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Introduction

Bethan Kushida
Kanda University of International Studies

kushida-b@kanda.kuis.ac.jp

Umida Ashurova
Kinjo Gakuin University
umidahon@kinjo-u.ac.jp

Welcome to the third issue of the JASAL Journal. In this issue, we bring you three research
papers, three discussions of practice, and three conference reports. This collection of papers
in many ways provides a snapshot of what is happening at this point in time in the self-access
learning community, both in Japan and overseas. Over the last year and a half, adapting to the
changing situation brought on by the global pandemic has required tremendous amounts of
time and effort from those involved in self-access learning. Through waves of closures and
reopenings, we have focused our energies on supporting our learners in these rather stressful
times. Nevertheless, scholarship and research in the field has continued, and the three
research papers included in this issue address some core themes that remain at the heart of
self-access learning, whether online or face-to-face, including autonomy, community, student
leadership, student identity, and the creation of learning environments that feel safe and
comfortable.

Given how much of our attention the pandemic has demanded, it is perhaps not surprising
that all three discussions of practice in this issue are concerned with responses to the
coronavirus. The pandemic has presented challenges, but it has also encouraged innovation
and the learning of new skills. One year on from the start of the pandemic, the authors, like
other self-access learning practitioners around the world, have now had a chance to take
stock, evaluate the successes of their online initiatives, and consider which aspects of online
services to retain as and when face-to-face services open up again. The three papers detail
periods of trial and adjustment, but they are ultimately optimistic that the skills and
knowledge gained during this time will be of great benefit in the future.

Throughout the pandemic, JASAL has performed a role as a facilitator of conversations,
enabling members to share best practices and give each other support. This issue includes
reports on the JASAL2020 National Conference and the 2nd JASAL Student Online Forum.
These accounts serve to remind us of JASAL’s own efforts in the past year and a half to
continue to provide opportunities for learning and connectedness even when we are unable to
meet in person. Finally, this issue features a variety of voices: students, advisors, facilitators,
administrators, lecturers, and researchers; from within Japan and from overseas; in English
and in Japanese. This variety reflects the rich diversity and inclusivity of the JASAL
community, and we are proud to offer the JASAL Journal as a platform for members’ voices
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to be heard. We hope you enjoy reading this issue, we and encourage all members to consider
submitting a contribution to future issues.

In This Issue

Research Papers

In the first study, Satoko Watkins of Kanda University of International Studies explores the
experiences of student community leaders who participated in an autonomy-supportive
leadership training course. She outlines the transformation of the student leaders’ beliefs
through an experiential learning cycle and illustrates how their resulting needs-supportive
approach to leadership contributed to the process of their learning communities becoming
Communities of Practice (Wenger et al., 2002).

Hilda Freimuth, Joe Dobson, and Ishka Rodriques of Language Learning Centre at
Thompson Rivers University in Canada write about the perspectives of student volunteers
involved in a self-access language center. Their research reveals that the physical space of the
center, the social connections among users, and the emotional well-being of student
volunteers play an important role in the creation of a learning environment in which student
volunteers feel safe and comfortable.

Our next author, Haruka Mukae of Waseda University, aims at clarifying how the
plurilingual and pluricultural identities of participants emerge in tandem language learning.
Using conversation analysis data and language portraits drawn by the participants, Mukae
suggests that tandem language learning can lead to the creation of collaborative
autoethnographies, through which the learners can negotiate their identities and reflect on
themselves.

Discussions of Self-Access Practice

In their paper, colleagues from Konan Women's University—Shari Yamamoto, Thomas
Mach, Craig Mertens, Greg Sholdt, and Thomas Stringer—share with us their experience
of quick planning and transitioning their SALC activities to an online format. They describe
this process from initial implementation to subsequent improvements and highlight that
opportunities for English language learning and meaningful social interactions need to be
sustained.

Hiro Mitsuo Hayashi and Bartosz Wolanski’s paper details the process of increasing the
social media presence of the SALC at Kyushu University in order to connect with students
and staff online and promote the SALC’s services. When it comes to deciding which social
media platforms to adopt, they emphasize the importance of considering trends in students’
preferences as well as comparing the functionality and privacy policies of each platform.

In the third discussion of practices, Prabath B. Kanduboda and Soraya Liu of Ritsumeikan
University outline the system which was put in place to support student SAC staff in the
planning and implementation of online events. They summarize the skills and practical
knowledge that have been gained from the experience, and they propose that there are
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benefits to be had from using this know-how to continue offering a mixture of online and on-
campus activities in the future.

Conference Reports

In her conference report, Dominique Vola Ambinintsoa of Kanda University of
International Studies gives us detailed information on four presentations, chosen to represent
a variety of situations, settings, and voices. Ambinintsoa observes that all four of the
presentations offered practical ways to support students that can be used both during times of
COVID-19 and post-pandemic.

To finish, two students reflect on their experiences at the 2nd JASAL Student Online Forum.
Natsuho Mizoguchi of Gifu University, writing from the point of view of a participant,
describes how the forum underlined again for her the importance of learning with friends.
Chika Yamane of Kanda University of International Studies provides the perspective of a
student facilitator. She highlights the students’ passion for growing their language learning
communities and suggests that time management is key for successful event facilitation.
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Abstract

This study explores student community leaders’ learning experiences while taking a
leadership training course, which aimed to assist them to be autonomous themselves and
autonomy-supportive to others. The five leaders who participated in this narrative study were
organizers of student-led language learning communities where students regularly met in a
Self-Access Center (SAC) to learn with and from each other. The leaders’ narratives
(interviews and final reflection papers) indicated that collaborative leadership, need-
supportive roles (Deci & Ryan, 2000; Reeve, 2016), and conscious reflection (Boud et al.,
1985; Little, 1991) were the key concepts that influenced their leadership and beliefs.
Moreover, the leaders’ efforts in these areas enabled their communities to become
Communities of Practice (CoPs), in which students collectively defined practice and
exercised collaborative control as a community (Wenger et al., 2002). Although many studies
have described student involvement as crucial for SACs to be social learning spaces, there is
not much research on perspectives of student leaders nor student-led communities. Thus, this
study highlights student leadership in a SAC from a CoP perspective and explores the
leaders’ experiences in developing autonomy-supportive skills for sustainable communities.
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Keywords: learner autonomy, student leadership, communities of practice, learning
communities, self-access center
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With the recognition of the value of social perspectives in the field of second
language acquisition (the so-called social turn in SLA; Block, 2003), the definition of learner
autonomy has also evolved from the idea of learners taking responsibility for and making
decisions about their own learning (Holec, 1981) to a concept that embraces social aspects
such as interdependence and collaboration with other learners (Benson, 2011; Dam et al.,
1990). Therefore, Self-Access Centers’ (SAC) responsibilities have also expanded from
providing learning support and materials for individual learners to designing social learning
spaces where students can learn with and from each other (Murray, 2014; Mynard, in press).

As a full-time learning advisor in a SAC, I have conducted various projects with
students to create social learning opportunities, including peer advising (Curry & Watkins,
2016), tandem language exchange within the institution and in collaboration with another
institution (Watkins, 2019), student-led events, and Learning Communities (LCs). My recent
focus has been on LCs in which learners who have similar interests and goals meet regularly
in the SAC to develop their knowledge and skills while using English as authentic
communication and a learning tool. My previous study of the LCs showed how such a
holistic approach to learning has the potential to promote persistence and enjoyment in
learning (Watkins, in press). Moreover, for the same study, I observed some students in the
LCs assuming leadership roles and becoming near-peer role models (Murphey, 1998) for
other students. I often use the metaphor “planting autonomy seeds, watering, and fertilizing”
when describing working with these student leaders. Similar to what I do while advising in
language learning (Kato & Mynard, 2016), I do not tell students what to do. Instead, I assist
these students in envisioning what they can do (planting seeds), show opportunities and
choices (watering), and check on them frequently to facilitate their needs (fertilizing).

Although observing the growing seeds is fascinating and rewarding, it is time-
consuming. [ want to see more students assuming leadership roles and exercising their
autonomy. At the same time, I need to help the leaders to make the existing communities
sustainable. The more the number of LCs increased, the more I felt my limitation of time in
supporting these student leaders. Thus, I needed to make my “autonomy farming” more
systematic than my ad-hoc support, which would also allow other advisors to be involved.
Therefore, I created an autonomy-supportive leadership course to train the student leaders
with the knowledge, skills, and reflective learning necessary for a community organization.
The course utilizes an outside-the-classroom, individualized learning model, making it
versatile to support any student leaders such as SAC workers and club leaders by any

advisors and teachers with an understanding of learner autonomy. The semester-long course
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has been run three times. In the first semester, it was only offered to LC leaders, but from the
second semester, some SAC student workers who lead a project team/community also took
the course. In addition, SAC administrative staff who work with student workers requested to
join the course voluntarily. However, the present study only focuses on the experiences of the
five leaders of language LCs who initially took the course. By exploring their narratives from
the interviews and their final reflection papers, I will explore the student community leaders’

needs and how the course contents influenced their leadership and beliefs.

Theoretical Background

Learner Autonomy: Independence in Interdependence with Inner Endorsement

In the field of language education, the concept of learner autonomy was introduced
with a purpose of putting learners in the center of their learning and treating them as unique
individuals with different learning styles, backgrounds, and affective learning states.
Therefore, the definition of learner autonomy also emphasized individuality and
independence of learners. For example, Holec (1981) described learner autonomy as learners’
ability to take responsibility and make decisions about their own learning. Later, social
views, which see language as a form of social practice, emerged in the field of SLA, and the
definition of learner autonomy also expanded and highlighted the social aspect. For example,
the definition known as the ‘Bergen definition’ described learner autonomy as “capacity and
willingness to act independently and in cooperation with others, as a socially responsible
person” (Dam et al., 1990, p. 102). Little (2007) explained that the concept of learner
autonomy shifted from ““a matter of learners doing things on their own” to “a matter of
learners doing things not necessary on their own but for themselves” (p. 14). Therefore,
learner autonomy exists with individual learners being independent while also being
interdependent with other learners.

Another concept that has emerged in the field of SLA and learner autonomy is learner
motivation. Deci and Ryan’s (2000) self-determination theory (SDT) emphasizes the
significance of intrinsic motivation, which can be enhanced by psychological needs
fulfillment, namely a sense of competence, autonomy, and relatedness. Reeve (2016)
described competence as the need for taking on challenges, making progress, and mastering;
autonomy as the need for inner endorsement of one’s own behaviors and thoughts; and
relatedness as the need to feel warm relationships and acceptance. Thus, autonomy in SDT

and autonomy in language education have different focuses: one on learners’ ability and the
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other on motivation and psychological needs. In this paper, I use learner autonomy to refer to
autonomy in language education to differentiate from autonomy defined in SDT; however, it
is inevitable that these two concepts of autonomy merge in some contexts as they are
intertwined. Indeed, learners require inner endorsement (autonomy) to take charge of their
own learning (learner autonomy). In addition, some of the abilities described as being part of
learner autonomy are often illustrated as competence in SDT. Therefore, Reeve’s (2016)
“autonomy-supportive teaching” approach, which uses SDT principles and supports
psychological needs (including both autonomy and competence), resembles the ideas for
promoting learner autonomy in language education. Hence, the autonomy-supportive
leadership course illustrated in this paper incorporated both perspectives and aimed to

develop both learner autonomy and autonomy of LC leaders.

Communities of Practice in Self-Access Centers

Since social perspectives emerged in our understanding of learner autonomy, SACs
have come to be recognized as social learning spaces, whereas they were previously often
considered solely as learning resource centers for individuals. A social learning space is, in
essence, a place where “learners can come together in order to learn with and from each
other”, whose purpose is to “promote active, experiential, and social learning” (Murray &
Fujishima, 2013, p. 140). One of the approaches for creating social learning spaces in SACs
is providing opportunities for learners to form communities and assisting them in becoming
Communities of Practice (CoPs). Wenger et al. (2002) described CoP as the social learning
process that involves people sharing a common purpose, interests, passions in a subject,
and/or concerns, and working together to deepen knowledge and solve problems. According
to Murphy (2014), not all communities are CoPs; the members need to achieve collaborative
control of the community through social interaction with a strong motivational aspect (e.g.,
shared passion) and exercise learner autonomy in order to become a CoP. Since one of the
main missions for SACs is to promote learner autonomy, learner autonomy can be considered
to be a common aspiration for both CoPs and SACs.

Although social perspectives have highlighted the importance of social interaction
and interdependence in SACs, there is not much research on learners engaging in
communities with shared motives in the field of language education (Murphy, 2014),
However, some studies have investigated SACs’ dynamics and roles from CoP perspectives
(Hooper, 2020; Murray & Fujishima, 2013; Mynard et al., 2020) and illuminated the benefits
of student-led LCs in SACs (Acufia Gonzalez et al., 2015; Magno e Silva, 2018; Watkins, in
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press). The studies illustrated student-led language LCs as places for mutual learning without
the boundaries of English proficiency, age, and gender. Moreover, the studies showed how
students gained new beliefs about learning, which involved enjoyment, creativity, and
confidence-building. Additionally, Watkins (in press) explored her students’ experiences in
interest-based LCs by utilizing the self-determination theory (SDT) framework, and she
found that these student-led LCs often create a need-supportive environment where the
benefits surpass those related to a singular focus on the mastery of the language. Hence, by
providing ground for CoP development, SACs may be able to bring learners not only the
opportunities for social interaction in English but also foster learner autonomy with

interdependence with other learners and increase learners’ inner motivation.

Community Leaders’ Roles and Student Training in Self-Access Centers

Previous studies of LCs in SACs have revealed students’ ability to organize their own
communities (Acuiia Gonzalez et al., 2015; Magno e Silva, 2018; Watkins, in press).
Although not in a SAC, Gao (2007) illuminated learners’ interactions in an outside-the-
classroom language LC in China. Gao identified the crucial role of central figures of the
community in reducing barriers to social relationships among students and maintaining the
momentum needed to enhance learning experiences because of the community’s fluid
membership. Wenger et al. (2002) also described the fluid nature of membership in CoPs,
which contrasts with a traditional team or class where peripheral involvement is usually
discouraged. They suggested that the leaders need to design communities that allow members
to alter their engagement at different stages. Additionally, Watkins (in press) investigated LC
leaders’ roles and actions that supported community members’ psychological needs. Leaders
adopted several active roles, such as removing boundaries between members, involving
learners in the decision-making process, offering choices, and giving positive feedback,
which increased the members’ autonomous motivation for learning and community
participation. Moreover, she reported the positive impact of advising skill training on a leader
of a popular community. These leaders’ roles, actions, and skills appeared to be closely
related to autonomy-supportive teaching approaches (e.g., Reeve, 2016), which enhance
students’ autonomous motivation.

Although it became apparent that leaders played an essential role in facilitating
community members’ autonomous motivation and sustaining LCs, no studies about training
community leaders in SACs were found. Moreover, Beseghi (2017) suggested that the

concept of leadership is rarely discussed in the literature of language learning environments.
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This may be because LCs’ development is often an organic process, and leadership within
these communities emerges naturally without being appointed and trained first. For example,
Acuiia Gonzalez et al. (2015) described their development of English conversation groups in
their SAC as “a gradual discovery of approaches leading to a better system of working that
has led to developing a community of practice” (p. 319). Moreover, they explained that
student conversation leaders were not often proficient English speakers initially; rather, they
increased fluency or confidence through their community participation. Therefore, the
training for LC leaders has to be flexible and adaptable in order to facilitate their organic
process of leadership development.

One way to examine leadership training in SACs is by drawing on SAC staff training.
Many SAC advocates have described the involvement of the students in SAC organization as
essential because it allows students to be more self-reliant and prevent them from becoming
merely a customer of the SAC (Aston, 1993; Malcolm, 2004). Therefore, student staff are
often hired for various roles, including managing resources, organizing activities, tutoring,
peer mentoring, and handling counter and administrative tasks (Fujishima, 2015; Gardner &
Miller, 1999; Kanduboda, 2020). Since these student staff, either paid or unpaid, perform
tasks and roles which are assigned and directed by SAC managers, their roles are different
from LC leaders whose purpose is organizing a community for learning with their own goals
and interests. However, SAC student staff are generally SAC users themselves, and they
often engage in SAC projects that create learning opportunities for others in the SACs as part
of their roles, which resembles the LC leaders’ roles. From the views of SACs as social
learning spaces, Thornton (2015) suggested that student staff have critical roles in developing
a sense of community among SAC users. Furthermore, Moore and Tachibana (2015)
highlighted the importance of creating a CoP amongst student staff as one of the principles
for staff training programs based on their experiences. Their other principles include tailoring
the roles and training contents to individuals and identifying and respecting their personal
learning phases. Although training contents may depend on SAC staff and leaders’ roles and
tasks, these principles are versatile for any situation to foster individuals’ learner autonomy

and autonomous motivation.

The Study

Purpose of Study
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In this article, I explore five language LC leaders’ experiences of taking an autonomy-
supportive leadership course. Through their narratives, I will analyze these student leaders’
learning needs for organizing a community in a SAC and the course contents that influenced
their leadership styles and beliefs. Since student leadership and CoP perspectives have not
been investigated enough in language education, I hope that this study will shed light on the
possibilities of student-led communities in SACs and how to foster their autonomy-

supportive skills.

Context

This study was conducted at the SAC of a Japanese university specializing in foreign
languages and cultures. The facility includes various types of English learning materials and
purposeful learning spaces, as well as various language learning support services. Eleven
full-time learning advisors offer individual advising sessions and self-directed language
learning modules and courses to learn and practice skills to be an effective language learner
(Curry et al., 2017; Watkins, 2015). Over 30 students are hired for administrative tasks and
peer advising, and numerous core SAC users voluntarily contribute to the SAC through
student-led events and LCs.

The leaders of the LCs are the participants of this study. About ten interest-based
communities, with a size of three to thirty members, are organized each semester by students.
They hold meetings each week, where members acquire content knowledge (e.g., pop
cultures, social issues, languages) and/or skills (e.g., digital arts) while using English or
another foreign language such as French or Spanish as a learning/communication tool. Some
communities have been organized for more than three years, and the leadership role has been
passed on from the previous generation, while some communities have become inactive
within a semester, which was part of impetus for me to create this course. The community
members exercise learner autonomy while voluntarily participating in their chosen
communities, and the communities tend to feature an autonomy-supportive learning
environment that appears to promote persistence and enjoyment in learning (Watkins, in
press). The community meetings are normally held in the SAC; however, they were online
during this study due to the coronavirus pandemic. This situation gave the leaders new
challenges since they had to find alternative ways to organize their meetings, and this was

reflected in the narratives that appeared in this study to some extent.

Course Design
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The course’s main aim was to help the leaders organize sustainable LCs by assisting them
in becoming autonomous and autonomy-supportive. The course consisted of two parts. In the
first half of the 15-week semester, the leaders learned new theories and concepts, which
included:

e vision statements (the golden cycle model was adopted from Sinek, 2009);

e basic psychological needs (Deci & Ryan, 2000);

e autonomy-supportive leadership (Deci & Flaste, 1996; Reeve, 2016);

e CoP (Tarmizi et al., 2006; Wenger et al., 2002);

e leadership styles (e.g., Griffin & North-Samardzic, 2020); and

e advising skills (Kato & Mynard, 2016; McCarthy, 2009).

In the second half, they set their own goals for their community and worked towards the
goals. For both parts, the course design drew on Kolb’s (1984) experiential learning cycle as

shown in Figure 1.

Figure 1
The Learning Cycles

1 part 27 part

Learn new Set weekly

concepts goals

Evaluate thed Implement the Reflect and Plan to
experience an concepts in the achieve the
plan for the . evaluate
. community goal
following week

Reflect on the
experience

Implement the
plan

Moreover, conscious reflection was at the core of this course. It is the critical element

of the cyclic learning process and the psychological development of learner autonomy (e.g.,
Boud et al., 1985; Little, 1991). This course also followed Moore and Tachibana’s (2015)
principles for SAC staff training in that it was self-paced and individualized and done outside

the classroom. The leaders submitted their journals every week after completing their
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learning cycle. Then, I provided weekly written advising on their journal, which consisted of
questions to deepen their reflection and helped them to evaluate the experience. There were
also individual advising sessions with me, as well as group workshops and a final reflection
paper. The course was only offered to the LC leaders at the time of this study, under the
umbrella of the SAC’s self-directed language learning modules. Course enrollment was the
voluntary choice of the leaders, and they received one credit upon completion. Due to the
pandemic, all meetings were via Zoom, and we used Moxtra, a collaboration and

communication platform, for the journal annotation and exchange.

Methodology

Data Collection

All five leaders who took the course participated in this study (see Table 1). Although
it was not my intention, all the participants’ LCs were language-focused and not content-
based, and three participants were co-leaders of the same community. Previous to this course,
the participants and I had an established relationship as I am the LC coordinator of the SAC,
and we talked regularly. Thus, they were somewhat familiar with my advising approach and
were used to receiving questions rather than being told what to do.

The two collected narrative data were individual interviews and the final reflection
papers. The interview was about an hour and conducted in Japanese. I chose the open-ended
and semi-structured style to cover the key concepts while enabling participants to develop
their ideas and express themselves naturally during the interview. Recordings of the
interviews were then transcribed. The final reflection was about 500 English words, and the
students addressed five reflection questions (see Appendix A for the questions). The key
concepts addressed in the interviews and reflection paper were the same. The reason for using
the two instruments was for triangulation to increase the validity of the data; the data were
collected from the same participants but in two different forms at different times. Prior to
data collection, I obtained ethical approval from the university, and participants were given a

description of the research and signed a research consent form.

Table 1
The Participants

Name Role LC membership
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(pseudonym)

Karin 27 generation co-leader of a language LC  About 10 core members

Riko 2" generation co-leader of a language LC  About 10 core members

Seiya 27 generation co-leader of a language LC  About 10 core members

Mika 2" generation leader of a language LC About 5 core members

Nami 1* leader/creator of a language LC About § core members
Data Analysis

For the analysis, I read the narrative data (transcribed interviews and reflection papers)
multiple times and coded the transcripts using an interpretive approach via NVivo, a
qualitative analysis software. The emergent themes and codes from one individual’s stories
were then compared with the others’ stories to identify the interrelationships. Lastly, I
elaborated on the ideas to answer my questions while spontaneously consulting the literature
to remain sensitive to the participants’ stories and deepen the understanding of their
experiences. Upon writing this paper, I translated the excerpts from the interviews from
Japanese to English, whereas I used the participants’ original English writing from the final
reflection paper. The translated excerpts are indicated as (translated) in this paper. The
excerpts that appear in this study have been edited for word economy (for instance, false
starts and repetitions have been deleted). Moreover, I conducted member checking interviews
with the participants to share my provisional analysis and confirmed they are comfortable
with my translation and interpretation.

I chose narrative analysis for this study because narratives provide rare insights into
participants’ experiences and emotions which are difficult to observe in authentic forms
(Barkhuizen et al., 2014; Ma & Oxford, 2014; Pavlenko, 2002). Because of the small sample
size and subjectivity, the aim of a narrative study is not to generalize the findings to other
contexts (Wertz et al., 2011). Therefore, I would like to suggest that the findings illustrated in
this study were experiences shared in this specific context; under our unique relationship, the

interviews were co-constructed and interpreted by myself.

Findings and Discussion

Collaborative Leadership: Learning to Rely on Others
All five leaders stated that their ideas about ideal leadership were altered from taking

the course. Their prior notion of leadership was somewhat autocratic. They felt under
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pressure to possess skills and knowledge above the other community members and take
responsibility for all community management. Thus, after learning about different leadership
styles and realizing that some leaders utilize collective wisdom from others’ knowledge and
experiences, they became more comfortable and confident in developing their own leadership
styles and relying on other members. Seiya wrote:

I had a mindset that community leaders should lead a discussion and have enough

knowledge to give advice to members. This belief was broken [...] I realized there is

no one concrete form of a leader and we can create our own leadership style. It was

new to me and my pressure was gone.
Similarly, Nami wrote, “Before I take the course, my thought of being a leader is that I have
to organize the group by myself without any help from other members and have the
responsibility to contribute more than the other participants.” Mika and Riko explained that
they had a pre-existing leadership image from the leaders they had met previously in their
social life experiences, such as club activities and part-time jobs. Riko wrote:

I also wanted to be a leader who is good at leading. However, I could know there are

some types of leadership through this course. Thus, my belief was changed by this

course. I think I am better at supporting members than leading the community.
Interestingly, when they learned about different leadership styles, all the leaders found
democratic, transformative, and/or autonomy-supportive styles to be ideal and suited to them.
It appeared that this was due to the collaborative nature of the LCs. Seiya said, “the purpose
of my community is not teaching but to learn together. So, if the leader was like ‘come follow
me!’ it doesn’t suit the purpose, and it will be like another class” (translated). Additionally,
Karin explained:

I realized that the way of a leader organizing a community makes the atmosphere of

the community [...] it is important for us to listen to members’ voices and create the

community together [...]. This way makes the best part of [community’s name] which

is a kind, warm and friendly atmosphere.

Furthermore, all leaders discussed the value of collaborative leadership. For example,
Nami explained that she learned how to ask for help, including showing appreciation and
giving positive feedback which described what was helpful after receiving support from
community members. In this way Nami’s approach appeared to promote the psychological
needs-fulfillment of those she relied on. Others also described their practical needs for
collaborative leadership, which coincidently were congruent with an autonomy-supportive

approach. Mika explained, “when a new member joins, I worry, and I pay a lot of attention to
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provide care for the person [...] it is necessary, but I could not see the whole community
anymore and things did not go smoothly” (translated). This need for community leaders to
support learners who are new to a space is described as essential by the studies of LCs
(Balgikanli, 2018; Watkins, in press). Thus, Mika eventually asked for help and delegated
tasks, and this concurrently worked to promote members’ learner autonomy. Mika said, “I
did not have to ask anymore [...] it started to change. The members do not just participate,
but they started to contribute (to the community)” (translated). Seiya, Riko, and Karin shared
their leadership position since they jointly took over the role from a previous leader. They
knew the value of collaborative leadership, which Riko described as “having three different
perspectives and filling each other’s gaps.” However, they also learned that sharing the
responsibilities between themselves was not enough. Karin wrote:
I noticed that we could ask members what to do when we do not know something. We
had discussed how to solve problems with just three of us before taking this course.
But we learned that it is better to rely on members, and that would grow our
community’s autonomy.
Beseghi (2017) explained collaborative leadership as the “result of a collaborative effort,
where responsibility is shared by everyone [...] collaborative leadership is about the process
rather than people” (p. 309). These concepts are also key characteristics of CoP, such as
mutual engagement, shared artifacts or repertoire, and development of personal relationships
and ways of interacting (Wenger et al., 2002). Therefore, collaborative leadership appeared to
be particularly relevant in the LC context, and the concept appeared to be beneficial for the
leaders. Moreover, the students’ narratives suggested that they had limited knowledge and
experience of leadership and appreciated the opportunities to explore different leadership

styles so that they might develop their own.

Need-Supportive Roles

Another theme that all leaders mentioned was linked to SDT’s concept of basic
psychological needs. Nami said, “when I recalled the times when I felt motivated for
studying, club activities, etc., it was the time that my three needs were met. It made a total
sense to me” (translated). Karin and Seiya also stated that they felt that this theory resonated
with them. The SDT and autonomy-supportive approach to facilitating basic psychological
needs became a guide for organizing their communities. The idea of improving the
community was abstract for the leaders; however, focusing on increasing the members’ sense

of autonomy, relatedness, and competence allowed them to adopt sensible approaches and
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implement new ideas. Nami, for example, talked to an individual who was quiet in the
community and suggested the positive effects that the person could bring to the community if
she spoke up more. Nami said that members’ participation and engagement improved when
she “planted autonomy seeds” in individuals.

Additionally, Seiya, Karin, and Riko used the theory to improve their community’s time-
management issue. Time-management for learning activities in breakout rooms on Zoom was
a big challenge for them. Seiya explained, “Initially, the leaders managed the time, and
members just followed our announcements. However, the system has been changed because
we realized we needed to cultivate participants’ autonomy.” In the beginning, the members
were unable to complete the activities in breakout rooms within the given time. After several
tries, the leaders told the members that they could decide the activity flow depending on their
needs and wants - and it worked. Seiya said, “it created a more relaxed atmosphere. They
were able to control the time and how much detail they want to discuss” (translated).

The leaders highly valued such learner autonomy in their communities. Karin suggested,

“we don’t practice what we were taught in the way that we were taught (like a classroom);
we practice saying what we want to say in the way we want to say” (translated). On the other
hand, Karin explained the necessity of scaffolding when allowing the members to exercise
their autonomy. Karin said, “they do not know what to do when given total freedom. We
need to make roads for them to some degree...” (translated). Kushida (2020) suggested that
many Japanese students have teacher-directed educational backgrounds meaning that they are
often new to the concept of learner autonomy. Therefore, some studies such as Croker and
Ashurova (2012) suggested introducing tasks to scaffold the students to be active members of
their SAC community and exercise their learner autonomy. Like Karin’s example, the leaders
reflected on their experiences and critically developed some ideas similar to those presented
in existing literature (e.g., affordance for learners to exercise autonomy; Benson, 2011).

As one prior study of the LC leaders suggested (Watkins, in press), the leaders
identified feeling of relatedness in communities as essential even before participating in the
course. However, through the course, they were able to set specific weekly goals connected
to fostering their community’s relatedness and worked toward them. Riko explained that
fostering relatedness of the community increased the number of core members. She identified

99 ¢¢

“empathizing,” “questioning,” and “finding commonalities between herself and the person”
as social strategies that she used, and she hoped to improve social skills more. One additional
point of relevance is that empathizing and questioning are advising skills that the leaders

learned in the course, and the leaders appeared to practice using these skills to support
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members’ psychological needs while taking the course. Regarding competence, Karin and
Mika believed that language gain is strongly associated with it; however, they were not sure
how to enhance the members’ language learning opportunities. Thus, content related to social
skills and SLA may be useful additions to the course materials.

Additionally, since all three basic psychological needs are interrelated (Watkins, in
press), one improvement contributed to the others. For example, Karin indicated that “when
we developed a better relationship, the members became more confident and spoke up more,
then they felt competent.” Similarly, collaborative leadership contributed to all three
psychological needs (e.g., members were involved in the decision-making process; thus, they
felt more related and competent). Seiya wrote, “I always emphasized we need your voices to
improve the community [...] participants actively gave their opinions toward the community,
and it led to the participative community.” These leaders’ narratives indicated that their
communities were not just a group who learned the same subject together; they became CoPs
in which students collectively defined their practice and exercised collaborative control as a
community. Moreover, it appeared that the leaders’ effort in creating a need-supportive

environment while taking the course contributed to the CoPs’ continued development.

Reflection: Developing Confidence, Ownership, and Metacognition

The five leaders highly valued the opportunities for reflection. Seiya said, “there were
many deep questions in the course. I had to analyze my community, and I have to see myself
critically to answer them” (translated). He also suggested that he would have done the same
things repeatedly and not challenged himself without purposefully reflecting on his
experiences. Mika also indicated that “since we are actual leaders and have our communities,
there was a place to implement our new learning and ideas from our reflection. The thinking
and implementing cycle was good” (translated).

Additionally, practicing the learning cycle and pushing themselves to reflect gave the
leaders a sense of accomplishment and helped them become more confident about their
actions and leadership. For example, both Riko and Karin described their vague sense of
dissatisfaction they often had after the meetings, which they did not face until the weekly
reflection made them do so. Riko said, “through writing my journal each week, I became
clear about what I needed to work on and how” (translated). Moreover, it had been a year
since Riko, Karin, and Seiya took over the control of the community, but I noticed their
community ownership development that semester. Previously, I somewhat had the

impression that they were organizing the community on behalf of the previous leader;

JASAL Journal Vol. 2, No. 1, June 2021 18



Autonomy-Supportive Training for Student Leaders

however, gradually the community became truly their own. For example, it was from this
semester that the co-leaders scheduled a weekly meeting to discuss their community. When |
talked about my impressions to the three leaders, they all agreed. Karin described the
experience:

There was a previous leader’s mold for the community, and we were relying on it, it

was not original [...] I had to observe the community, clarifying the problems,

thinking about ideas, trying out the ideas. That experience built my confidence.

(translated)

Furthermore, the leaders’ narratives showed some evidence of developing
metacognition. Nami suggested that “when I was asked questions from the perspectives that I
did not see before, I found new ways about my thinking” (translated). Mika said reflection
after receiving the advisor’s comments was her “most powerful learning moment.” She
explained:

There is a limit that I can think by myself, but when I was asked questions, I noticed a

lot. [...] I had two views before, a leader and the members’, but I learned the

importance of seeing the community from the third person perspective [...] from
outside of the community. (translated)
These narratives indicated that although the leaders likely had an ability to reflect to begin
with, they required systematic prompts to generate deeper reflection to solve their problems

and improve their community.

Conclusion

In this study, I attempted to illustrate the student community leaders’ needs and the
transformation of their beliefs through taking my course, which aimed to support the leaders
to be autonomous and autonomy-supportive. Before taking the course, the five leaders had a
pre-existing image of a leader who took all responsibilities and exercised full control of every
facet of the community. This conceptualization of the leadership role put them under
pressure. After learning about different leadership styles, they became more confident and
comfortable being themselves and identified that autonomy-supportive and collaborative
leadership was better suited to their communities. Moreover, learning about psychological
needs and an autonomy-supportive approach gave the leaders focus and a guide for
improving their community. These leaders’ efforts for creating a need-supportive
environment also facilitated the process of their communities becoming CoPs. While

practicing such leadership and exercising learner autonomy, critical reflection was essential.
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Through the experiential learning cycle, the leaders developed confidence in their
approaches, gained ownership of their communities, and explored their meta-cognition. The
area for development of this course appeared to be adding contents related to effective
language learning. The participants indicated that improving language skills strongly
connected to feelings of competence for community members; however, they were unsure
about how to enhance the members’ learning opportunities. Moreover, introducing social
strategies to increase the sense of relatedness in the community would be another area to
explore.

This study was a small-scale, one-semester study which may only show a part of the
leaders’ stories. Also, because of narrative studies’ subjective nature, my findings are specific
to my context, relying on my relationship with the leaders and my role as course instructor.
However, due to a lack of studies in student leadership (Beseghi, 2017) and CoP perspectives
(Murphy, 2014) in the field, I hope that the implications from this study become useful for

those who wish to increase student-led social learning opportunities in SACs.
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Appendix A
Final Reflection Questions

1. How did the course challenge your beliefs about LCs and/or leadership? Please explain
with an example(s).

2. Were there any positive or negative changes to your community due to what you learned
in the course? Please explain with an example(s).

3. Have you made any changes to your leadership and approach in your LCs due to what
you learned in the course? Please explain with an example(s).

4. What was your most powerful learning moment while taking this course?

5. What kind of difficulties do you still have as a LC leader after completing the course?
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Abstract

Self-access centres often rely on volunteers to provide tutorial support to students and help in
other meaningful ways such as organising events or delivering workshops. This study
investigated the perspectives of student volunteers in regard to the characteristics of a self-
access language learning centre which contribute to it being a safe and comfortable learning
environment for student volunteers. Data derived from focus groups, which were recorded,
transcribed, and then analyzed via content analysis, were grouped into categories. Three
broad categories emerged from the analysis: physical space, social connections, and the
emotional domain. Research revealed that the physical space of the centre, the social
interaction within the centre, and the emotional well-being of student volunteers play a key
role in the creation of a learning environment which feels safe and comfortable.

L DBINVT « TITRBR AT, RTUT 4T « AKX v THRIT I FA~
DF 2—RITNUHR—FRORAXR RMEE T —7 v a v T OEBORRAE
BRR2FETOWINTHEH > TWD, K TIE, TEORT T 4T « AZ w7
NEBAREE AT LT « T A - B Z—DRHBIZHONWTOE 2
FEEML, 5B HICE > TEETHRER T EHRE CTh 572 DI S LE )
HWEL, 74 —HAITN—TNoDT—Z &S L, EXRI L. NEDHT
ICE->THM LT, TV =IO LT, oroiER., B850, 20
PROMRNY . BIFOMWEE VWD 3 ODRKRELDT IV —NELRER ST, T2
B, AHEICLD L, B X —TOZER., B2 —NOHEESHHEEER. R
VT4 T DREIERERED . AT U DD E R OSSR B A
B2 R L TWDZ ERHLMNI T,

Keywords: language learning centre, learning environment, volunteers, learning centre
design, self-access centre

JASAL Journal Vol. 2, No. 1, June 2021 27



Characteristics of a Language Learning Centre

Language learning centres in all their various forms have been around for over fifty years.
From the language labs of the 1960s to the more flexible self-access centres found all around
the world today, language learning centres have become an important part of language
learning programmes in westernised education. Since the 1970s, there has been a growing
interest in learner autonomy with a focus on how educational institutions can help develop
this in their language learners through a centre separate from the classroom (Little, 2007).
Where in the 1960s the language lab was often a mandatory part of the curriculum, nowadays
language learners often have the choice to visit a self-access centre on their own — in and of
itself a sign of autonomy. Once at a centre, learners can choose to engage in various activities
to support their learning. Staff at centres are often volunteers or teaching assistants, and like
the language learners they support, they need to feel safe, supported, and comfortable. The
centre in which this particular study took place is located in the English as a Second

Language Department at a university in Canada.

Context and Background

Opened in fall 2017, the Language Learning Centre (LLC), a self-access centre for
students in the English for Academic Purposes (EAP) program, morphed through several
changes as observation and feedback from students, volunteers, and faculty guided decisions
on the design of the centre, student support services, and activities. Before the LLC opened,
the room it is housed in was a computer language lab that aligned with more traditional
models of language labs that are rooted in cognitivist and behaviourist approaches to
language learning. The static design of the language lab, which had fixed computer carrels
and a lack of interactive space for group work and interaction, coupled with changes in how
many instructors integrated technology in their classes, gradually led to fewer students
accessing the language lab. As a result, the department set a new course and established a
self-access language learning centre to provide more interactive, learning, and social
opportunities for students in the EAP program. The centre’s design and operations aligned
with several key considerations identified by Sadtler (2011), including access, interactivity,
flexibility, design, stewardship, and relevance. Effective design/redesign of a language
learning centre is a critical consideration, and a poorly designed centre results in fewer
students accessing support services (Ledgerwood, 2011). The LLC space was redesigned to
be interactive, flexible, open, and inviting, with student volunteers playing a key role.

Initial funding for the LLC enabled the hiring of two part-time teaching assistants;

however, additional tutors were needed given the demand for support and the need to
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enhance what the centre could offer. With this in mind, expanding the team to include
volunteers was viewed as a way to help support students, to provide opportunities for student
volunteers to gain meaningful experience, and to work toward a key goal of the centre,
namely creating a robust community of learners in a safe and supported environment.

Shortly after the LLC opened, some students on campus began to ask about
volunteering, and it became apparent that many students were interested in volunteer
opportunities. Hence in winter 2018, a process for onboarding volunteers was established. In
a typical semester, approximately 15 student volunteers would work at the centre - tutoring
students, helping organise events, leading the English Conversation Club, and delivering
workshops. Here, like in many centres, the learners and the advisors function as a team.
Besides advisors, some learning centres have teaching assistants or volunteers to help
students — often for tutoring purposes as is the case in this LLC. Students book a session or
drop-in and bring the work they need help with to the tutor. The simple act of choosing to
access support (such as the diagnostic exam for tutorial support), makes this a form of
autonomous learning, and student volunteers play a key role in providing support.

In a typical semester prior to the COVID-19 pandemic and the shift to remote
learning, excluding visits to the centre for special events, there were in the range of 600-800
student visits for support and access to resources, with the bulk of the support being provided
by student volunteers. These volunteers, predominantly international students themselves,
quickly became integral in the success of the LLC and were instrumental in helping it
become a hub for both students in the EAP program and the volunteers themselves. A
number of the volunteers had also previously studied in the EAP program, and their
experience in both contexts provided valuable perspectives on how the centre could best
serve students. The main activities and focus of the LLC can be summarised as follows:

1. Individual and group tutorials (self-access drop-in tutorial support from teaching

assistants, volunteers, and faculty)

2. Interactive events and activities (seasonal celebrations, games hour, etc.)

3. English Conversation Club (regular speaking opportunities available for all EAP

students to join)

4. Language and culture learning resources (learning materials, videos, listening

resources, software, supplemental materials, etc.)

5. Workshops (focused workshops on topics of relevance to the programme)

6. Comfortable and flexible space for study, relaxation, and socialising (flexible

design of space with different zones for various activities)
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After opening, student access to the centre exceeded expectations for tutorials and
events. The same was true for students simply accessing the centre to study or socialise.
Ideas for events, activities, and opportunities for students in the centre emerged from team
meetings with the teaching assistants, volunteers, the centre’s advisory committee, and
faculty.

Beyond the respective motivations that volunteers had for helping in the centre, the
following question arose: Did design considerations of the centre result in creating a safe and
comfortable learning environment to which student volunteers willingly returned time and

time again?

Literature Review

The self-access centres we see today can be traced back to the changes in language
learning pedagogy and theory in the 1970s. With the earlier language labs growing out of the
audiolingual approach and the behaviouristic theory of learning, the newer more student-
focused learning methodologies, such as the communicative approach, led to a change in
direction in many centres. In response, centres became more student-centred and learner
resource-based, providing students with access to various resources to aid in their learning
(Atherton, 1980; Raddon & Dix, 1989). In this interactive type of learning space, volunteers
may be more drawn to help. Another term for the type of learning that occurs in this centre is
self-access language learning (SALL), defined by Gardner and Miller (1999) as a student’s
own personal (and therefore unique) interaction with the resources at the centre. In SALL,
there is no such thing as one size fits all. Every learner creates their own individual learning
experience based on the resources (physical or human) with which they choose to interact.
This approach, then, promotes learner autonomy (Gardner & Miller, 1999).

Definitions abound for learner autonomy. According to Little (2007), who conducted
a thorough review of the definition, there is one common denominator found in all: the
notion of taking responsibility for one’s learning. Other definitions include learner control
and self-direction in terms of setting goals and choosing one’s content for learning (Little,
2007). Little (2007) argues that learner autonomy goes beyond this basic definition to
encompass a learner’s ability to reflect and take initiative as well. The latter is evidenced by
the fact that university students did not initially flock to the centres when they opened and, in
the cases where they did attend, they were unable to take full control of their learning (Little,

2015). This prompted the rise of a new addition to the centres: the advisor or counsellor.
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While the role of the advisor changes from centre to centre, Mynard (2011, p. 1-2) sums up
the role best with the following list:
1. Raising awareness of the language learning process
. Guiding learners
. Helping learners to identify goals
. Suggesting suitable materials by offering choices

. Suggesting suitable strategies by offering choices

AN L kW

. Motivating, supporting, and encouraging self-directed learners

7. Helping learners to self-evaluate and reflect

8. Assisting students in discovering how they best learn

9. Actively listening to learners

10. Helping learners to talk through their own problems
While the above list outlines ways in which to promote learner autonomy, some centres may
also choose to have their advisors give more direction.

A wide variety of resources, both physical and human, at self-access centres may
appeal to many students, as is witnessed by the growth of the centres around the world. What
once began as an isolated French initiative (Benson, 2013) has since flourished into many
centres across North America, Europe, and Asia (McMurray et al., 2010). However, the
services offered at centres are only part of their appeal. Other factors draw students into the
centres as well. In Hong Kong, for example, the self-access centre at a university was turned
into a social gathering space where students could interact with one another (Choi, 2017).
Choi, the centre manager, (2017, p. 24) realized that “the creation of a community... by
offering more interesting and fun activities” was critical to drawing in more students.

For centres to be actively used by students, facilitators need to be aware of how space
is used and how the centre’s design and décor affect students (Gardner & Miller, 1999; Riley,
1995). First and foremost, it is important to provide a safe learning environment where risk-
taking and errors are encouraged for both students and volunteers. Indeed, a sense of security
may come from the design of the learning environment itself in that open spaces with clearly
defined areas provide a feeling of safety (Orians & Heerwagen, 1992, as cited in Arndt,
2012). Beyond open spaces with distinct areas, Riley (1995) argues that self-access centres
need to be warm and welcoming with lots of light, fresh air, and colour to draw in learners.
Edlin (2016) also highlights some major principles to guide the design of a learning centre.
The colour and lighting found in a centre, according to Edlin (2016), play an important role
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as they can impact a student’s emotions. Therefore, the colours and the lighting in a centre
can promote a feeling of comfort and safety.

The physical space and layout of a centre indicate the kinds of activities and options
that are available for students (Sadtler, 2011). Here, centres also need to have a social space
available for students to interact in and a flexible layout that can meet the needs of the
students, volunteers, and staff at any given time. Design choices are important, and Sawhill
and Brazell (2011) argue that the centre’s space needs to allow “students to evaluate, create,
tinker, and experiment with the language” (p. 95). This, once again, speaks to the sense of
safety of the learning environment itself. In fact, designs may need to match those of the
students’ home environments for students to feel physically and mentally safe. For example,
Foster and Gibbons (2007) conducted a study on the use of informal space at a university
library (similar to that of a learning centre) and found that students longed for the comforts of
home: a family room atmosphere and “easy access to coffee and food, natural light, and an
environment with soothing textures, sounds, and great warmth” (as cited in Painter et al.,
2012, p. 16).

As the aforementioned attributes make the space appealing for students, they would,
presumably, make them appealing for student volunteers as well. Unfortunately, however,
research on language learning centre volunteers and how they view their workspace appears
to be non-existent. Since the participants in this study are also international students who are
non-native English speakers (NNES) - some of whom have studied in the EAP program - the
research discussed thus far could apply to them as well. However, we can also look at
research studies on employee perceptions here. Volunteers are, after all, unpaid staff. A
Cornell University study, for instance, found that employees are more productive and suffer
from less physical discomfort when working in the proximity of natural light from windows
(Kohll, 2019). A Harvard study (Allen et al., 2016) found the same is true for fresh air at
work, with findings revealing that poor air quality significantly impacts employees.
Moreover, Garris and Monroe (2005) argue that colour, too, impacts mood and well-being in
workspaces. This is true for learning environments as well. Research has shown that learning
environments not only have a significant influence on students’ learning but also on their
well-being (Hammond, 2004). Again, little to no research seems to be available on student
volunteers and the learning environment in which they volunteer. However, with student
volunteers also identifying as students, it is fair to say the physical environment in which
they volunteer could affect their well-being as well. Research on the importance of student

well-being abounds. In both K-12 and university settings, for example, studies have shown
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that student well-being is linked to academic achievement and learning in general (Adler,
2016; Cohen, 2006; Harward, 2016; Morrison & Kirby, 2010). In Italy, a university study
found it was important to build learning communities that support well-being as well (Rania
et al., 2014). In terms of international students, this is even more critical. According to Owen
et al. (2017), for example, poorer states of mental and physical health have been shown to
exist in Chinese international students studying nursing as compared to domestic students in
New Zealand. Wu et al. (2015) attribute international student health concerns to a number of
different things: the isolation students feel from leaving their friends and family back home,
their language issues, different food and living circumstances, and balancing work and study.

Given the importance of well-being then, what can self-access centres do to promote
the well-being of English language learners and student volunteers while at the same time
remaining as centres for autonomous learning, their main purpose? For one, self-access
centres that offer opportunities for social engagement contribute to the well-being of their
students and student volunteers. Providing workshops and activities where student
volunteers, teaching assistants, students, and instructors mingle helps build a sense of
community (Moore, 1989). Game nights, holiday celebrations, and conversation circles also
help build a stronger social bond. For volunteers, these may be important “pull” factors that
make them keen to not only help but also be part of a community of learners. The volunteers
in this study, like the EAP students they support, were predominantly international students
themselves and were navigating the adjustment to life and study in a new context. Hence, the
challenges they face in these transitions highlight the importance of the LLC being a
comfortable, safe, and welcoming place both for EAP students and the student volunteers
themselves.

Another important element to the creation of well-being, sense of safety, and comfort
is the decor, layout, and design of the centre — as touched upon earlier. According to Spence
(2015), scientific evidence exists that your dessert tastes better or worse depending on the
colour of the dish in which it is served. In terms of learning space design, colour choice is
important as it affects learners, volunteers, and staff alike. Research in the area of colour
psychology and learning design indicates colour choices can have a significant impact on
aspects such as learning (Barrett et al., 2017), comfort, and sense of safety (RiosVelasco,
2010). Indeed, the psychological mood of users of a space may be impacted by the choice of
colours (Kiiller et al., 2009). Commonly used colours and their emotional impact can be
briefly summarized as follows: blue and green tend to calm, red and orange tend to stimulate,

yellow tends to give warmth and encourage concentration, and dark colours tend to make
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people feel unwelcome and moody (Curéi¢ et al., 2019). Considering this, colour choices in
learning spaces would ideally be shades of blue, green, and yellow. Lighting is also
important in promoting well-being and learning. Studies have found that the more sunlight a
learner receives during the day, the better they learn. For example, one study of 21,000
students in the United States showed that the more sunlight students had, the better their
reading outcomes were (Heschong Mahone Group, 1999). Another study showed that college
students with classroom views of nature had a more positive experience of the course and
higher end of semester grades than the others (Benfield et al., 2015). This is a reminder to
advocate for a space that includes a number of windows with views of natural scenery.
Additionally, having clearly distinct areas in a centre may also provide students with a sense
of comfort and well-being. As Kronenberg (2015) argues, the focus needs to be on people
before technology. Investments should be made in furniture and, if possible, aim to make the
language centre a unique space on campus that is distinct from other spaces. To further
enhance the well-being of learners, a supply of tea, coffee, and snacks can be on offer with
music and sound also key considerations. Food and drink are well known for their ability to
create a sense of community. When people gather to eat and drink together, a sense of
community is built. The sharing of food is a tradition found in all cultures, reaching back in
time to the first humans. Evidence has even been found that meals prepared as far back as
300,000 years were shared (Pope, 2014). Music can also facilitate interaction (Dornyei &
Murphey, 2003). Whether it be open windows letting in the sound of birds chirping or an
indoor water fountain playing relaxing music, sound can play an important role in the
reduction of stress (Chanda & Levitin, 2013; Gillen et al., 2008). A centre could easily utilize
either option or, alternatively, have a natural outdoor sitting area available for students to
work quietly. With this in mind, facilitators at the Language Learning Centre decided to
examine the characteristics of their centre to see what features were present in terms of
providing a safe and comfortable learning environment from the perspectives of the student
volunteers. Curiosity arose as student volunteers in the centre often spent far more time both
socialising and volunteering in the centre than what was scheduled. The research question for
this study, therefore, is as follows: What characteristics of the Language Learning Centre
resulted in creating a safe and comfortable learning environment from the perspective of

student volunteers?

Methodology

JASAL Journal Vol. 2, No. 1, June 2021 34



Characteristics of a Language Learning Centre

This study used the data generated for a related language learning centre case study in
which student volunteers and a teaching assistant expressed their perceptions and
motivations for volunteering in the language learning centre. Analysis of data from that study
revealed interesting findings regarding student volunteer participant perceptions of the space
and their sense of safety and comfort in the centre, a distinct aspect from the initial focus of
that study. A semi-structured focus group methodology was used to explore participants own
perceptions of the centre. All students who had been or were volunteers in the LLC were
invited to participate in focus groups. Focus groups are group interviews in which
participants not only respond to questions, but also interact with each other and can comment
on each other’s perspectives (Powell & Single, 1996). This method is an opportunity for
researchers to examine the beliefs, attitudes, experiences, and perspectives of participants in
greater detail (Krueger, 2015). While the perspectives of EAP learners may be similar, this
study focused specifically on student volunteers, whose motivations for being at the centre
were different from EAP students accessing it for support. The focus group interviews were
recorded and transcribed. Responses to questions related to the positive learning environment
of the centre were analysed via content analysis and grouped into categories. Prior to

beginning data collection, institutional research ethics approval was obtained.

Participants

The participants in the focus group study consisted of seven former student
volunteers and one former teaching assistant who had also volunteered at the centre. Seven
of the participants were non-native English speakers. Seven volunteer students in the focus
groups were enrolled in the Master of Education programme, and one was an undergraduate
student. The teaching assistant had just graduated from the Master of Education program at
the time of this study. The data from the undergraduate student (Student C), who was the
only native English speaker (NES) in the focus group study, was not used in this analysis due
to outlier status. Table 1 shows the background and information on the students who

participated in the original focus group study.

Table 1

Focus Group Participants

Student Gender Program of study Role in centre Other
A Female M.Ed. Volunteer NNES
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B Male M.Ed. Volunteer NNES
C Female TESL Volunteer NES

D Female M.Ed. T.A./volunteer NNES
E Male M.Ed. Volunteer NNES
F Male M.Ed. Volunteer NNES
G Female M.Ed. Volunteer NNES
H Male M.Ed. Volunteer NNES

Findings

The content analysis of the responses resulted in the collection of the following data.
Three broad categories emerged from the analysis: physical space, social connections, and
the emotional domain.

The physical space received the most attention and responses from participants in this
study, highlighting the different areas, the furniture, and the lighting. These are representative
comments from volunteer students in the focus groups that touch on the physical space:

A: For me, I think uh the decoration and furnitures in the centre right now are

very good, are very good atmosphere and are very welcoming.

D: We’ve got sofas and you’ve got spaces now that are taking on individual
identity — so you have the corner for groups ah discussion... and we have
opposite to it the relaxing [area], you want to sit down and have a chat or just
relax there, then you have the computers where you can work individually,
and then we have the spread out of all the tables and chairs... the space has
evolved physically... in a positive way

E: It’s a very comfortable space and very inviting atmosphere... the thing that
really attracted me was the bean bags... And another thing I love about the
centre is that it offers beverages, like tea and coffee, and sometimes we even
have the popcorn machine. There is a nice smell, you know... umm... and
yeah so everything about the centre is just a nice comfortable space...the
windows are very wide open... there is nice scenery.

The social category also received significant comments. Students repeatedly

highlighted the role a social space plays in a positive learning environment:

B: I feel like all my peers uh all of my peers are my friends and also kind of like

my family, my home away from home
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G: I would say for personal...umm... you know you really got a sense of
community. It’s really a special place that you can never find another place on
campus that have the same... I would say... vibe. It’s the social that make
them feel more comfortable... when you connect with people then you feel
like you belong here.

H: [The LLC] don’t need to be very academic...uh... you know... the LLC uh
has some...you know... social purpose

In describing their experiences in the centre, participants’ comments also highlighted

the emotional domain. This was notable particularly in terms of having a feeling of comfort,

relaxation, and safety:

A: ... very welcoming.
B: ... home away from home
D: ... we wanted it to be that inviting, warm... this safe space, if they make a

mistake it’s like chill out — everybody does, we are here to help you... It’s a
very positive energy kind of atmosphere.

E: ... very inviting atmosphere... [the bean bags] it’s a very nice thing to have,
you know, when you are stressed out, you just drop on the bean bag- it’s very
therapeutic. It [will] relieve some stress, right.

G: ... you feel like you belong here.

H: The atmosphere. .. the environment... Yeah, so that is a very relaxed...[in]
this atmosphere [the ESL students] don’t need to be very... you know...
nervous, right.

To sum up, the study identified three major categories as being important to student

volunteers in the language learning centre in terms of their comfort and sense of safety: the

centre’s physical space, social aspects, and emotional benefits.

Discussion and Recommendations
From the findings, it is clear that the student volunteers and the teaching
assistant/volunteer felt a number of attributes found in the centre contributed to it being a
safe, inviting, and comfortable learning environment. According to the responses, aspects
related to the physical space such as the layout of the centre, the furniture, and the décor play
a key role in this. The LLC in this study featured different pockets of areas within which
students and student volunteers can interact, promoting a sense of safety. This is in line with

Orians and Heerwagen’s (1992, as cited in Arndt, 2012) assertion that defined areas within a
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learning environment can enhance the feeling of safety. For volunteers in this study, their
level of comfort was reflected in the focus groups’ comments such as “home away from
home” and “the bean bag - it’s very therapeutic”. A sense of comfort for learners is important
as “it pertains to the most fundamental step students need to take in order to access and
exploit the resources available to them coming to the center” (Edlin, 2016, p. 128).

Student volunteers also highlighted the social aspects of the centre as being
important. According to them, the social side of the centre promotes feelings of belonging
and a sense of community. This also overlaps with the centre’s emotional benefits. The social
element of the centre, alongside the overall relaxed attitude in the centre, contributed to a
positive environment. The notion that the centre was a safe place in which to learn and
volunteer was evident with comments such as “we wanted it to be that inviting, warm... this
safe space, if they make a mistake it’s like chill out — everybody does, we are here to help
you...” and “in this atmosphere [ESL students]... don’t need to be... you know... very
nervous, right.”. Indeed, several of the student volunteer responses point to the need for a
self-access centre to be less academic and less formal in nature. Centres that are flexible and
comfortable may therefore be the way of the future, as is echoed in the literature on self-
access centre design (Askildson, 2011; Edlin, 2016; Kronenberg, 2015).

Interestingly, the use of the term ‘therapeutic’ by one of the volunteers suggests that
centres may also need to become spaces that promote emotional well-being in the future.
Notably, it was observed that many student volunteers frequently accessed the centre to
socialise or relax, to study, and to help even when they were not scheduled to volunteer. This
suggests centres may need to care for the well-being of the whole learner rather than merely
the academic dimension. In terms of the LLC in this particular research study, several design
features may contribute to student volunteer emotional well-being. For example, an earlier
referenced study (Curci¢ et al., 2019) highlights the emotional impact of colour, suggesting
ideal colours for a centre would be shades of blue, green, and yellow. Our centre with its
light blue walls (low intensity), its pictures of green forests, and its large green plants align
with these considerations. With natural light flooding into the centre and views of many
trees, as evidenced by the comment “the windows are wide open... there is nice scenery”, it
comes as no surprise that student volunteers report a positive emotional experience in the
centre. As mentioned in the literature review, natural light (Heschong Mahone Group, 1999)
and views of nature (Benfield et al., 2015) benefit students greatly in their learning

environments.
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Notably, the centre at the focus of this study also has tea and coffee available for its
learners and student volunteers and offers food and refreshments at periodic special events.
This, too, could be part of the reason student volunteers feel so comfortable in the space and
refer to it as “home away from home”. One student volunteer notes the aroma in the centre:
“And another thing I love about the centre is that if offers beverages... and sometimes we
even have the popcorn machine. There is a nice smell, you know...”. This speaks to the
earlier research mentioned in the literature that found students yearned for the comforts of
home and a family-like environment where coffee and tea were readily available (Foster &
Gibbons, 2007, as cited in Painter et al., 2012).

Lastly, the emotional comfort student volunteers refer to in this study may also be
attributed, to some degree, to the sound in the centre. Teaching assistants and student
volunteers, when opening the centre, normally put on quiet background music to help create
a sense of comfort and relaxation. Research has shown that this can aid in the reduction of

stress as well (Chanda & Levitin, 2013; Gillen et al., 2008).

Conclusion

This study has highlighted several characteristics of a language learning centre that
student volunteers and a teaching assistant felt created a safe and comfortable learning
environment. The study revealed that the physical space of the centre, the social interaction
within the centre, and the emotional well-being the centre fosters contributed to the student
volunteers’ sense of comfort and safety. The study recommends that any future self-access
centre carefully consider the use of colour, lighting, décor, and furniture in the planning
stages. Plenty of windows, fresh air, and scenic views also need consideration. Soft music,
water fountains, and fresh tea and coffee can create a sense of well-being as well. At this
point, revisiting the role of the advisor as outlined earlier might be useful. We propose that
the following could be added to Mynard’s (2011) list:

Supporting the well-being of both students and volunteers and helping them find

areas and activities in the centre to improve their well-being and feeling of

connection.

While the main goal of self-access centres will continue to be developing learner
autonomy and student learning, the focus on both learner and student volunteer well-being
needs to come to the fore. If students feel safe, comfortable, relaxed, and ‘at home’ in the
centre, their ability to learn and take responsibility for their learning is certain to increase.

The same applies to volunteers and their needs. Volunteers, who are the heart of many

JASAL Journal Vol. 2, No. 1, June 2021 39



Characteristics of a Language Learning Centre

centres, have various personal volunteer motivations such as career enhancement and social
engagement, but like the students they support, also need to feel welcome and safe.

This study’s exploration of a self-access language learning centre’s design and the
role it plays in making student volunteers feel safe and comfortable was limited to the
analysis of quantitative data taken from an initial focus group study on student volunteer
motivations. The data consisted of student volunteers enrolled in similar programs of study
who were predominantly international students working in a language learning centre at one
university. Therefore, future studies involving participants from other institutions (with an
increased focus on diversity) would be beneficial to the literature. There is a general lack of
research in this area, and further investigation in the understanding of centre design will
benefit administrators, faculty, and staff in making centres places where both student

volunteers and students feel comfortable and safe.
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Appendix A

Focus Group Questions (Semi-Structured)

1. When did you first volunteer in the LLC?

2. What was your main reason for volunteering?

3. Were there any secondary reasons?

4. How has your work at the LLC helped your future or your growth?

5. What was your favourite activity in the LLC?

6. In what ways can the facilitator of the LLC help you with your growth?

7. What else can we do to improve the LLC? More resources? Physical space? More
hours?

8. Any other comments?
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BE

AROBEINL, T 2FEEPOSNMERLORFET —% L, SNMENRHE LTS
FEAR—RFL—bhOOMEELT, BODOESEE - HULT AT T 474 MED X
INZH T LFEBIIBW S BENDONEH LN T L2 EThD, AT
2019 4F 6 H ~[FAI4FE 8 AT TiThi, BHNOKRFICHTET 5, BIESEOEE
DEI D AARGETFEE 34 (HAARGE— %55 : CEFRA2, HAGE— A~<A ik : CEFR
Bl, HAGE—GFE : CEFRB2) NEKICSML, ¥ o7 A FEPORGET — X 28k
B LT, AT, o7 AFHKTRICBEOESE - BUbRRiE SiEFR— ML
— hE LTHIE LTz, O OFfER, ¥ F 2880 T, BENICKEDS X 0
WEFE  SUEBIT AT o T 4 7 4 (B L CHEMBIICH CBR/REIT O Z & TN
EL WK BEBREBH LN E 272, TNDLORERNS, ¥ T7 AFEIL, BIEE
TRT AT T 4 T 4 R EEBIIZITV, HFIT DR AR D 5 ERR 7 B
CTA/ 7T 7 40 L TRET D AREMEZ R L7, X T, SA—FL—
FAMEEY =/ LT T LFEIHENT 2 28T, MEiaiisd, AERRRER
PEOREFICF 5T 5 alREME & i L 7=,

The purpose of this paper is to clarify how the plurilingual and pluricultural identities of
participants emerge in tandem language learning through the analysis of conversation data
and language portraits described by the participants. The study was conducted from June to
August 2019, with the participation of three Japanese language learners with different
proficiency levels (Japanese-English: CEFR A2, Japanese-Spanish: CEFR B1, Japanese-
English: CEFR B2) at a university in Tokyo, and the conversational data were collected
during the tandem sessions. In addition, participants were asked to draw their language
portraits after the sessions. As a result, it was found that the participants chose topics of their
linguistic and cultural identities which they are emotionally connected to, and that the topics
were deepened by their active self-disclosure. These results suggest that tandem language
learning can function for participants as a place of collaborative autoethnography through
negotiating their identities and reflecting their selves. I also point out that the use of language
portraits as an interaction tool in tandem language learning could further deepen dialogue and
contribute to the development of reciprocal and equal relationships.

FeD—= PN HTEEE TATUT 4T 4, HEEE Bk, SEFR—ML—
N, EVaT N FTTF 4T
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TR, AAENOESZHERE T, HAREEESR e84 ML L
T, BV FaT I ThDHHEBTE SRR (self-access center; LA~ SAC) TOH X
VT LB ORI L o255 (e.g., BARIED, 2013; BIIED, 2020)
BT NERIIFEEEA— N I — L HEMEEFERIE L (Little & Brammerts,

1996) , ZHE TICEEEMNENOM EXLFE~OMES T L, FEHEA— L/
I —om EEEMT DRI R L TET,

—F, WEOTAT T 47T 4 WRIE, SEFHEAI =T 43I0 T A
TUT 4T 4 RBOBLEN G Z D LEMEE R L (Block, 2007; Lantolf &
Pavlenko, 2001; Norton, 2000), % > 7 AEFHIZBWNTS, BIMEDT AT T 47 4
WIS e T >D2H % (e.g., Yang & Yi,2017), BROBEST 7 /1
U DB EEH UL, W E AR, AT EREO I 2 =T ¢ OB
TFEFITIBIR T, TOZRMENOLGIZFEEZ L TIRAD Z LIF# L <2
STETWVD (185,2020), HETFEDOE _SHETFERIIBN TS, TOSEY
FOTERBIIIER M TN TH Y, ERFITTNOOE R EZE L TR RE
HTHFA LTINS ZERRDBILD,

AWFFETIE, ZDOX D RBEFEOLIRRFEERIERL, HLDOHEEE -
BSULT AT o T AT A NED LI BLEHNLNER LT 5720, 34D H
KEFEEOZ T LFEPOCTA v E T v a b EEA—ML— b, B

YaT e FT7 47 (Kalajaetal, 2013; R F 72, 2019) O EAT ST

SEATHISE
ARETH, ETHDIAHROLNRTH D5 v 7 AFEBIZONT, TOER
E BRI T D AT A BT 5, RIS, TFEOH _SEFEEICET LT
AT T AT AMRE X T DB ONTHBLL, FRREEZ RS,

Al Ne = R

ZUoT NFELL, B EFROREEFEE R LN EVWOEEEZTFOE O IHH)
ThVy, FEEA— 7 I —LBEEMEEZFAIE 3% (Little & Brammerts, 1996) , &
BEA—F/I—LiE, BOBHFOFEEZEHL, 2700, Zhbzun
O, EDXIT, EDOXIBRIEE NS T =NOHRRNPEFEVTC OO R
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ExEITH>ZETHY, FAEEMEE, N— b F—FEPEVOEEFEOEEE
ERT DTDITHAEIZITE S Z & TH D (Little & Brammerts, 1996) . ¥ 7 L%
BICBWTEBELS— /S —42ED DT, A= —Th b &) Eik
AT RTHY, FEHEA— N I— L HEERIRE RO LDOTHD (K,
2012) ,

INETOH T AFEEEXNRE LT ATHIR T, SEEEO RSN
(scaffolding; Wood et al., 1976) 25 Z 2%m & LT, EWAQULHAETIE, = —F
AA v F o TRREDAI a=lr— g V FKICET AR AII TN TE T
(e.g., Akiyama, 2017; F AIE2>, 2017; FHIEA, 2011, 2012; Kotter, 2003) , F 7=5H
R E LT, HESHEICEL D SEEMEIOM L (e.g., Cappellini, 2016; Edasawa &
Kabata, 2007; Gonzalez & Nagao, 2018) °EUALRIEE~DEHMR (e.g., O’Dowd, 2003;
Woodin, 2018) 2MEf SN TE 7o, FEEA— b/ I —ICBHT 2% TIL, FHE
DA ZBENME LT D Z & (eg., Sasaki & Takeuchi, 2011) , FZEH A N T T V—~D
KOENEOHND Z & (eg., Otto, 2003; Wakisaka, 2018, September) , “=E ~DEhH
STNELND Z & (e.g., Ushioda, 2000; ¥, 2014) 72 ERFEf SN TV 5,

LI EDOZFENENG, 40T NEBIILL OA, SimERE O LR
AL 2 By & L7om RS, BfRPE SR AZ B E L7 SAC TO—5%H Y
V—ADEE LTRSS TWS (e.g., HAIEN, 2013; Gonzalez & Nagao, 2018; &
(E7>, 2013; B3 E 2N, 2020)

EUTRERLE _EE— DT AT T 4T 4

90 FEACLARE, 5 SEEEAMZE Tl Y — v v /L ¥ —> (social turn; Block,
2003) LEb, B_SHFHELE S ortan ke LT

AT ARZWRAI 2 =T A MBI A DN TERE L

T&Elee TAT T 4T 41%, TADPBHEMROERMELZEDO L HITHMEL, £
DBURMERFFRCH AR TED L I ITHEE I, R ABRROTRENZ £ X
INCHFET DOV TE/L LTS Z &) (Norton, 2000, p.5; EHFR) THY,
Flraa=T 4 OxEEE & OMBEITAIC L > THIZELL, FEEINLIEHT
e b oL s (Block, 2007; Norton, 2000)

A, BMFEETAT VT
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ST LFEOYRT S, 1EROFEE - AR OBERIIH L, 74T T
AT 4 DBENLEEFE M UEMENROND, Bl ITMHAGEL L1 &3 558
FHDe X T LEEOLIRICBNT, 2T DEEOENT AT T 4T 4 ZBIR
LRWT % 1222703501 (safe space) | & L CTHERET 5 2 & (Y1, 2009, p.117) <2,
AT HNFREBLIELI OX A= MEPICL ST, #KEaI2=7 1 ~DF
WAL THZ & (Yang & Yi,2017) 72 ERHESNTWD, —F, BURD
ETPEEODBHEEOTAT T 4 T A BRITEMTH Y, BREFAEOE ST
BiZBWTh, 874, BR, RETFLZRE, BESHELOBRENGE 55
— =2 T 5 Z LITIER IR > TETWD (@55,2020) « TAT 7
4T 4 OWMEN D S ——%2# x5 L%, —ARFEOFEAMNTY (eg,
DEEN EELZYY) , FEHICAHTERIZIENZENEZ Y (Lantolf & Pavlenko,
2001) , BHEFEIRIZBNTIZZEOMEASL (history in person; Duff, 2019) XY —
¥V hU—2 (Douglas Fir Group, 2016) D@L b EFEIICE S —%
—DEBFEHREZEZE LTI 5720y (Mynard et al., 2020; Pefia Clavel, 2019;
van Lier, 2004) . Z£D7=, # 7 AFEEIZEBWNTY, 1ERNLOEIE, FEaE
B, SEOTF A= MER EOREMEA~OBE (FAIEN, 2017; Cappellini, 2016;
Wz, 2012,2014) 1IZHI2C, FEEDNAHFOFHESIULOBRBRIZONWTEED Z LI
EFEHL, E0L)RdiamE L TRBAEVDSHE « LA RZEM LAY, S— b
F =2y FEREEL T DODIZOWTHRET A Z ERNETH 5D,

—5

UulL B

il
p=1(1(8
H

EEAR—FL—bEEY2TN-FTFTT 4T
TATUTATAMBICENTEISER SN FIEL, 77407001 d
% (Barkhuizen, 2014; Hooper et al., 2019; Miyahara, 2015) , FCHLE Y 2T /v - F 7
T4 7NE, HRAA—TVEHFROFED E LT AL Z EICE-T, FiPoE
FCL DA SNIRBEAME L, BREWRRIHE (KD - AEH) ORFZEZ
B2 =RBBE GRE - BUE - RROHE) 16, TAT T 47 4 DZENESHE
JEMEDOHEE &, i - BUE - KREHE LG %2 ARl 5 (Kalaja et al., 2013;
RF7,2019) . SHEABFTOHTFICENTEH, RICHIESHETOAS VX Ea—0 L
WEBRSNAS Y LD EbTeh, AIBEDOLSHEHMAEEROFHEL L TSHER
— FL— MIFRZELSFEH S TVD (e.g., Busch; 2012, 2018; Kusters & De Meulder,
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2019) . FEFHEA— b L— ML, BKMNOESEE - b EFE (plurilingualism) 3 D
HBEBCREBROMMEATERELTCELEHOTHY, MADSEE - UL /R— 1Y
— %, RUUKAER) TE R 2R, EIEIE S5 T, R THEkER 72—
DULNR—FU =L LTIRZDEERY—LTHLHS (Council of Europe, 2018; 4 H,
2018) . AMFFETIE, EFBEAR— ML —h2EV2T V- FT77 407 LTEAL,
BT NEBRBMEOEEE - BT AT o T 4 T 4 ZAFENHN T2 L &
A D,

AP DORRRE
Pk, #oF A ECBE LT, ZRETELORITHIETEDS
7R FE N RBA SN s CER LA LT., — T, B ST EEOF
QT AT T 4T 4RO N O A D Z L OLEREERL, BARENOHE
FHEOR T NFEEOSIARICEBNT, #oREDOLIICAEDTAT T 4T
A ZRR, TAT T 4T 4 ZWIHEET 200 atd 5 LB Z 5 L7z,
ULEXORIFRTIE, ) F2T 29008 T AR T 2BFEDOS
i BT AT T 4 T 4 EXIFEOMEURIE A X D728, TR 2 ROMFIEHRE
(research question; RQ) % &9 5.
RQl: # 7 LB IIHINT 5 AAREFEEEL, BOOESEH - EXkT7 A4 77
4T 4 EDX IR TND D,
RQ2 : HARBFEHEOESE - LT AT o T4 T 41%, #o T LFHIZHBNT
ED XIS HHIN D D,

IR
BT VA
AEBEIAHE N 2 —7 ¢ %= 5 —& LORE ISR b T o7z, [
(< D FIE T

X 1
2D FE it FME
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4 2 [l 6 ~5 [l B 3 )
FIEl (9 138 FE R ) BikE%
( \f \ 4 \[ \f ~ N\ 4 . \V
7ol B sl e || K F
1| Ea Y S ot = ds
2 5T N F5E || U |
N2 ﬁn/k-%\ A g 7
x| E#E * = A A )
j\iiégélg ’T"E;J @ V% g’g I]/
S| jm?( = HH !
8 I 9 £ v ) ”
53 < S 3 -+ i =l
>l N 3 x
\ JAN J L JAN J\__ \_ y

WIDIZ, FREFHOFTET 2 KRFEFNOFAIZEIT T Google 7 +— L &8 U CHESE
TV, SINFILEESE, TOEMELENT 28K L IXE G Y, R~EE,
VT LAFERBROAE, FEANETRA LR, X7 ) ITREE DT, BIE
FRENZ S T DFEOTA X A 2ot 1RIBOZ 7 5578 (K50
53) \ZBM LTz, Z 07 AP, FEEBROBZOLDIC Ny 77— (f
Fk AZIR) ZFdA Lz, 2B HLREIE, AEICY o7 DFEEITD, EOH%BT T
BT WEBE R R D REELA X Ea— (K304) 21TV, KKEIRICEE
AR— kL —F (cf,Busch,2018,p.9) #ic A LT,

WEWAE, T—FIE, HPrFHE

FA IE X, 20194 6 A BRI 8 AIZ/ T TR LM Z & (G 4~5 =)
(28 T DFEICSIM U THNORFTE D AARGEFEE 34 &, AARGENGEGS
34 THD (F1) . BB, TNETIZY VT LFEEORBRIZR .,

#1
B IH )& DR
o _ HiZS5E - BT BD
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C SR A ARG — Bl ANA L

72 - - R4 HEfHE] 43 53
D ERSEEAE S AA U5E —BI HAGE
E SR HAGE — B2 Al

73 7t 4 FEf 34 4
F IEHLR P A JoiE — B2 A AFE

DI T T 4 T a2BI, 207 AR5 OkE T — 4 OBERE S
FEAR—bFL— MIx L, RQL : 78 « SULARRERIC %iéﬁb,mp:&y?Ai
BRI MHEEEEICE R LT, FHIZEIChT I —fbxiTo7z, Ak, SEHR
— L= ML, ZOMRICET 258 OFEEEl, 2 Ea—0REy FTIThbh b
(Busch, 2018; i HH, 2018) 23, AKFHETIIZ v T AFEPORFET— 2% EL LT
R L, 22T ANFEPOAE, FEHEDA A a—T =X LIRVIEY — MI
ST —H L LTESIT T,

R
KETIL, UFA, C EZNZHOHH LIS, ROICENZNDOBINED
BEEZ R L, %5 T RQI & RQ2 D RICHOW TR T 5,

A DEH

AL, TAVIHEOAAREFZEHE THY, HNEEITIRETH DL, HERIE,
BT 077 AOZWRE AL UTER L TV, AIIEERATREZ NS 10 44
I ERAARFBOFEEN DD, o7 LRI FEBREO L OICHKRE FF -
7o) Tz,
ROl : HEFE - HEXNET A 7> 7o 7o

ADSFHEAR— ML= 2K 27T, AZBKT25iEE LT, #al, (%
UTeE, BHAGE, RNAYVEE, AUEBUBEBEBI#HINATWD

X 2
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5T hEEE

AIZEESHECHLAAREZ EY— L E LTOHARGE] L LT,
AAGEFE O X >0, ABBERICEATHIZRRIZ THRA] MEATHESD
ETHY, WOENAAREEZFETZ LI iih) 2R %, BRTEEEHDI, T0
%7 AV DORFET THAMIE] 2HHLTWD,

B: HA, BHRBES LT, EERRFS-ATT

A FAOHETIX, HARAND 2L 3Nz, FATNDOH 5 HR0FE L

5, ERITAKRGE Y T ANH - T, 4FEML SVWEAEZMEL T, KEIC

Ao TELEAAREEMM L Tz, EHOROFEMLT VT M52 - T,
[1EIR D% T 2535]

AFFEHETRIFEL, 7AUVIERNO [THREE) THEFEE2TDLZEMREL
TWe, AIFERMZETHY, AXRGEEFNEFOIIICEISEMNTLZ L, £HHRK
e LA DRBR LW LR TV 5,

¥, AD [FFEENL—YS5E] IXFENRBO SN A2 b, A
T L I TREAT] <L, KBROFEESSFEIZ OV TIL K ZH SRV,
RBON— R 77V 0] 1ZHbHI b, AT VGETAICE > THEMIZIE
HICH PO EDORNEHEERSFETH L LA, OEEZICHIVTWD, £72 ADFR:
BORNGEL (A2 VT3 THY, ABED [FURAME THLHZ L ZHENAT,
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FMEFESORY RO LT HHRBIANOASONL—VE L TOA XY TiEEY
EOLHREEIZHI N TV D,
RQ2 : T X YT DEREE

A & BOXEETIE, RANTEBRORH b Eno72h, WEICBEWDBHTFD
HEEICH L THEMT 22 R Lo Tno T,

Probably need more questions and/or follow up questions. There was some silence
because we didn’t know what to say next. [BZ 5 < b o EHMT 5 Z &34
2, R BT Z GG EIE WA 672 T, LEEEURRH -
7o ]

[1EHOIRY IEY > — 1]

XRENOIL, TA VB ERERD [xttb) 2@ LT [7 AV OS] ICET 55
D (T AVAEHBROEERE, BXE, B, FEeL) R—HLTHEHNLDL LD
2otz (8RB ZIR) . R AILEST [T AV IDOZEME FAD iRV
—V S OFFE - UENEBRTHY, N & TREE) TRBL TSy T
R T2 EFBEOHRE & OBEMELFIR L2 D, HEAREZITI 2L TRV
DDBRE > TSR R LT,

C DEH

Clt, A UIHFORAGEFEETHY, BUEIEA ¥V ADOKFOFEHT
EREBIRIZOVWTHEA TV D, RAEYSEE, CiX 1FEMOEMEET 07T AR
AL LTHAREEZ AT, X T A E~%, THARGED LW 7 %
(K DEGFE] OFTERZNEWS B TSI L T\ e, £ BAEICONT,
WIE D & 7 KBRS THARGBEOMBOT T, —FOH LW LITREE ThD
LR RTN S,
ROI : HE#F - XA T4 7T 7o

CORALELEEAR— ML — M43 7, HIEESETH S HARGEOA
(2, AXA GE, JEEE, AUV =—T VR, XU VYEE, 7T UEEEEIAALTY
%o CORFFRITANA VREEN, A XV ZAOKRZIFRLTND Z L, FRNEE
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SEOEREROZLE, BINTOEBEBHETOE RN, HGE, AU =—T ik,
YEECT T LR O E R A Fo,

& 4
C@mpn/jﬂo‘—'/\y‘—'/\

CIZL>THARILIETHY, [FHELFKEOOTLHHARE THLH, [
BOPRAATHE-T2) 2&, Bold THARTAEEN] T TRERIIEAGE] 2ozt
EORBRL, AAGEE AASUYERLEED T5BEOEE ) o7l THI2<KRY)) T
b ERBL, HARELE AAULZ, FEEZH OO HHERFHE LTRATY
Do

C: brxol&, ROANEDOAEFRZE, A=V —Fbrot#HLWTL,
FEEFITERICAFNE L, BRIAEBRIAUE, 5019 L
VY, BREUITASNAL UNBRT, 228, (HAROSHA) 12, AfhL
oo TH, BREAUE, XXX TANENDL, TEhbD, XRXAZID, 7
b, BIRTHDLD, A7 4 AT, T T, ZO@HPT, 2 A
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SAARENR, EEONETITE, 58, 5EISHVO L X EH4) 5l
SHLT, ZOLEMNH L, AL UEEEZ LD 77,

[1EHD% T L5EH

ClIHh bWz RATIEIL, ANA UAFEEE DS UIED <A ARGEZRI
LU, ARGBFAEA~ORBRZECTHEE PR L2 L, TDf
L7eZ b z2BEL TCRENPOFEEBEA LI L &2iEo T,

TWb, REETH DA VEEL, [ EEFITIIETORYARIENINE > TV
5] LHEBEWERL, XV IUXFELETT VR [ AL VEBIZE > TRUIZRERE

===

F72, CIIREELMOKMNEFEDOSFEROEKEN VL, SFEOAEMEZME L

EFEY, ANA VEEE POIERHA L LTS, THEEOR T =—7 U EEE, TR
BONL—YFEE] THY, CAEFITEE Mmookt T, @raB#haLs L L
FIIRIC K > THEFERIDEM L T Z L OBEEMENS, A2 2R b6

HE DK —D—f L LT, 2T 2 5B eBEi+ 5 TERIE L TV
50

RQ2 : KL BEEFZE

CLl DT, BEVWOHEKIEL BTN HEWe [E3E%E) 2 4
BEH OFEICAKRERD, BEWOEERROSHEBICOVTEHLISNRD

Eoichotz, CEPENG, [FiEe BAE OBERIECOVTHEY, Z0kb
Kby (i1, A7 47, B L) ob T 1B < EESHE

=N “—Ol/\

T, FEEORRHOWI L] L OMEMEZR LRNGHA L, RERICITE

FER— ML — MIBELERL, SEEA—FML—FZ20ObLDOE My 7 L LTEIRL
727 FTEEITIE, BUD DAL VEEFER COAABEFEICET S FE Yy
7 ~ERY, 2 NEIBEVOSEFEBICOVWTHD T LA -T2, A VEED
HZ—TDMRCICAFRBEFEOERLHELZSNATEY, AESHEOY — ST

b, BETEICOVWTHET OEESDEL TWDLZ Ennd (R CE]K) . D

TR EZE LT, BHOHARFEFZEOE R, 5RO AARFE 28 TRV
D, RECTHABEZHBALTHOEFET (ZO3FEM) , kxR aEx, H
PH & Feig L TR BIAATEREBRC, FERIICH U HAMTS Z &I250n T, BLwnY

— ¥ VY AR— bR TERNWD E DO REE I P aiES T,

JASAL Journal Vol. 2, No. 1, June 2021 57



42T BRI B DHE - UL A T T 4 T A

E D4
ElX, A ¥V AHFOAARGEFEETHD, 1 ¥V AORFTEAEIGHE,
BLDHHEFELFL O TARGELZFRET ] 720, VEMOBEYEY 707
T LATRAAKFEEZFAT W, 27 K EIT THARNEGE TS 25T T2
W) 22 LRI,
ROI : BE#F - XA T A 7717
EDRALLLEREAR— ML — 2K SITRT, EIX, #eE, HAGE AXA 2
i, 7T VARRDASIHEEN TN D,

X 5
E DS —FL—F

Eld AR ARN] THY, HAFEFEEOE o0FIE [ £ 6 O A AGE
FRIZE>TWe] Z&Thd, THHIZAERAN] EWOREEL X 7 LAHITHE
oL, TAARAELLTORL 2EOHFIZIIFIEL TV D, EIXHAEEZ KOS
CNCHEHBIRICHE &, ETHEOIMAITH 258 L & AFHO LI HAGEZ B
RIHEE, BARFEZFOBEPRNEDIELHEL TS,
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FERHR VRN L <K LET, Itoften feels like it’s out of reach [ & & X & F2 A
NRVEDRTEH]->TWH Z LT,

[ & 1%, SNS T4 ¢

NGO ENnD, BIZIE THARANE LTOR) & THRAZRDIZEN/2VE A

EWV) HOFRRFEROEBENREL TWAZ ENgnd, £72BIiE, fRIICHARTH
FIZRE W EWOIHERDH Y, BESHEOHEICHENIISNT2E L L TOT
AT T 4T 4 BEBRZ D, ENLUSNDIEE A EDEFIIREETH 5955 S

b, FEEBROH DT T ARGE, AL VRENHOESN E L THIE SN TWS

RQ2 : H2MEEE A 7 2 F—

E & Fl, ®&FZE L TEoiigil HSiEes 74e X —) 2B 5
mLaWaER (NOMWRER, SHEHEDT A 7 AX AL, BELBUAR, T
RO, FF==2—RRE) , EIXRWAERLED LT, H¥AEEr 2 —ToR
¥R a—ATHIC LA RER 22 TRV, FLoXEizm L T, WHEIZ
ZNHDORMA FITRITNT D X518 o7 ((HEkDZM) . ZHUTKLFIX, H
FOHMRE R 'R0, ZNETORBREFOED DFERNE, T LOEMITH L
TxREEENRD LI oT-, ELFIXIN6OT A EZELT, AW THAR
FBTHIEFETHBR LI LN R0l 7—~IZSRE LT, Ei3EF
DA HEEa2—T, o7 LFEOGZAFESFHLD IRWVEEN TE 2581, AR
(COWTEINDGAT, EEWRIITTND

[ HARD, Ebttaln, WiER, 7Tl b, RADEEH, ITOWT

B ONT VRS -2, BeADy, BARALITE, 28R, BIRARL 72

WD, BODEIZOWTESI LD, oZ omBAWnE-S, -]
[4EIHDA v Z b 2—]

(bo Loy, BROVGBENTE D, Y, RADFMIE ST, ZRANAAAN

o), HEMRKIEITEDITE, TARBRAN, BURE)H, Tha
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JASAL Journal Vol. 2, No. 1, June 2021 59



427 NEBEBACBT DEEE - ULT A T YT AT 4

Z5

LEDFERG, lm e LT, 34& b1 THHOL—Y ] LEZXTND
SR L, 6136 ME AR R BRER ) D IEERICROVE DD E 2 & C
WOERBTHDLZ LN nhole, SEEIRONEDSITIXIEERIMIE & OB
FRUNZ & REATIFZE TH R ST % (Coffey, 2015) 725, AWFZEIZEHBWT G A
R, ZOHRDLREBOERDTIIE O 0OEAESSIHENEN LV S, WEDE
BRI OELNTEERDSTERKM L TWD Z LN sT, — T,
e the, SEEL SRR, S B OBEMRMEORIUIM S ORIFOKGE, #5, h
BB AEAE SN EM R LD THY, EVaT Vv FI7T74TEHNW-ZET, &
FE LIS L DB E RN OT AT T 47 4 DX ME L BN XY
FERVIZRoToEWR D, B FaTLHDOE T LFEETE, BIESHEOEA
ERFEHANP =BT 2L a—FT 4 32— F3IND I ENZND, KRN RT@E
O, BULLEFEEN TH, THEHROBKRDITRXOFEORRITRRY, ML
FHFRTHEUE T4 ThoTh, hkax prekdlzm L CAEREICE > TH
AFFAL—P—L LTOTAT T 4 T AR T Z LR TRIND, EEE
ITRPEMEICEE L e B b, RRIIE G OT A7 7 4 7 4 RO H BN I H
FEHTRIUKFRR LD THLZ L ZHRE L, REELHEO LY —VREST R A
P—L LTHDL IR EDOIRITIEESBIET DUEND D,

FIEARMETIE, X o T L2FHITBWTEINEDSE - SULIORRER ) GE 8%
PUTEEZ KT L, R H BRI L > TEREEDPEIEL TWD 2 &R S
oo BrdAR—RFL—RMIBE LY, ZOMBIZONTOFED OWBETHEMES L
HT EMDL, ENBERNAAL AT T 7 0 & LTEFHEHEEOFEEHL TIHEH I TWY
% (e.g., Wi, 2013,2018) , AFHETIZIZOMHMBHTIRL TRY, ¥ T LFET
DEFEEDSDNFEHEDT AT T 4T 4 DRARENEOWBETH T2, #T
LFENIZINE R EDRRFEOF CTHE DO FGE - biRBaLF L, N—FF—¢&
DR BERER LB L CT AT VT 47 4 ZHEET D, xEEMkaC=2 /7
7 7 4 (collaborative autoethnography) # FEE3 545 L THREL TW 2 AlRetE a5
4 2,

~

if{

JASAL Journal Vol. 2, No. 1, June 2021 60



ZUT NFERRBRICBTEERE - BT AT T 4T 4

£/, AEESER— ML —FE2EY 2T FTIT 407 L LTSN,
AKRED 2T - T 7T 4 TOERRKE, XEEE R LORRMEE “HIINLN D, =
KINLD TIRFENER ] ~ERBAE %, WERNRFHREEL L snd (RFET,
2013,2019) . # v 7 AFE TOFEHANRIIERNFEEHHFORFUEZEROND
OO, MizsE]3 50 (eg, "y 77— 1) 2 TIERLS TEDX Tt
RO ITEREYTEY— e LT, Si@lA— L — NEERBPSINEFR LOXt
REARD D —Bh & 72 HATREME A fE R T D,

ELOLERDOBRE

Lk, ZUTFAEBOETA U277y ayESiER—hL— hOSHrn
O, ZMNEDTAT T AT 4 DERRMEEL, TOTAT T AT 4AWBF T LFH
DOFEMIERIN L REICEZ 52 TWDH 2 2W oL, # 7 AR Z AN
X2 H TR ) 7T 7 4 QRO KA TH D ArRerE & 16 L7z,

AMROBERIL, 3HLEVIRLNEEFHTEHL b OO, ALK VT A
FEEa—T 4 F— TDHIET, T LFERORTET — X & oixtg e LT
Wol-Z b, FLEHER—FL—h2ETaT N -FTF557 47 LTHITAZE
T, 2B VNI ANDEFE - LT A T2 T 4 7 4 OSERME S GHEZ R LT
RIZH D,

AWEDORFE L LT, RERITHEMHEP O 1L Anb 22 AMET AT
YT AT A DENERDIIIIEFIE N DO Th o722 bk, FloF5iHmA—ML—h
ARIEEY — /L L L THERERICRHMICHZIATLZ LT, 27 253 2@ LEHCW
BLOHOEROWEL XV I 2R b o 2 e Rb T b b, FIAR
PFETIE, FICHARBEFEEDOEV ETAT T 4T AIZEBLTNDR, /= |
FT=DT AT T AT 4 EDXIRBHBDPIEZ 20T HONTIE, SHEROBE LS
L ChI &R & mr 4Ty,

& (Notes)
'Wakisaka (2018) TiX, & 7 A¥EOMBICOWT, EETITI HDZ e
2 7 L% (eTandem), =R TldZe < [EH#ES - THETIT 9 b O Xty 7
L (face-to-face tandem) & 3FHL T\ 5, ARMERKIISmAY T 258 TH
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Do

HRWAN— =XV, ZOEBECHEICOVT IS HM>TNS L
(Cappellini, 2016) ,

SEEEE - ok (plurilingualism) 1%, FRELO L/3— h U —23ME A
DOHFTHAKSE (co-existence) L, FTEEZNNAEHTHD EWVIHIHEEND, Sik -
AED L= R —PEETHDH 2 L AR TE5EiEER (multilingualism) & 13 X5
X% (Council of Europe, 2018)

* BRI — ML, BARGERE/IEER Can-do HCFHMY A b 5T OFF
filisr— b (EEERGEE, 2012) 2 L7,

SR (2012) 2B I/ERR L, FR2 1. MRIC [#Hx5) oTiER, HF
NG %5 BEERUNCT L2 L, 2. HHSEHEETELRETERTOIHITLZ
&, 30 B EIRVIRY 2179 Z & AR LTS,

6C & D OEFITIE, BMEDRr Y 2a—LOHE L, SiER—FL— &k
A TR < 4RIEMATRIZIEL, SEAOKREREIOE ZITHRF-> TS DX IKE L,
FHE LD D O KRFTOHRLIIMFETH -7,

SE VIR A&E 2 IZREA LT SNS THAR ICk - 72,
TR G, BPAEE L —THARD = 2 — X CHHII T o €2 o

\l

TWie,
OEHAE LD F OKFEFE CTOHLITIEF TH o 72,
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L EFET,

e Z PN

Akiyama, Y. (2017). Learner beliefs and corrective feedback in telecollaboration: A
longitudinal investigation. System, 64, 58-73.
https://doi.org/10.1016/j.system.2016.12.007

FARET « S - #h3E - Bk - Eifom - TE3£. (2017). Dy o7 L8 ICE

TAHFED): HAGESEE L HARGEGRE DO L VICBIT5 LRE Z2F0300

JASAL Journal Vol. 2, No. 1, June 2021 62



ZUT NFERRBRICBTEERE - BT AT T 4T 4

() TR BARENTSE] 29, 19-41.

BHARES « ST - BB, (2013). [2012FE X 7 L3 E Ty =7 s
Fl RIRKRZFERZFBESCAIIZER  SCEEBRAS i v & —

Barkhuizen, G. (2014). Narrative research in language teaching and learning. Language
Teaching, 47(4), 450—466. https://doi.org/10.1017/S0261444814000172

Block, D. (2003). The social turn in second language acquisition. Edinburgh University
Press.

Block, D. (2007). Second language identities. Continuum.

Busch, B. (2012). The linguistic repertoire revisited. Applied Linguistics, 33(5), 503-523.
https://doi.org/10.1093/applin/ams056

Busch, B. (2018). The language portrait in multilingualism research: Theoretical and
methodological considerations. Working Papers in Urban Language & Literacies,
Paper 236, 2—13.

Cappellini, M. (2016). Roles and scaffolding in teletandem interactions: A study of the
relations between the sociocultural and the language learning dimensions in French
Chinese teletandem. Innovation in Language Learning and Teaching, 10(1), 6-20.
https://doi.org/10.1080/17501229.2016.1134859

Coffey, S. (2015). Reframing teachers' language knowledge through metaphor analysis of
language portraits. The Modern Language Journal, 99(3), 500-514.
https://doi.org/10.1111/modl.12235

Council of Europe. (2018). Common European framework of reference for languages:
Learning, teaching, assessment: Companion volume with new descriptors. Council of
Europe Publishing.
https://rm.coe.int/cefr-companion-volume-with-new-descriptors-2018/1680787989

Douglas Fir Group. (2016). A transdisciplinary framework for SLA in a multilingual world.
The Modern Language Journal, 100(Supplement 1), 19—47.
https://doi.org/10.1111/modl.12301

Duff, P. A. (2019). Social dimensions and processes in second language acquisition:
Multilingual socialization in transnational contexts. The Modern Language Journal,
103, 6-22. https://doi.org/10.1111/modl.12534

Edasawa, Y., & Kabata, K. (2007). An ethnographic study of a key pal project: Language
learning a foreign language through bilingual communication. Computer Assisted

Language Learning, 20(3), 189-207. https://doi.org/10.1080/09588220701489473

JASAL Journal Vol. 2, No. 1, June 2021 63



ST NEEERICBIESE - BT AT T 4T+

ST . (2020). SN O AAGEFEHEDO X v U T RA—RTTRO7ZDIc—]) [H
AFEHHED 175, 65-79.

Gonzélez, S., & Nagao, K. (2018). Collaborative learning through Japanese-Spanish
teletandem. Studies in Self-Access Learning Journal, 9(2), 196-216.
https://sisaljournal.org/archives/jun18/gonzalez_nagao/

MBS« R4 « Trummer-Fukuda, S. (2013). [ A% A 7 %FIH L7z A AGE

VEREN S T MRFEOFEE ] TEERSUEITTE « A5 KPR E S
MR EL] 41, 44-54. http://www.lib.kobe-u.ac.jp/handle kernel/81005425

BEHBRF . (2013). [RFPAEDSFEAR— b L— b [REFEEVI W] 30, 213-232.

i HRRF] 1. (2018). TRBEhOREER &9 & AR | Les Lettres Frangaises, 38, 49-60.

Frppy - BREK - B EL (2011). T HAGE-##[E 7 Tandem 523 DK & R
[ BEAFERCEMIED 21, 81-96.

ﬁﬁ@ﬁ@-%@ﬂ-%%ﬁxmuyHm@m§¥mﬁﬁémﬁﬁﬁﬂmﬁﬁwi
PR WS EOBRMETEZ Tic—] THAREREWIE] 24, 139-158.

Hooper, D., Mynard, J., Sampson, R., & Taw, P. (2019). Shifting identities in a social learning
space. Learner Development Journal, 1(3), 26—43.
https://ldjournalsite.files.wordpress.com/2020/02/1dj-1-3-hooper-mynard-taw.pdf

Kalaja, P., Dufva, H, & Alanen, R. (2013). Experimenting with visual narratives. In G.
Barkhuizen (Ed.), Narrative research in applied linguistics (pp. 105-131). Cambridge
University Press.

Kotter, M. (2003). Negotiation of meaning and codeswitching in online tandems. Language
Learning & Technology, 7(2), 145-172.

Kusters, A., & De Meulder, M. (2019). Language portraits: Investigating embodied
multilingual and multimodal repertoires. Forum Qualitative Sozialforshung, 20(3),
art. no. 10. https://doi.org/10.17169/fqs-20.3.3239

[EFRAS i A4, (2012). [ H AGERE /) 7R Can do B ORIl E L AR — b (G )] .

Lantolf, J. P., & Pavlenko, A. (2001). Second language activity theory: Understanding second
language learners as people. In M. Breen (Ed.), Learner contributions to language
learning: New directions in research (pp. 141-158). Longman.

Little, D., & Brammerts, H. (Eds.). (1996). A guide to language learning in tandem via the
internet. CLCS Occasional Paper, 46, 1-87.

Miyahara, M., (2015). Emerging self-identities and emotion in foreign language learning: A

JASAL Journal Vol. 2, No. 1, June 2021 64



ZUT NFERRBRICBTEERE - BT AT T 4T 4

narrative oriented approach. Multilingual Matters.
https://doi.org/10.21832/9781783093823

Mynard, J., Burke, M., Hooper, D., Kushida, B., Lyon, P., Sampson, R., & Taw, P. (2020).
Dynamics of a social language learning community: Beliefs, membership and
identity. Multilingual Matters. https://doi.org/10.21832/MYNARDS908

Norton. B., (2000). Identity and language learning. Longman.

O’Dowd, R. (2003). Understanding the “other side”: Intercultural learning in a Spanish
English e mail exchange. Language Learning & Technology, 7(2), 118—144.

Otto, E. (2003). Language learning strategies in Tandem: How to learn efficiently. In T.
Lewis & L. Walker (Eds.), Autonomous language learning in tandem (pp. 13-25).
Academy Electronic Publications.

Pena Clavel, M. (2019, November 30-December 1). A theoretical proposal for conceiving
Mexican SALCs into learning ecosystems [Paper Presentation]. Japan Association for
Self-Access Learning 2019, Osaka, Japan.

Sasaki, A., & Takeuchi, O. (2011). EFL students’ metalinguistic awareness in email tandem.
In M. Levy, F. Blin, C. B. Siskin, & O. Takeuchi (Eds.), WorldCALL: International
perspectives on computer assisted language learning (pp. 55-69). Routledge.

Ushioda, E. (2000). Tandem language learning via email: From motivation to autonomy.
ReCALL, 12(2), 121-128. https://doi.org/10.1017/S0958344000000124

van Lier, L. (2004). The ecology and semiotics of language learning: A sociocultural
perspective. Springer. https://doi.org/10.1007/1-4020-7912-5

R E 1. (2012). T5xE Y T A H O EEENFEEEL— N ) I —%Emb LT
Rt A AAGREEE LEERFEE D — A AZ T ) [HROR AAGERSE]
24, 75-102. http://hdl.handle.net/11094/6601

R 1. (2014). TE X T AMCBI 2EE ST DA D =X L AAREFEE L R
A YEEFEED S — A « AZT 4 ] RIRRFRFBCATERE, s

Wakisaka, M. (2018). Face-to-face tandem and etandem: Differences that influence the
maintenance of tandem learning activities. REVISTA DO GEL, 15, 42-57.

Wakisaka, M. (2018, September 5-8). Qualitative study of language learning strategies in
tandem learning [Paper Presentation]. Independent Learning Association Conference
2018, Konan Woman’s University, Kobe, Japan.
https://doi.org/10.21165/gel.v1513.2408

PSRBT« B - ALNE A+ U T A%, 2V by - JFHES « 5252,

JASAL Journal Vol. 2, No. 1, June 2021 65



ZUT NFERRBRICBTEERE - BT AT T 4T 4

(2020). THARDORKZIZHT DX T LFEHOFEF] JASAL Journal, 1(1), 104
128. https://jasalorg.com/journal-june20-wakisaka/

Wood, D. J., Bruner, J. S., & Ross, G. (1976). The role of tutoring in problem solving.
Journal of Child Psychiatry and Psychology, 17(2), 89—100.
https://doi.org/10.1111/j.1469-7610.1976.tb00381.x

Woodin, J. (2018). Interculturality, interaction and language learning: Insights from tandem

partnership. Routledge. https://doi.org/10.4324/9781315640525

RELLD Z.2013). E#ELTTT 4 UV— NESER] THHEEOYREZMEL
[FEi#&2r] 18(1), 34-39.

RFELLDZ.Q019). (EV2T )V FTF7T7 47 o xYY - BAFH - flgE
L [BAWHTEE~ v © 7 Kz oondy, IEMT272912] (pp. 136-
142). i+t

Yang, S. J., & Y1, Y. (2017). Negotiating multiple identities through eTandem learning
experiences. CALICO Journal, 34(1), 97—-114. https://doi.org/10.1558/cj.29586

Y1, Y. (2009). Adolescent literacy and identity construction among 1.5 generation students:

From a transnational perspective. Journal of Asian Pacific Communication, 19(1),

100-129. https://doi.org/10.1075/japc.19.1.06yi

JASAL Journal Vol. 2, No. 1, June 2021 66



ZUT NFERRBRICBTEERE - BT AT T 4T 4

fHé& A
Ay 73— hMNZEE# L by 7 —&

® 1[nlH  Gettoknow each other (H CfAJT + 10 & 5 72 DEE)
® 2[FH  Summer vacation plans (KD FEIZOUVT)
& Learning language (754 %52 £122W1T)
® 3[alH  Culture / Cultural differences (3C{b, SALZEIZDUNT)
® 4[alH  Participants decide (ZMNFEBRD )
® 5[alH  Participants decide (ZMNFEBRD )
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f+é% C
ClDD HAFEFE BT »RFEO—F

D: {Quieres tomar el... “NIHONGOKENTEISHIKEN ”? [ H K744 E#A Gk 252177200 2]
C: Uff-..Eh...Esta es una pregunta muy dificil. El “NIHONGONORYOKUSHIKEN " me
gustaria hacerlo en algun momento, pero no creo que ahora mismo sea el momento
apropiado. // A pesar de que he estado aqui viviendo un ano, todavia creo que me quedan
muchas cosas por mejorar y mucho que aprender. // Entonces, quiero tomdrmelo un poco
con calma porque estos ultimos tres anios he estado para arriba y para abajo haciendo cosas.
Entonces, me gustaria pausarlo y... Porque ademas es un examen importante. Me lo quiero
tomar muy en serio. [ 9 —A... & CTHHEL VEZR, HAGZE &S, )T HT=
IT7E00NTE, SIZFEFDIF i - 5, JMEA Tl ERE-EFE, FX&E
EERHET NEROFESNE LRSS SAD S, //ZDIFRE, 150502
L@ L THFEUHL TOLEDT, b oL Lo VIRVFMAELY, E026, —E
bikE o T... KLJR#FBEE L, HENZHR Y #AE, ]
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COVID-19’s initial rapid spread in early 2020 severely impacted a broad range of
institutions around the world, including universities and colleges. A global survey on higher
education conducted in March and April of 2020 by the International Association of
Universities reported that among 454 institutions, 89% had to close or partially close
campuses, and 67% had transitioned from in-person to online instruction at that time
(Marinoni et al., 2020). An estimated 220 million university students across 170 countries
were negatively affected (Bassett, 2020). Freshmen were particularly vulnerable to
disruptions caused by the pandemic, including distressing levels of social isolation
(International Institute for Higher Education in Latin America and the Caribbean, 2020).

Aiming to both mitigate COVID-19’s isolating effects and continue to provide a
student-centered space for English practice, the instructors and student staff at Language
LOFT, Konan University’s self-access learning center (SALC), quickly planned and then
transitioned to an online format. The process described herein, from initial implementation to
subsequent improvements, enabled a popular forum for English language learning
opportunities and meaningful social interactions, especially among freshmen students, to be

sustained.

Language LOFT

LOFT, in its non-virtual form, is housed within Konan’s Global Zone facility and
comprises roughly a quarter of the total floor space. The Global Zone also contains a study
area for international students, a multi-purpose lounge, and an outdoor terrace to facilitate
intermingling between Konan students and their international counterparts. From the outset,
LOFT was never envisioned as a stand-alone facility in either a physical or functional sense.
Instead, it has always been viewed as an integral part of the Global Zone and is invested in
the facility’s overall purpose: to increase intercultural interactions on campus.

This social context lends itself to prioritizing activities that promote communication
and collaboration over more solitary and self-directed SALC learning experiences. Therefore,
when the pandemic forced LOFT to relocate online, successfully retaining aspects of the
SALC that maximize interaction was deemed essential. Visits and Events, explained in detail
below, were moved online. Tasks (our term for self-directed activities that students complete
alone) were temporarily cancelled. Such solo activities are typically a core feature of any
SALC as they epitomize student choice and autonomy. However, this category was sacrificed

in favor of the more communicative Visits and Events.
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Before COVID-19, LOFT averaged roughly 10,000 instances of student usage
annually. While total university enrollment hovers around 9,000, the vast majority of LOFT
users are freshmen. Stamp cards tie LOFT usage to one of the required freshmen English
courses, and a completed card comprises 10% of that course’s grade. While not compulsory
since a passing grade is still possible without it, this system incentivizes use of the SALC.
The goal is to familiarize freshmen enough with LOFT that a significant number will
continue using it even after the grade-based incentive no longer applies.

Beyond the need to adjust activities to online formats and devise a virtual replacement
for the LOFT stamp card, student staffing was also a major hurdle. On campus, LOFT is
staffed by both international students (LOFT Tutors, or LTs) and Konan students (LOFT
Assistants, or LAs). Unfortunately, we could no longer employ LTs once the pandemic forced
international students to return to their home countries, so greater use had to be made of LAs

than ever before.

Bringing Language LOFT Online

In transitioning to an online format, the primary focus was to create a learner-friendly
virtual environment that would support language learning objectives and enhance social
interaction. Maintaining essential aspects of learner autonomy (Holec, 1981) and preserving
connections between students were guiding principles. Pathways to activities (Visits and
Events) were modified accordingly. Available resources were identified and utilized in the
most efficient and practical ways possible, enabling teachers and student staff to facilitate 14
activities each week.

The content and structure of activities were revised to work on Zoom, the popular
video communications technology. Various Zoom features, particularly the breakout rooms
and chat tools, were incorporated to enhance spontaneous, interactive learning experiences
for students. Other revisions included activity length and adjustments to teacher and LA
roles. Once the modified activities were underway, procedures designed to ensure easy
student access to them and reliable recording of student attendance were also utilized. (The
next section discusses these activities and their implementation in detail.)

Another vital part of developing the online program was providing adequate training
to the team of LAs. As in-person orientation was no longer possible, there were limitations to
training LAs remotely in such a short time. As such, a significant part of student staff

development was actually on-the-job training, gained through working with teachers and
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other staff members as a team. However, alternative training sessions were provided through
a combination of asynchronous pre-recorded videos and synchronous Zoom sessions. The
university’s learning management system was used to house video resources and materials
created to monitor LAs’ readiness and progress, and also to identify potential problems such
as network connectivity or computer availability issues. Reliance on LINE, a popular SNS
application, enabled timely and ongoing communication between student staff and the

scheduling coordinator.

Online Activities

In the 10 weeks that LOFT was online during the truncated spring semester, teachers
and student staff facilitated a total of 140 activities, attended 1,754 times by students. Nearly
all participants (98%) were first-year students, and most of them (71%) were enrolled in the
freshmen English course linked to LOFT usage. A post-session feedback form asked
participants whether the activity, either an Event or a Visit, that they had joined positively
influenced them, and close to 70% “strongly agreed” while another 30% ““agreed.” Caution in
interpreting this sort of self-reporting on a non-anonymous survey is advisable, but these
results at least suggest that nearly all students were generally satisfied with their experiences

of LOFT online activities. !

Activity Type 1: Events

One of the two types of activity offered, Events, used a PowerPoint presentation
format. Each Event lasted 30 minutes and was led by a single LA, supported by two other
LAs and a teacher. At least one LA was a veteran, and the same group of LAs and teacher
worked together throughout the semester. Presentations were prepared by the LAs themselves
on thematic weekly topics such as English language learning tips, study abroad experiences,
and other issues of personal interest to LAs. The Events started with a brief teacher-led
icebreaker, and then the presentation commenced. The non-presenting LAs supported the
presenter by assisting with modelling, while the teacher played a facilitative role.
Presentations lasted around 20 minutes. Opportunities for audience interaction, usually
interactive quizzes, language games, or discussion questions on the topic, were interspersed
throughout, lasting a few minutes each.

There were a few notable differences with pre-pandemic Events beyond the move
online. The face-to-face Events were talks followed by Q&A sessions with limited to no

student participation during the talks, and teachers’ only involvement was to check and give
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advice about student presentation ideas during the planning stage. For the online Events,
teachers were active during the welcoming stage and managed Zoom-related logistical issues,
which allowed LAs to focus solely on giving their presentations. Other aspects of format,
theme, and LA roles remained unchanged.

Ninety Events were held during the spring semester’s 10-week period. Attendance
ranged from one to 56 students, averaging roughly 16 attendees per Event. Attendance
peaked after a few weeks, declining gradually towards the end of the semester. A consistent
workflow was adopted: The team assembled online for a preparation session, lasting 20
minutes, the Event was then held, and finally there was a 10-minute reflection session after
participants left. As LAs learned to better anticipate fluctuating attendance, their presentation
styles evolved. For example, when more interaction was needed, more discussion questions
were included.

Teachers observed that the approach taken had several advantages. LAs spoke on
familiar topics or adapted their existing presentations to the new format, thereby reducing
their preparatory burden. They also benefited from the opportunity to watch, participate in,
and engage in directed reflection on presentations. In addition, consistent group membership
allowed teamwork to become progressively streamlined. Members gradually became familiar
with each other, the format, and how best to use the various Zoom functions. Nevertheless,
there were ongoing problems with holding some attendees’ attention throughout the

presentations and with occasional connectivity issues.

Activity Type 2: Visits

The main goal of the second type of activity offered, Visits, was to provide students
with an opportunity to engage in casual English conversations with peers. Each Visit lasted
30 minutes and was run by a teacher, who served as the host, and three LAs, who led two
rounds of conversations in separate breakout rooms with small groups of student attendees.
Each week there was a general theme, such as music or food, and then a more specific set of
questions to get the chats started. At the beginning of each Visit, the teacher and the team of
LAs modeled one of the questions in a round-robin style Q&A. The teacher then put students
into breakout rooms with at least one LA in each. After six or seven minutes, they were
brought back into the main room to share some interesting answers before returning to the
same breakout rooms to continue the chat with other pre-established questions as starting

points.
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Online Visits were significantly more structured compared to their face-to-face
counterparts. Previously, students walked into LOFT and could choose to participate in a
Visit if an LA was available at the time or take on a Task by independently following
instructions on a worksheet that guided them through a short listening or reading activity.
Students could join an ongoing Visit with an LA or start a new one if multiple students
arrived at the same time. LA’s initiated and guided free conversation or suggested activities
such as board games for the students to play together. Unlike online Visits, teachers were not
involved, no discussion themes were set ahead of time, and LA’s operated almost entirely
independently.

Over the 10-week spring period, LOFT hosted 50 total Visits. Typically, between 10
and 15 students would attend, but occasionally there were only three or four. In practice, the
teacher mostly guided the activity and managed Zoom functions. The LAs focused on leading
the small-group chats while adjusting to the unique group of students in their breakout rooms.
There were minor changes to the procedures, particularly in the first few weeks, as teachers
and LAs discovered what worked well and what did not. For example, if the number of
attendees was very small, everyone stayed in the main Zoom room rather than using breakout
rooms.

At the end of the semester, staff and teachers reflected on their experiences with
Visits through discussion and review of survey feedback. The planning stage was challenging
because there were a lot of unknowns; however, what was initially implemented only needed
minor tweaks along the way. Incorporating a decent degree of flexibility with timings,
questions, and roles was critical to this success. The most significant issues centered on how
to flexibly adapt to each unique group of student attendees that showed up and how to raise

participant output during the activity.

Student Feedback on Online Activities

When comparing data on Events and Visits, they were both generally well received,
with 68% of Event attendees and 78% of Visit attendees reporting strong agreement that the
activity had a positive impact (Yamamoto, 2020). Events were found to be enjoyable, had
improved learners’ attitudes towards English, or taught them useful study tips. Events also
attracted many more participants than Visits, comprising 82% of total LOFT attendance in
the spring semester. On the other hand, students generally liked the smaller groups and
familiar themes that allowed more interaction with peers during Visits. LAs reported that

Events helped them to improve their skills in a variety of areas including language and
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communication, leadership, presentation, and problem-solving.

In a 2019 spring semester self-report survey prior to the pandemic, 643 LOFT users
were asked about which activity type they had enjoyed the most and had participated in most
frequently. Visits were reported to be the most enjoyable (50%), followed by Events (21%)
and Tasks (19%). Those same 2019 users also reported that Tasks were the activity they
had participated in most often (47%), followed by Visits (28%), and finally Events (15%).

Direct comparisons are difficult to make since Tasks were not offered in the online
environment and the same "positive impact" question was not included in the 2019 data set.
However, an arguably similar question about satisfaction level was answered positively by
89% of the 2019 students, perhaps indicating that a general measure of student positivity
about the LOFT experience fell somewhat but remained respectably high with the transition
to online. What is clearer is that Events jumped far ahead of Visits in terms of relative usage
frequency when LOFT moved online. This latter result is most likely due to a simple
convenience factor: When offered on campus, Visits were available anytime while Events
only happened at scheduled times, but in the online environment both were only offered at
scheduled times. In any case, it is interesting to note that Events so clearly outpaced Visits in
terms of usage frequency when the playing field was leveled in regard to schedule
convenience, and analysis of what this might suggest for improvements when LOFT

eventually returns to offering full on-campus services is ongoing.

Reflections and Adjustments

During the summer break that followed, teachers and staff were able to look back
over the process of transitioning this SALC to an online format. The goals of this reflective
process were to produce better online LOFT working conditions for staff and teachers and to
improve remote learning experiences for students in the fall semester, which continued to be
almost entirely online despite some small-scale attempts to safely restart on-campus
activities. In Zoom meetings and chat discussions, teachers identified three major areas that
needed attention: how LAs prepared for Events and Visits, participant behavior, and
attendance forms. Several adjustments were then implemented in each area for overall
improvement.

In the first area of focus, preparing for LOFT activities, LA presentation proposal
forms for Events were modified to ensure that the resulting presentations would be geared
more towards an online format than to in-person delivery. For instance, the new forms

prompted LAs to be more specific about how they planned to interact with students, and
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which Zoom features they planned to use. It was also decided that LAs be required to send
their proposals and slides to their teacher several days before their presentation date. This
gave the teacher time to go over the presentation with the LA, and gave the LA time to make
changes in response to feedback. For Visits, an additional LA orientation session was held
before the fall semester with a focus on how to engage successfully with students who have
varying English level abilities.

The second area covered problematic issues with student participants. The most
common of these were participants joining a Zoom session late, weak internet connections,
cameras being turned off so that only a cover photo or name was visible, poor use of the mute
function when joining from a noisy environment, and an inadequate level of participation due
to disengagement from the activity or distraction. To address these issues, a brief and
lighthearted video on Zoom etiquette along with a checklist highlighting each issue were
shown at the beginning of Events and Visits in the new term. 2

The third area of focus was the attendance form which, in addition to collecting
feedback, served as a critical replacement for the in-person stamp card. In the spring
semester, every teacher used a shared online form to record LA attendance and another one
for student attendance. Unfortunately, participants made various errors when filling out these
forms. This led to LOFT administrative staff, sometimes unsuccessfully, trying to correct the
issue. To prevent such errors, it was decided that a member of the administrative staff would
join each Zoom meeting at the beginning to confirm LA attendance, and individualized
attendance forms for each teacher’s English course were provided to students at the start of
the semester.

The results from each area of adjustment have been mostly positive. The altered
procedures for Event proposals and feedback produced better presentation performances. For
Visits, LAs were better prepared and more experienced, which led to higher quality
discussions. Meanwhile, there were fewer problems with student behavior, and attendance
reporting became simplified so that teachers could check data anytime. Amongst the teachers,
staff, and LAs, there was general agreement that the differences between the spring and fall

terms were evident and welcome.
Looking Forward

The initial approach and subsequent revisions to remote LOFT practices at Konan

University preserved extracurricular learning opportunities and social interaction in English
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for students, especially freshmen, in spite of pandemic-related disruption. Most of the hurdles
faced by the team were overcome with relative success, even with limited resources and time.
Fostering good teamwork among teachers and LAs led to frank communication and
reflection. Other key factors were keeping goals realistic and prioritizing communicative
activities to counter the isolating nature of the pandemic. With an eye to a brighter future, the
lessons learned while scrambling to put together this remote program will continue to be
applied. For LOFT, what used to be an entirely on-campus SALC will likely continue to have

a robust online presence long after this unprecedented crisis finally abates.

Notes
!'In its original Japanese, the survey statement was Z D7 77 4 ©7 ¢ Z 1 U
T, B > TERWHKIZZ2 W F L 7= [Taking part in this activity had a positive
impact on me], and only eight of the 1,754 respondents (0.45%) chose to disagree (seven

students) or strongly disagree (one student) with it.

2 Zoom etiquette video: https://www.youtube.com/watch?v=0OnAhjdEo3kE
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Kyushu University moved a wide range of services online at the start of the
Spring/Summer 2020 semester in an effort to prevent the spread of the novel coronavirus.
Once restrictions for on-campus activities were set and the decision was made to teach most
classes remotely for the coming semester, the university’s Self-Access Learning Center
(SALC) responded by moving the majority of its core activities online. SALC staff then
began exploring ways to promote the center’s online platform. After discussion amongst staff
and consultation with management, the SALC team decided to increase its social media
presence by setting up a Twitter page, Instagram account, and Moodle site. These platforms
would serve to supplement an existing website and Facebook page as the center attempted to
reach out to university students and staff, since both groups are invited to the SALC’s
services. This paper aims to explain the motivation behind the decision to increase the
center’s presence on social media platforms. The paper will start with an introduction to the
SALC at Kyushu University followed by a description of the center’s website and Facebook
presence. There will then be an overview of the process for moving SALC services online, a
discussion on the social media platforms the center decided to develop, and the implications

of these endeavors.

SALC at Kyushu University

Kyushu University’s SALC was established in 2014 as a facility providing services that
support the formal curriculum by promoting out-of-classroom English learning. It was
designed to complement the Kyushu University English for Academic Purposes program. The
center provides students with guidance on their path of active, autonomous learning, as well as
with opportunities to engage in second language conversations, practice for specific purposes,
such as international proficiency tests (especially TOEFL and IELTS), and enjoy cultural
exchange with international students in a variety of fun events. Capitalizing on the diversity of
its graduate student staff, the SALC also started to offer support for learners of languages such

as Japanese, French, Malaysian, Russian, and Spanish.

SALC Website and Facebook Account
The SALC’s online presence was initially established through the creation of a webpage
on a third-party platform. This evolved into a website hosted on university servers to ensure
sustainability and improve security. The updated site was designed by IT professionals in order
to enhance accessibility. The website became the first virtual outlet for information about the

SALC. The downside of using a traditional website was its low interactivity. The site did not
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feature a comments section, which meant that users could not use the site to leave feedback.
Although it served as a useful resource that gave students the chance to gather information
about the center, it did not provide a platform for users to express their views about services or
engage with staff. Perhaps the only element visitors could manipulate was a Google Maps
plugin that displayed an interactive map of the campus, allowing new users to find the center
quickly.

In order to allow visitors to provide input, in the form of comments or “likes”, a
Facebook page was launched. A major benefit of posting announcements on a social media site
was the extended reach. Users needed to go out of their way to visit the original SALC website,
but those who follow the Facebook page would receive new information in their feed even if
they were checking Facebook for another reason. This social networking service also allows
the users to rate the institution represented by the page. This contributed to the peer-to-peer,
propagation of positive publicity, a channel which has proven to be crucial in promoting the

SALC.

Moving Services Online

Due to the outbreak of the novel coronavirus early in 2020, the SALC administration
decided to temporarily close the center and move core services online. The Japanese
government guidelines recommended avoiding the san mitsu or “three densities”, referring to
areas with: 1) insufficient ventilation, 2) large gatherings of people who are 3) packed closely
together. If the center had remained open, it would have been impossible to avoid these three
risk factors without compromising the self-access nature and welcoming atmosphere of the
SALC. In order to ensure the safety of both staff and students while maintaining an “open doors”
policy, SALC administrators made an effort to adapt the services to a strictly virtual
environment. Free conversation, individual appointments, as well as group events would now
all take place on the Zoom online conference platform.

To strike a balance between security and ease of use, the Zoom platform was used in
tandem with the Kyushu University Moodle LMS (Learning Management System). Links and
passwords for the Zoom sessions were only available to registered users of the SALC Moodle
page. Each Kyushu University student is granted a Moodle account upon enrollment, and
beginning from the first year, the platform is frequently used for coursework, surveys, and
training. Details about the establishment of the center’s Moodle site will be discussed in more
detail in the SALC’s Instagram, Twitter, and Moodle Accounts section below. Additionally,

the staff that would be in charge of moderating SALC online services were made aware of the

JASAL Journal Vol. 2, No. 1, June 2021 84



Social Media in Promoting Kyushu University SALC

risk of disruptions from unauthorized users — also known as Zoombombing — and taught

various strategies that help prevent such attacks.

Increasing the SALC’s Social Media Presence

Practical Benefits

Once the decision was taken to move the SALC’s main services online at the start of
the 2020 Spring/Summer semester, staff began to discuss how to promote activities to students.
Staff believed that it would be important to utilize online resources to ensure that students who
were not visiting the campus could still find out about the services the SALC was offering.
Before the pandemic, the center had relied on its website and Facebook page to inform students
about activities. Staff had made use of the university’s student portal, which is managed by a
support office, to circulate news. The SALC staff had also regularly asked members of faculty
who support the center to inform students about upcoming events.

The SALC staff felt that it would be important to continue utilizing these channels of
communication; however, there was a desire to open up new direct forms of contact with
existing and potential users. Staff thought there was a chance to exploit the surge in popularity
that various social media platforms have experienced amongst young adults in recent times.
With this in mind, the decision was taken to increase the online media resources that the SALC
staff directly manage. This would ensure that the SALC staff could regularly post updates
online without constantly asking the support office and faculty members to help promote the

center’s activities.

Academic Benefits

The staff believed that creating social media content in English would increase users’
contact with the language. Derakhshan and Hasanabbasi (2015) stressed that the notion that
social media platforms can offer “innovative and creative” avenues for learners of English as
a second language has gained credence in recent years (pp. 1092—-1093). Progressive
opportunities to practice English can help create the type of interactive stimulus that
McClanahan (2014) called for in discussions on the role technology plays in the language
learning process.

Mc Dermott (2013) discussed the need for language instructors to actively seek out
opportunities to use social media in a way that can make students’ learning experience “richer
in terms of authentic communication” (p. 141). The desire to create interactive, educationally

stimulating online resources that offer students the chance to use their language skills across
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platforms and in a manner that reflects modern daily life proved to be a driving force in the
decision to increase the SALC’s social media presence.

The staff concluded that producing updates and posts concurrently in both English and
Japanese would ensure that the contents of SALC sites would be accessible to those who are
less proficient in English. A plan was formulated to create English and Japanese content for
each social media account. The aim was to create content that could be understood by all users,
while also developing platforms that would expose users to English phrases and expressions
not always covered in the classroom. These kinds of educational benefits neatly tie in with the

emphasis the SALC places on language learning in informal settings.

The SALC's Instagram, Twitter, and Moodle Accounts

Instagram and Twitter

The SALC management team felt that an Instagram account and Twitter page would
work well in conjunction with the existing resources. According to a survey published by the
Statista Research Department (2020), the share of young people in Japan using social media
has stood as high as 91.6 percent in recent years. The same survey revealed that the most
popular social media sites amongst the 17 to 19 demographic are LINE, Twitter, YouTube, and
Instagram. Although the messaging application LINE and the video sharing site YouTube are
reported to be popular with young people in Japan, staff thought that operating accounts on
these platforms could prove problematic. LINE is primarily an application used on smartphones,
and although it is widely used in Japan, it is currently not so popular outside of some Asian
countries. SALC staff thought it would be advantageous to establish a presence on social media
sites that can be viewed by people who do not use smartphones and international exchange
students who are only in Japan for a limited period of time. At the time these discussions were
taking place, the center was also not actively looking to create videos, which meant YouTube
was not considered as a prime candidate.

Douglas et al. (2019) stressed the value of social media as an online resource, arguing
that Instagram has a number of educational benefits, including “ease of use, hashtags, and its
effectiveness in conveying visual topics” (p. 1117). A report on a public opinion survey on
information and media use conducted in Japan in 2018 showed that a large number of
respondents aged 20 or under use Twitter as a tool to gather information rather than to socialize
or communicate with other people (Watanabe, 2019). These findings encouraged the SALC

staff to pursue establishing Instagram and Twitter accounts with the aim of sharing updates that
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have educational merit. The SALC management felt the visual component that is so crucial to
Instagram would allow for the development of interactive resources further down the line,
while the information gathering aspect of Twitter that youngsters found appealing would prove
advantageous in the center’s attempts to distribute information in an effective manner. Initially,
content featured in the two accounts would likely overlap; however, setting up multiple
platforms would mean more options moving forward. Prior to the outbreak of the pandemic,
SALC staff had become accustomed to creating posters to advertise services. These posters
were regularly put up on the SALC website and Facebook page, sent to students via the
university’s portal, and put up around the campus in printed form. Staff came to the conclusion
that it would be feasible to share the same promotional material on Twitter and Instagram.
SALC staff set up an Instagram account on June 25, 2020, quickly followed by a Twitter page
on June 26, 2020.

Moodle

The center’s Director and Advisor also encouraged SALC staff to make use of the
Moodle system introduced in the Moving Services Online section of this paper. The rationale
was that utilizing an online system that students could already access would prove a very useful
tool for the SALC, especially given the amount of services and learning that were set to take
place remotely in the coming months. As mentioned earlier, Kyushu University had been
actively using the Moodle learning platform as an educational resource prior to the 2020
Spring/Summer semester. However, the move to online teaching at the start of the term saw a
wider range of resources made available on the system.

Mc Dermott (2013) noted that a social constructivist learning approach lies at the heart
of the Moodle model. The platform makes use of tools that promote individual and
collaborative learning. The system allows social interactions to contribute to the construction
of knowledge (Wagner, 2006). These characteristics convinced SALC staff that Moodle would
be a viable option moving forward. Furthermore, the SALC was looking for a secure online
location to post the links and passwords for the Zoom sessions that were set to take place in the
coming semester. Moodle's advantages in this area are recognized in language learning studies.
For example, Mc Dermott (2013) pointed out that Moodle ensures a safe platform that requires
both management and users to log in to update or access resources. SALC Staff were impressed
by this point and felt satisfied by the level of security that the platform offers for all parties
concerned. Setting up a Moodle account would see the SALC operate in line with the

university’s approach to online education and allow the center to take advantage of a system
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already in use. The SALC Director established a Moodle site for staff to manage on April 26,
2020.

Discussion and Conclusion

Prior to the spread of the novel coronavirus, the SALC did not offer any online services.
As such, there is no data available that analyzes the popularity of the SALC’s online services
prior to the 2020 Spring/Summer semester. This means that it is difficult to assess if the center’s
increased presence on social media resulted in more online users. However, it is clear that
newly created accounts have developed a steady following since their inception. The Instagram
and Twitter accounts currently have 124 and 65 followers respectively, while 258 people have
registered on the Moodle page.! The SALC Instagram and Twitter platforms were established
at the end of June, and this appears to have had a positive impact on promotional efforts. The
accumulative total of daily users for the online Zoom-based services increased from 100 in
June to 208 in July. It is important to note a major factor behind this upward trajectory was a
big influx in the number of online educational events the center ran during the month of July.
However, the SALC staff heavily promoted these activities using the newly established social
media platforms. As such, the influence of the center’s online presence on the rise in users
cannot be ignored.

Setting up and operating a range of social media accounts has proven beneficial for
additional reasons beyond the primary aim of promoting services. Preparing posts along with
promotional material in English and Japanese for SALC services provides opportunities for
staff to develop a range of skills. Operating the accounts require staff to create accessible
content that is capable of generating interest. Monitoring various social media sites also gives
staff the chance to improve their IT skills, making for a more computer literate and social
media-savvy workforce. Cultivating the abilities needed to complete these tasks on a regular
basis will undoubtedly serve SALC’s full-time members of staff well in future endeavors.
These will in turn prove beneficial to the center’s operation and management.

The SALC also uses its social media sites to inform students about programs run by
other faculties. The aim is to share information about language learning and study abroad
opportunities. Posting this kind of information means that staff need to remain up to date with
university initiatives and stay in contact with representatives from other courses. The
relationships cultivated have proven mutually beneficial as many of these programs help

promote SALC events on their social media accounts. This allows for advantageous working
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relationships and cross-pollination between offices that might not have previously been in such
regular contact.

New social media sites often emerge and rapidly gain popularity, while only somewhat
older ones may struggle to attract new users from the young adult demographic, which also
happens to represent the core body of SALC learners. This highlights the need to remain aware
of the students’ preferences regarding various forms of social media, and at the same time take
into careful consideration the differences in their functionality and the privacy policies they
follow. The experience suggests that SALCs can utilize social media by remaining pro-active
and engaged with current online trends. Exploiting the reach of online platforms can
undoubtedly help educational facilities promote services in the post-corona period and connect

with users even when on-site learning returns.

Notes

"Information correct as of May 20, 2020.
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The JASAL 2020 National Conference was held online on December 5, 2020. It
included informative presentations related to self-access centers (SACs) and beyond the
SACs. This paper will talk about four presentations, which were chosen to promote diversity
in terms of situations, settings, and voices. The first presentation is the plenary talk by Satoko
Kato and Hisako Yamashita, which focused on the importance of reflective dialogue, the
crucial tool in advising and in the development of learner autonomy. The second
presentation, by Curtis Edlin and Phillip Bennett, also included reflective dialogue with the
use of advising tools to solve issues related to motivation. The third presentation is by Yusei
Takahashi, a student, who shared his experiences in leading events and a learning community
in a SAC during the pandemic. The fourth presentation is by Anna Husson Isozaki, who
described the challenges she faced as a teacher during the pandemic and the realizations and
the adaptations resulting from those challenges in a non-SAC site. Though three of the
presentations were linked to SACs, the implementations suggested in them can also be
adapted to non-SAC settings. Furthermore, from the four presentations, practical ways to

support students both in “normal” times and in times of pandemic can be learned.

Satoko Kato & Hisako Yamashita - Reflective Dialogue and Learner Support in Self-
Access Language Learning
In this plenary talk, Satoko Kato and Hisako Yamashita discussed the importance of
reflective dialogue, not only for learners but also for advisors. They shared practical ways to
implement reflective dialogue in the classroom, in SACs, in advising, and in advisors’

mentoring.

Implementing Reflective Dialogue in the Classroom and in SACs

Hisako stressed the dialogical feature of autonomy. She highlighted that learner
autonomy, “the ability to take charge of one’s learning” (Holec, 1981, p. 3), does not develop
instantly. Moreover, students’ preconceived beliefs about themselves and their learning can
deter them from using their full potential. Students who are convinced that only special
students can succeed need to be reassured that this is not true. They need assistance to help
them see their day-to-day achievements in order for them to build confidence (Yamashita,
2015) and eventually take ownership of their learning. This assistance can be done through
reflective dialogue.

To implement reflective dialogue in the classroom, Hisako suggested promoting

scaffolded peer reflective dialogue. The findings from her one-semester project involving in-
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class peer reflective dialogue showed that the latter resulted in the emergence and
multiplication of affordances. Each affordance triggered another affordance, which was in
line with what van Lier (2004) stated: “The affordance fuels perception and activity, and
brings about meanings — further affordances and signs, and further higher-level activity as
well as more differentiated perception” (p. 96). In the SAC, reflective dialogue can be
fostered through interactive displays. One example given by Hisako was a “motivation
display”, in which students visiting the SAC shared what motivated and demotivated them.
The display triggered dialogue among students and reached those who were not regular users

of the SAC.

Reflective Dialogue for Learner Autonomy and for Advisor Development

Satoko focused on the significance of Intentional Reflective Dialogue (IRD) in the
development of learner autonomy and advisors’ professional development. IRD is a dynamic
process, in which the advisor promotes reflection through dialogue that is structured
“intentionally” (Kato & Mynard, 2016). The aim of IRD with learners is to raise their
awareness of their learning, which may challenge their beliefs and values, leading them to
take actions and then make changes related to their learning. It, thus, leads to
“transformational learning” (Kato & Mynard, 2016, p.9). In IRD, the advisor needs to ask
questions, starting from easy ones (yes/no questions) to more open-ended questions (“Why
do you think...?”). The depth of the reflection may vary from one learner to another and
increase with practice. Satoko talked about four phases, stressing that they are not linear:
getting started, going deeper, becoming aware, and transformation. For each phase, the
advisor has some specific roles. For instance, with learners in the “getting started” phase, the
advisor may need to help them set goals and, most importantly, to build trust and rapport.
When learners reach the phase of “becoming more aware”, they can be encouraged to build
on their strengths; and when they are in the “transformation” phase, they can be introduced to
the concept of self-advising.

Reflective dialogue in a form of relational mentoring can also be considerably
beneficial for advisors in terms of professional development. Relational mentoring improves
relationships, fosters self-reflection, builds confidence, enables mutual learning and growth,
and promotes advisors’ well-being (Kato, 2017). Thus, both the mentor and the mentee
benefit from such mentoring. On the other hand, there is what is referred to as “reverse
mentoring”, in which the mentee is the more experienced person (Murphy, 2012). Reverse

mentoring is rewarding as it allows the mentee to gain new perspectives (Kato, 2018).
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The plenary talk highlighted the power of reflective dialogue. It demonstrated how
reflective dialogue can lead to learner autonomy for learners and to professional development
for advisors. Reflective dialogue is, thus, transformational and contributes to well-being, and
needs to be promoted. While advising may not be available in every school in different
settings, the implementations suggested by Hisako and the mentor-mentee relationship stated
by Satoko can be developed in any education setting. The next presentation by Phillip
Bennett and Curtis Edlin also discussed the use of reflective dialogue with reflection tools to

tackle the issue of amotivation and demotivation.

Phillip Bennett & Curtis Edlin - Addressing Demotivation and Motivation in Self-
Access Language Learning

In this presentation, Phillip Bennett and Curtis Edlin discussed motivation,
demotivation and amotivation. They talked about the similarities and differences of
demotivation and amotivation and the possible causes, followed by some examples, key
concepts, and approaches and tools that can be used to address demotivation and amotivation.

Motivation is determined by expectancy and value. Expectancy includes confidence,
experience, performance, success, and environmental factors, such as time, energy, resources,
and tools. Value includes extrinsic factors, such as rewards, intrinsic factors, like joy and
pleasure, social factors, and achievement factors. The absence of motivation is implied in
both demotivation and amotivation. The difference is that demotivation implies the prior
existence of motivation which has faded out due to some negative experiences or influences
(Dornyei & Ushioda, 2011). Examples of factors that may cause learner demotivation can be
a humiliating experience, a lack of support, ineffective strategies or resources, or a lack of
goal attainment. On the other hand, amotivation refers to the unwillingness to take actions
due to (1) a feeling of lack of competence, (2) a lack of interest or value, (3) defiance or
resistance (Ryan & Deci, 2017). One example of amotivation related to the second reason
would be to decide to neglect language skills that one considers unimportant. Another
example of the third reason would be a learner who decides not to learn a language simply
because he feels forced to learn it.

Understanding the origins of demotivation and amotivation is important in order to
address them effectively. As each student’s situation is different, it is essential to help them
reflect so as to identify and raise their awareness of the causes of demotivation and
amotivation. Some reflection tools presented in Kato and Mynard (2016) can be used for

dealing with amotivation. The tool referred to as “confidence building diary” can help
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students reflect on positive learning experiences. Another tool, called “vision board”, allows
students to reflect and visualize the connection between their learning and their future.
Simply introducing them to something new, such as resources, learning communities, and
tools, can also help solve the problem of amotivation. For demotivation, the tool called
“viewpoint switching” (Kato & Mynard, 2016) can be used to help students change their
perception. It is a tool enabling a learner to imagine the viewpoint of another person (of their
choice) regarding the situation.

In SACs, the approaches and tools mentioned above can be used in advising. They
can be integrated in Intentional Reflective Dialogue (Kato & Mynard, 2016), and can also be
part of the resources of the SAC. In addition to those approaches, human resources in SACs
such as learning communities can be a way to solve demotivation and amotivation. Those
communities, led by students, can provide a feeling of relatedness. Also, giving students a
voice enables them to feel ownership of the communities, which are part of their learning
environment and their resources.

The presentation gave us insights on how to tackle demotivation and amotivation. It
highlighted the importance of understanding students and helping them understand
themselves through reflective dialogue and tools. As educators, though we have years of
experience dealing with students, we cannot assume what a student is going through. We
need to give them opportunities to express their feelings and concerns, to reflect on what is
important to them, and to provide them with a supportive environment. The next presentation

by Yusei Takahashi is about one such supportive environment.

Yusei Takahashi - Organizing an Online Event and a Community for Learners During
the Pandemic

Like all services at the Self-Access Learning Center (SALC) at Kanda University of
International Studies (KUIS), students’ events and learning communities were held online in
2020. In this presentation, Yusei Takahashi, a senior student and a peer advisor at KUIS,
shared his experience of organizing events and running a learning community in the
pandemic situation. His presentation was particularly insightful, as he showed how students
can help other students take charge of their learning in a collaborative way in times when
face-to-face meetings are impossible.

Yusei and another peer advisor were the organizers of the Talking Activity and
Collaborate with Others (TACO) events, which took place monthly. The purposes of the

events were to provide students with opportunities to meet and share experiences, to help one
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another solve problems, and to use English outside class. In normal situations, TACO events
were held in the SALC, where students met at lunchtime, but this did not mean that there
were free tacos (smile). Each TACO event had one specific topic, and all the topics fostered
reflection on learning. They were related to goal setting, motivation, task management, end-
of-year reflection, and future vision. In the pandemic situation, Zoom was used for the
discussions during the events. The whiteboard function of zoom was particularly helpful, as it
enabled the students to brainstorm ideas. To keep the discussions run smoothly, the
organizers played the roles of moderators by asking follow-up questions when necessary.
Outside the discussions, Google Docs and PDF files were used for sharing useful materials,
such as motivation charts, and Google Forms was used for collecting participants’ feedback
after each event with a survey. Additionally, emails were sent to the participants after each
event to thank them and to build rapport. As Yusei was a peer advisor, this was a way for him
to promote peer advising, consisting of one-on-one spoken advising sessions.

In addition to TACO events, Yusei ran a learning community, called Study Buddies
(SBs), aiming to help students improve their English conversation skills and make friends
through casual gatherings. The online SBs community met once every week. Yusei used the
same platforms and materials as the ones used in TACO events (Zoom, Google Docs, PDF
files, and Google Forms). The difference was that, in SBs, Google Docs were used to share
vocabulary related to each topic, and Zoom breakout room sessions were used to maximize
students’ opportunities to speak.

The online adaptation of the TACO events and SBs was Yusei and his co-organizers’
response to the COVID-19 situation. They decided to do that adaptation to continue
providing their fellow students with learning opportunities that feature collaboration and
interaction. They demonstrated that such adaptation was not only feasible but also satisfying
to the student participants, as shown in the results of their surveys. Furthermore, Yusei felt
that organizing those events had enabled him, as an organizer, to acquire skills related to the
planning and organization of events and, as a student, to adapt himself to different types of
learning environment.

With a strong collaboration within the learning community and with the support of the
SAC staff, such as learning advisors and admin staff, Yusei and his collaborators were able to
adapt their learning community and events to the pandemic situation in a SAC. How about
teachers and students outside a non-SAC setting? How did they cope with the pandemic

situation? That was what Anna Husson Isozaki described in her presentation.
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Anna Husson Isozaki - Grasping the Moment in Non-SALC Sites: Strategies, Successes,
Regrets and Reflections

In this presentation, Anna Husson Isozaki discussed how her teaching life has
drastically changed overnight because of the pandemic. Finishing her class one Friday
evening, she had no idea that she would not meet her students in the classroom again. She
had to ponder what to do and what she had learned from self-access learning centers, from
colleagues, from researchers, and from every resource she had encountered and had at hand.
Most importantly, she had to think how to help her students with this sudden “ultra-self-

access.”

The Most Essential Feature of Teaching and Learning

Inspired by Watson-Gegeo’s quote, “Grammar is a matter of highly structured neural
connections”, Anna thought that the most important thing was to structure a connection
between the students and to put all the scattered elements together. She said to herself,
“Okay, we can do this.” However, with some technological failure, too many platforms to
use, a progressively changing syllabus, students’ focusing more on “making and doing”
rather than on feedback, and the tendency to keep things short and fast (no more face-to-face
negotiation), it was difficult to structure the connection. She felt that she had to become a
completely different teacher. Firstly, she was not able to show her care to her students
through email, for instance. Likewise, through email, her students could not show their usual
politeness. That made her realize how communication through e-mail can be so limited: “e-
mail can be emotionally impoverished when it comes to nonverbal messages that add nuance
and valence to our words. The typed words are denuded of the rich emotional context”
(Goleman, 2007). Secondly, with the existence of multiple online materials and platforms, it
was not easy to decide what to use and how. Every teacher in her school had their own way to
teach, and some teachers were really creative with technological tools. To find her way, Anna
reflected on what was the most essential about her teaching. Once again, she identified
connection as the most essential feature of teaching and learning. To establish this
connection, she combined activities enabling exchanges and sharing, such as Ishikawa’s
(2012) diary exchange. She engaged her students in free journaling and in weekly oral journal

exchanges.

What About Dreadful Reading?
While it was easier eventually to find activities and materials to engage students with

speaking, listening, writing, and self-management, it was not the same with reading. It was
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not because of lack of materials, as there were 1,200 books and audiobooks available online
for students to use. The problem was students’ motivation, or more precisely, their hatred
towards reading. It is hard for students to track their progress in reading in general, and it was
even harder in isolation.

Drawing from research on reading (for example, Chang & Millet, 2015; Ramonda,
2020; Shelton-Strong, 2012), and her knowledge of her students, Anna was able to collect
activities that would make reading appear less dreadful and less time-consuming. She
introduced books and audiobooks from the virtual library of graded readers (Xreading.com)
to her students, which the latter could access to on their smartphones anytime and anywhere.
It also had a function that enabled her, as a teacher, to check what her students were reading,
and it allowed students to visualize their progress. She also encouraged her students to pair
the audio with the print, which helped students with reading rates and comprehension (Chang
& Millet, 2015). Instead of asking students to write book reports, she gave them opportunities
to discuss their reading and to use visual aids (for example, manga memos) when discussing.
She also integrated topics related to worldwide current situations, such as racism and the
pandemic, in the reading activities.

Every educator in 2020 can relate to Anna’s story. What the pandemic has forced us
(educators) to learn was quite overwhelming. The multiple options available to us (in
developed countries) made the decision-making difficult and were, at some point, distracting
us from the most important element in teaching. Anna showed that in case of crisis or
unexpected events, we need to go back to the essence of our teaching and start from there.
We need to engage our students in activities promoting connectivity through exchanges,

which eventually motivates them.

Conclusion

As a first-year learning advisor in a SAC (at the time of the conference), I was
especially interested in knowing more about advising and SACs, which explains why three of
the presentations I chose were related to SACs. I was already aware of the importance of
reflective dialogue, which I had been implementing in my advising sessions, but from Hisako
Yamashita’s presentation, I was able to learn more practical ways to promote reflective
dialogue among students in class and in SACs. She pointed out the important fact that
students themselves are the best resources in the classroom. Yusei Takahashi’s presentation
also demonstrated that students are indeed useful resources, hence the necessity for educators

to support learning communities in SACs and outside SACs.
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As an educator, it was important for me to choose one presentation on teaching and
learning outside SACs, which, I think, represents the struggle of many educators during the
pandemic. As the world suddenly changed in a drastic way, teachers were expected to turn
physical classrooms and resources into digital ones. However, the most challenging was not
to become a digital expert in an extremely short time. The most challenging was to find ways
to engage, motivate, and build the connection with students, which are the most fundamental

things in teaching and learning.
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The Japan Association for Self-Access Learning (JASAL) 2nd Student Forum took
place on Saturday afternoon of February 6', 2021. Like the 1st Student Forum on July 4%,
2020, it was held online through Zoom due to COVID-19. However, most of the students and
teachers in the forum seemed to enjoy the greetings, conversations, and learning through the
screen. In addition, the online situation made it possible for some students from other
countries to attend. In this forum, 14 students from six universities participated, and three of
the students, who contributed a lot to the success of this event, played an important role as a
student leader. Those six universities are located in different areas of Japan: Chiba, Saitama,
and Ibaragi in Kanto area, Gifu in Tokai area, and Oita in Kyushu area. The attendees were
not only Japanese, but there were also foreign students, some of whom are currently back in
their home country, as well as some who are now in Japan and studying in a Japanese
university. Also, we had six teachers including administrators. One of them was an invited
speaker of this forum, Mr. Jackson Koon Yat Lee, who is a specially-appointed lecturer at
Toyo University in Tokyo. This event started with a short opening remark and then moved on
to a presentation given by Jackson Lee. After three meaningful sessions organized by student

leaders, the event closed with warm remarks.

Guest Speaker Presentation

Jackson Lee, as a guest speaker, gave a presentation on fun ways to study a language.
The title was “10 Self-Access Activities to Learn English Without Studying”. This is based
on his idea that students often feel tired when they study English, and this is because of the
tremendous amount and variety of things they need to learn and the complex English they
meet in class. Even though these are indeed important parts of studying a language, he stated
that language learning can be much more enjoyable depending on the way of learning. He has
all these perspectives partly because he is an English teacher. As a teacher, he has seen many
university students who dislike English because of the reasons above, and he wishes more
students could feel less pressured when they study it. However, his idea is not only based on
his experience as a teacher. Even though he is a fluent English speaker, English is not his first
language. He actually has experience of studying English (and he is currently a learner of
Japanese), and he understands how it feels for students to study or use a language that they do
not feel comfortable with.

The 10 activities that he shared in the presentation were, 1) reading material, 2)
videos, 3) YouTube, 4) single-player video games, 5) music, 6) party games, 7) multiplayer

video games, 8) communities, 9) social media, 10) content creation. All of these are focused

JASAL Journal Vol. 2, No. 1, June 2021 111



JASAL Online Student Forum 2021

not only on studying English but also using English. Obviously, some of them are not what
all teachers recommend their students in a classroom as good ways of learning a language,
but that is the point: Students are able to learn a language without feeling like they are
studying it. In effect, one of the students in the forum looked surprised when Jackson Lee
mentioned trading cards (Yu-gi-oh) as one example of 1) reading material. This is perhaps
because for him, card games are nothing but games, which are just for fun, or perhaps
because he was surprised at the fact that an English teacher plays trading card games too.
Jackson Lee believes that finding the balance between studying English and using
English is very important. Although many students focus too much on doing what they do in
the classroom, students have to make a transition from being an English learner to being an
English speaker in order for the language to be a part of their life. For Self-Access Centers
(SACs) and their leaders and staff, therefore, thinking creatively in order to find new and
varied ways for students to use English is going to be the key to enjoying English with their

members.

Student Forum

The Student Forum started after the presentation by Jackson Lee. This forum was
organized entirely by student leaders, who had worked on this project for several weeks.
During the forum, we had three sessions with three breakout rooms each. Every room had
one student leader, and teachers were free to go observe those rooms. Since this was a
student-led event, teachers were not supposed to talk but only listen to students’ conversation.
Each of the three sessions had one theme to discuss. In the Student Forum, we were expected
to talk in English, but we were also able to use Japanese when we felt it difficult to speak
English.

Three student leaders were introduced, and each one of us also introduced ourselves
too. One of the student leaders announced the first topic, and we were assigned to the

breakout rooms.

Session 1

The first topic was about the countries we have been to. Because we did not know
each other, and because it was the first session, there was a short silence after we were put in
a breakout room. When the student leader was sure that everyone was assigned in the room,
he started the conversation. He repeated the topic, made sure that all of the students in the

room have had been to at least one foreign country, and then shared his experience in the
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Philippines, where he had studied English for a month. He talked about what he did and did
not enjoy there. His story helped us to think of what we can talk about in this session. Then
we shared our own experience abroad one by one, commenting on each other’s experiences,
and afterwards went back to the main room. There, one of the students from each room
shared what they had talked about in their breakout room with everyone, and then we moved

on to the next session.

Session 2

In this session, the topic was tips to study English, or what motivates us to study
English. In this room, we had different members to Session 1, and the student leader started
the conversation. As we did in the last session, we took turns and shared our own ideas.
Learning what hard-working students are doing and what they are being careful about when
they study a language was very helpful for me. Listening to diligent language learners
actually motivated me to study English harder. Also, there were students who study a
language in the way Jackson Lee talked about in his presentation. Some of us had similar
ideas, and others had different ideas. Some felt that they need to study more, and others were
trying not to push themselves too much. Although the students were already quite motivated
for studying a language and good at English, they listened to, asked, and learned from each
other. After going back to the original main room, one student from each breakout room again

shared the ideas they had discussed.

Session 3

The last topic was the current situation of SACs in the pandemic environment and
how we are using them. Since there were students from different universities, it was
interesting to hear about the situation of each center. Because of the coronavirus, everyone
refrained from meeting people or holding an event at the beginning of the school year, but it
seemed that at the time we had the forum, most of us in the room had gradually resumed
events and activities either online or face to face. As in the two previous sessions, the student
leader was the facilitator of the conversation. After all of us finished sharing the situations in
our own environment, he asked the other students several questions in order to make the
discussion broader and deeper.

After we returned to the main room and shared the conversations briefly, we moved
on to the ending section, which was a Q&A time for Jackson Lee’s presentation. Teachers
asked questions from the perspective of improving their students’ language and motivation.

Students asked about ways to improve their English ability. Then, we took a picture and had
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some time to share our SNS so that we can get in touch with the students from the forum.

My Thoughts on this Forum

This was my first time to attend the JASAL Student Forum, and I was surprised that
this well-organized event was put on by students. During the forum, I was able to see how
much time and effort student leaders had taken to make this event better. Most of the
attendees of this forum did not know each other, so the event was planned to gradually break
the walls between each other. Starting with self-introductions, we were put into different
rooms, and each room had four or five students. Because the group was smaller, that made
me feel comfortable enough to have a discussion. Smaller groups also helped me to get to
know people in the room. There was a student leader who took time for self-introductions
again at the beginning of the discussion. Knowing about the people in the group made me
feel easier to talk about myself.

The topics were well-considered too. According to the report on the 1st Student
Forum, there were also three sessions, but all the topics were about Self-Access Centers
(Tashiro, 2020). On the other hand, as I mentioned above, the topics in this forum were 1)
experience in foreign countries, 2) our own ways of studying a language, and 3) the current
situations of SACs. We started with a casual topic, which was fun and easy to talk about, then
discussed our own ideas for a language study. Later at the last session, we talked about the
SACs. The first topic was interesting, and it also played a role as an icebreaker. By gradually
changing to the important topic, I assume the student leaders wanted to make sure that we
would have more practical discussions.

According to Pennington (2011), it is impossible to have enough language study time
only in the classroom, and self-learning is sometimes very difficult to accomplish by oneself.
What helps us then is friends. Learning from teachers is indeed helpful, but there are many
benefits of learning with our friends. The benefits can include motivating, encouraging, and
giving advice to each other. They can also include motivating ourselves by wanting to be as
fluent as a friend in a language or by competing against a friend. When we are with friends or
other language learners, we feel safer talking in a foreign language. We can study a language
alone, but it would be more effective when we have someone who has the same goal. We can
see the benefits of learning with friends, but not many students actually take an action.
JASAL Student Forum has given me an opportunity to think again about the importance of
working with people, and it was a great place to discuss issues and ideas and also make

connections for better language study.
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This is a report on the 2nd JASAL Student Online Forum written by a student
facilitator who organized the event with two other students and the JASAL team. The
purpose of this report is not just to keep a record of the online forum, but also to note what I,
as a facilitator, experienced during the event and to share the facilitators’ and the participants’

passion for growing language learning communities in Japanese universities.

Preparation for the Forum

This forum came into being out of the aspiration of students who had joined the
previous online forum, which was held on 4th July, 2020, and hoped to have a further
opportunity to talk to students from other universities. The previous forum was held with a
focus on the online events that each university held during the pandemic situation and new
ideas to support student users in their centers. Like the second forum, it was also organized
by student leaders who volunteered.

When the announcement was made for the second online forum, I was looking for a
chance to share thoughts on language learning with others. I was thinking it would be great if
I could have an online session with other language learners, sharing our struggles and growth
with each other. Some of my peers from the SALC (Self Access Learning Center) in Kanda
University International Studies had participated in the first online forum, and two of them
had taken on a leadership role then. Knowing that, I was motivated to join the workshop as
one of the facilitators.

There were three volunteer students gathered, including myself, this time. The two
other students were Itsuki Takahashi (Gifu Shotoku Gakuen University), and Minhung Lee
(Ryutsu Keizai University). The three of us went through a couple of meetings online and
discussed both our personal interests that we wanted to talk to participants about, such as our
experiences in different cultures, and also topics about learning and SALCs that we wanted
them to share about during the discussion session at the forum. In the second meeting, based
on the possible topic lists, we decided to conduct a survey of the participants and asked them
what they wanted to talk about with other participants. We used Google Forms and collected
students’ opinions. This way of making our event plan worked well, because we could hear
participants' needs and interests beforehand, and that helped us to plan the event effectively. I
was glad I could hear the voices of the participants as well as the other two leaders in the
team because they were also users of the SACs in their universities and knew the joy of
having an event or talking in the English language. Having their voices made the direction of

the event concrete: We decided to aim for a meaningful event that would give participants a
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chance to feel connected during the COVID situation and share their thoughts on cultures,

learning tips, and how to make SALCs more welcoming and attractive for users.

The Forum

On that day of the forum, we all came prepared thanks to the survey and meetings.
First of all, Jackson Lee, who is a teacher from Toyo University, gave a presentation and
taught us how language can be acquired without studying: for example, playing video games
and board games with friends in English, and joining English communities in school or
online. Participants listened attentively to his presentation, thinking about how easily
language can be acquired through their everyday activities and games. It is great to have ways
to make language learning fun, and it will encourage students when they feel unmotivated.

After Jackson’s talk, the student forum organized by the facilitators started with
everyone giving a self-introduction. There were 14 students, including us three facilitators. I
was the MC, and Itsuki helped to manage the breakout rooms. Each of the three of us was a
facilitator of the discussion in a breakout room, and we asked the students in our breakout
room what their opinions were. We had done a rehearsal before the event, so we all felt
ready, and there was more of a feeling of excitement than nervousness among us. It was great
to meet with participants from six universities.

Divided into breakout rooms, we all talked about our experiences in other cultures or
countries in small groups for 10 minutes. After the discussion, we went back to the main
room and shared what had been talked about in the group. It seemed that when it comes to
food, we had all had a cultural shock. One student shared his experience at a restaurant in
Australia saying the meat came in a huge piece and it was hard to chew. It seems that dishes
in other cultures also use different kinds of spices and that makes the taste memorable. I had
assumed there would be silence or moments when no one spoke, but it turned out everyone in
the group wanted to talk more. I even struggled finishing the conversation in 10-15 minutes
each time. In the next breakout room, we talked about our current situation in online classes
and problems during the pandemic. Despite the online situation under the pandemic, students
shared the silver linings of their situations with each other: joining more online sessions to
meet new people and brushing up English skills for exams. We came to the conclusion that it
is important to focus on what we can control, such as working on English skills and studying
online.

The discussion reached one of the highest points in the final session, when we were

talking about what we want to do at our SACs/SALCs in the future. One student shared a
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great way to advertise and attract many participants for events at SACs, which is a system
called “stamp rally”, giving students who joined one event one stamp and giving rewards like
snacks or messages to people who collected 10 stamps. It was a creative way that worked
well and attracted many participants. We hope we can try this system next semester. We
engaged in a lively conversation about this and agreed we cannot wait to have events and

workshops in our SAC/SALC in person.

Reflection on the Forum

We asked participants to answer a feedback form after the forum, and 80% of
respondents said that they felt satisfied with the discussions during the event. The rest said
they wanted to talk more during the event. Since participants were in different grades and
their interests were varied, it was not easy to organize contents that made everyone satisfied
within the limited time; however, during the event, we were able to experience joy in talking
to each other and feel connected through our passion for language learning and helping other
students to acquire English. Knowing that there are students who are passionate about their
community’s development, I hope future forums or events will lead to more conversations
about improving the services in each SAC and more interactions with students from other
universities that will eventually lead to a greater growth in the language learning community
in Japan.

As a facilitator for the event, I joined from the preparation phase. In order to keep in
step with the team, deciding on a theme for the event worked well. Although we were not
able to meet in person this time, we did not get lost regarding the direction of the forum and
could focus on working on the event-planning because the theme was clear. When it comes to
the facilitation, time management is key. Since everyone has opinions to share and wants to
talk more, it is better to finish the introduction briefly and get straight to the point. I again
realized that as with anything, preparation and rehearsal not only make me feel prepared and
relaxed but also make the quality of content better. I was able to share this realization with
the other two facilitators in the reflection session after the forum, and we all agreed that this
is our lesson which will be helpful for any kind of tasks, including holding events, in the
future. I feel grateful to everyone who took part in this forum, and I hope future forums will

also be held successfully.
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Advising in Language Learning and Its Application to Classroom Teaching
JASAL x Kyoto JALT Joint Event

Saturday, July 10, 2021 — 10:00am to 1:00pm (On Zoom)

Advising in Language Learning (ALL) is a growing field in language education that
focuses on supporting language learners to become autonomous learners (Benson, 2011;
Mozzon-McPherson & Vismans, 2001; Mynard & Carson, 2012). In this joint event by JALT
Kyoto and the Japan Association for Self-Access Learning (JASAL), participants will get a
taster of what advising in language learning is and how it can be used in everyday
interactions with learners in and outside of the classroom.

In Part 1, “What is advising? Why advising?’, Curtis Edlin will briefly cover
autonomy and its importance in well-being, performance, learning, and motivation, especially
as they pertain to education and language development. How this underpins and informs
advising will be discussed, and then how this might be reflected in actual practice will be
further detailed.

In Part 2, ‘Advising skills and tools’, Yuri Imamura will introduce basic advising
skills as well as tools to help learners reflect on their experiences deeply. Some concrete
examples of how learners can discover themselves through one-to-one advising sessions will
also be demonstrated.

In Part 3, ‘Advising concepts in classroom activities’, Hisako will talk about the
ways in which concepts of advising can be implemented in classrooms and introduce
activities that teachers can try in their classrooms. She will share her experiences with the
activities and the roles of peers and teachers in facilitating the development of learner

autonomy. Participants will also have a chance to try one of the activities.

Presenter Bios
Curtis Edlin is an English lecturer at Chiba University, where he can be found in
English house, their Self-Access Center (SAC). He has six years of experience as a learning
advisor and currently helps teach the Research Institute for Learner Autonomy Education
(RILAE) advisor education courses. His research interests are in topics surrounding

autonomy, motivation, performance, well-being, and holism.
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Yuri Imamura is a senior learning advisor in the Self-Access Learning Center at
Kanda University of International Studies in Japan. She completed her MA in TEFL at the
University of Birmingham, UK. Her research interests are learner motivation,
translanguaging in language learning, and language learning spaces.

Hisako Yamashita is an associate professor at Kobe Shoin Women’s University and
is the former president of the Japan Association for Self-Access Learning (JASAL). She has
worked in four different self-access centers and has conducted over 4,300 advising sessions.
She is also active in developing classroom activities which apply concepts of advising. Some
of her activities are published in TESOL Press publications (2015, 2019), and she is the co-
author (with Satoko Kato) of a forthcoming book on teachers’ guide on developing

autonomous learners through advising and class activities in junior/high school settings.

Registration
This event is free of charge for both members and non-members. Registration is
required to attend the event. Fill in this Google Form, and you will receive the Zoom link a

few days before the event: http://tinyurl.com/kyotoandjasaljuly
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Call for Presentations: JASAL2021 National Conference

Saturday, October 23rd, 2021 (Online event)

JASAL will hold its national conference online again this year, on Saturday, October
23rd, 2021. Join us for a fun and informative day, catch up with self-access colleagues, and
make some new connections!

We are currently accepting proposals on the conference theme and other SALL-

related topics. Proposals about research and practical innovations are both welcome.
Conference Theme: Learning Space Design and Usage in Self-Access Language Learning
Plenary Speaker: John Augeri (ile-de-France Digital University, Paris)

Deadline for submissions: Aug 6th, 2021

See this link for more details and proposal submission: https://jasalorg.com/jasal2021-

national-conference/
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