Japanese universities (and businesses) so that all members are in the know. Informal
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discussions such as this precede circulating a ringisho (document to ‘sign’ by stamping a

personal seal) to employees in order to approve new policy or services (Brown, 1966).
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I am a self-access center (SAC) administrative staff member, and I was a Newcomer
Grant recipient at the JASAL 2019 National Conference, held on Saturday, November 30th to
Sunday, December 1st, 2019 at Otemon Gakuin University, Ibaraki City, Osaka. This is a

report describing my experiences.

My Background and Context

My role at our center is as a part-time administrator, and I also act as an advisor, but |
have not had any training. [ was originally hired by this school as a part-time computer
instructor and help desk worker, so I was from a completely different field and had never
heard of a SAC before. Our teachers, who are experts in this field, taught me the essential
concepts of self-access language learning (SALL). Our university has majors in five
departments: sports, economics, sociology, logistics, and law. In addition, there is no English
major offered, but students take compulsory and elective English classes (Werner & Von Joo,
2018). For our center, I am in charge of general affairs including accounting, coordinating
meetings, and advertising programs and events to students, faculty and staff members. I also
support the study abroad orientations, school events when our campus hosts visiting
American university students, and assist students with SAC-related problems or concerns.
The major issues we currently face at the SAC are how to attract students’ interest in English
and keeping them motivated. Since many students, faculty, and staff at our school are not
familiar with the SAC, constantly thinking of new ideas is a very important task for me.

After being an admin for two years, I realized that I should have more knowledge
about the concept of SALL from actual experiences at other universities. I decided to attend
the JASAL conference this year to get some new ideas to apply in our context. Furthermore,
teachers from our SAC were planning to give a presentation at JASAL2019 about the
challenges for our center to meet needs for various campus groups other than English classes
or departments, such as student clubs, seminars, and official sports teams (Von Joo et al.,
2020). Despite not being a teacher, I taught three sets of workshops for the school rugby
teams (teaching basic Indonesian conversation and useful words). The experience was
meaningful to me because I felt involved in the SAC, and I could give advice to students. It
encouraged me to not only attend an official conference, which is a rare opportunity for me,
but also to co-present on our programs.

I went to the conference with two main objectives. These are related to my issues

mentioned above. They were to:
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e get tips about how to attract students’ interest in English if they have negative feelings
about it

e hear stories of Japanese SAC members’ experiences (administrators, advisors, and
teachers who are Japanese), such as how they have learned and understand the concept of
SALL (and how they apply it at Japanese universities)

Not all of my objectives were achieved, but attending the conference surely led to an increase

in my knowledge. In the next section, I will explain what I learned from the conference.

Useful Ideas from the Conference

In the two days of the conference, I listened to more than ten presentations, plus some
poster sessions, and I chatted with participants from other centers during coffee breaks and
the networking reception. Although the background situations of many schools differ from
our university (majors, sizes, purposes, English levels, etc.), seeking tips for how to
communicate better with students and be a more attractive facility appears to be a never-
ending challenge among all teachers and staff members. One tip was from Alexander Worth
and his co-presenters from Osaka Institute of Technology, who introduced a simple online
quiz-creating service, called Kahoot. I did not know that this service existed, but I thought it
might be good to use in the future. In my workshop, holding a small “Quiz Show” was very
useful for students to review what they learned. Having fun playing a quiz game led them to
remember what they had learned during the workshop, and they also came up with additional
practical questions, such as “How about this [other] situation?” or “Can I use this word
instead?”

One of the significant issues for our center is how to make our students more
comfortable with trying to speak English. We want them to realize, “English is not so hard
when I’m here.” Noriko Kawasaki from Miyazaki University talked about the changes in
attitudes of Japanese students who attend her lunchtime English conversation activity. She
said that most of her students who are technology majors are shy about communicating even
in Japanese, and they feel that they are not good at speaking English. However, practicing
with their friends makes them feel more comfortable, and they start thinking, “If my friend
can do it....” Our center has been trying to get the same result, so knowing about a successful
case can help me be more confident. In an ideal situation, I want to try pair-work with setting
a timer (10-15 min.) and changing pairs at my SAC. However, these activities would

probably need to be adapted for lower level learners.

JASAL Journal Vol.1, No. 1, June 2020 158



Reflections on Attending JASAL2019

The following list includes some additional ideas I learned from other schools that I

may be able to utilize in our center. Some ideas are from presentations, while others were

from informal conversations during coffee breaks. I included the presenters’ names when |

could remember where the information came from:

hold occasional fun events and create a welcoming atmosphere within the center
(Kawasaki, 2019; Worth et al., 2019),

have student staff lead conversations with easy topics and easy questions (Worth et al.,
2019),

advise Japanese students to make friends with international students and have fun going
out with them (Worth et al., 2019),

set language policy, but the interaction should be positive (do not criticize for NOT using
English, but give compliments for trying),

create good feelings of fellowship that lead to advanced activities, such as using English
for academic purposes (Lavolette & Claflin, 2019),

have students talk to each other about “Why do I need English?” (Lavolette & Claflin,
2019),

encourage the students (student staff or regulars) to be at the center. The presence of
students is the best influence on others (if he/she can do it, why can’t 1?),

introduce English games (analog or digital) effectively. Playing English games is easy
for Japanese students to try (they feel it is okay to make a mistake) (Andersson, 2019;
Cihi, 2019).

I also attended the “SAC Administrators’ Forum” and received practical and useful

tips from other SAC administrative staff members. Those included:

ask teachers to do PR about SACs in their classes (including non-English subject
teachers),

send info emails from SAC that include each student’s name or names of other students
who the recipient might know (sempai, kohai, friends, teachers), so they will not ignore
it,

set two kinds of student staff meetings, such as weekly (shorter lunch time) and monthly

(longer evening) to make task management easier.

In fact, I realized that it was rare for administrative staff members (especially part-time

workers) to attend a JASAL conference. As a part-time worker, I get very few opportunities

for professional development. Even if attendees are working as admin staff, most of their

backgrounds seem to be in the education field, or they are former English teachers. I felt so
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grateful that someone like me, who does not have a teaching background, could attend this
conference. I felt that the JASAL community welcomed me, and it was a positive atmosphere

for me to learn in.

Conclusion

In conclusion, collecting these ideas from the conference will definitely be useful for
improving our center next year, and at the same time, I can set future guidelines for how to
become a more skilled advisor for our students. Without realizing it, I had been too focused
on learning the term “self-access learning” without thinking about real-life situations.
However, meeting people from different schools and backgrounds has taught me that it is not
beyond my comprehension or ability. Just like students in our center realize that they can
speak English, I also realize that I can understand the concept of self-access, and I can use
my knowledge to help students. From now on, this realization will be motivation for me to
face every little issue that comes up in our SAC.

Lastly, I would like to thank the JASAL Executive Board for awarding me the
Newcomer Grant. Being a part-time worker without any financial support from the school,
the grant helped me so much in traveling to Ibaraki city, Osaka, from the other Ibaraki, in the

Kanto region. I hope this is the first of many JASAL conferences for me.
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