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Thank you for taking the time out of your busy schedules to check out Issue 5(1) of
the JASAL Journal! We are confident that the articles featured in this issue will offer valuable

insights into the ever-evolving world of self-access!

Self-access language centers (SALCs) are dynamic, student-centered spaces that
provide learners with opportunities to practice language skills, engage in cultural exchange,
and develop autonomy across their learning journeys. However, the diverse and complex roles
of SALC:s also necessitate ongoing research to ensure their effectiveness and adaptability to
student needs. This issue of JASAL Journal brings together four articles that explore various
aspects of SALCs, including student language practices, multilingual and multicultural event
facilitation, tailored graduate student support, and the evolving roles of advisors. Together,
these articles provide valuable insights into how SALCs can better meet the needs of both

learners and educators.

We are grateful to all the reviewers and contributors who made it possible to publish this

1SSue.

ARKEOHRZEZFRIZL T IS o7z, FMEEHSE . ToMhy vy —F ViEE 2D
HETDH2IZ, BiLaHR L EiIFET,

To kick off the issue, Bethan Kushida and Jo Mynard share a research paper that

delves into the practical realities of promoting English usage in a SALC at a Japanese
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university. Kushida and Mynard outline a large-scale project guided by self-determination
theory, in which a research team comprising 20 teachers and advisors conducted 141
structured interviews to understand students’ attitudes and practices concerning the center's
English-only policy. While the majority of students acknowledged and approved of the
policy, the team’s findings revealed a discrepancy between stated attitudes and practice: many
participants frequently used Japanese in English-only areas. Despite this, students expressed
satisfaction with their English usage levels, suggesting a need for nuanced approaches to
policy implementation. Importantly, the study highlights the benefits of fostering
collaboration among educators and advisors, underscoring how interdepartmental teamwork

contributes to creating more engaging and supportive environments for language practice.

The second article is a discussion of practice by Yoko Sei, Maya Abe, and Tingyu
Sun that shifts focus to multilingual and multicultural engagement within SALCs, specifically
examining the experiences of student staff who organize events in a diverse linguistic and
cultural setting. Interviews with these graduate student staff highlight the challenges and
learning opportunities inherent in facilitating such events. Sei, Abe, and Sun show how by
collaborating with colleagues from varied cultural and linguistic backgrounds, the student
staff developed not only event management skills but also deeper awareness of their own
cultural perspectives and multilingualism. This experience enriched their understanding of
multiculturalism and enhanced their teaching and research competencies. The experiences
detailed in this fascinating article suggest that incorporating multilingual and multicultural
dimensions into SALC activities can significantly contribute to both personal and professional

growth for staff, while fostering an inclusive learning environment for all participants.

Graduate students, particularly in technical disciplines, often require specialized
language support to effectively disseminate their research. Catherine Cheetham explores
how the SALC at Tokai University addressed this need by designing supplementary resources
for its mandatory Technical English course. Recognizing the limitations of traditional SALCs
for graduate learners, Cheetham developed online resources, workshops, and support groups
tailored to the unique requirements of engineering students. These initiatives aim to bridge the
gap between classroom learning and real-world academic participation, enabling students to
confidently present and publish their research. By sharing the process of creating and
managing these resources, Cheetham provides a valuable model for institutions seeking to

provide targeted support for advanced learners.
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As the first ever contribution to our brand-new Reflective Article section of JASAL
Journal, Michael Andrew Kuziw provides a reflective narrative based on his journey as a
novice SALC advisor simultaneously serving as a formal classroom teacher. This dual role
presented challenges, as the advising process required a personalized, student-centered
approach distinct from the structured dynamics of classroom teaching. Kuziw examines the
contrasts between these roles and shares how adopting advising techniques, such as purpose-
driven language learning advising, helped navigate these challenges. This nuanced, personal
reflection highlights the importance of adaptability and reflection in reconciling the differing
demands of teaching and advising. By sharing his journey, Kuziw offers practical guidance
for educators transitioning between these roles, emphasizing the potential for professional

growth through such experiences.

We hope that the articles in this issue will resonate with you all as much as they did
with us and we, along with the entire JASAL Journal team, wish all of our members and

readers a wonderful winter break and a happy and healthy 2025!
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Abstract

In this paper, we give an overview of the purpose and methods used to conduct a large-scale,
collective project to investigate English usage in a university self-access language center in
Japan. Guided by self-determination theory, and building on previous studies conducted
between 2017 and 2020, the project aims to understand students’ attitudes and practices when
using the center, as well as their opinions on the center’s language policy. A cross-
departmental research team comprising 20 teachers and learning advisors conducted 141
short, structured interviews over two weeks. Initial analysis of the data shows that while the
vast majority of the participants are aware of the language policy and approve of it in
principle, a significant number of students are using Japanese for most of their conversations
in English-only areas. Nevertheless, a considerable number of participants reported being
very or somewhat satisfied with the amount of English they are using in the center. In
addition to providing data that will help us to create a more engaging and supportive
environment for English language practice, this project also fostered interdepartmental
collaboration among colleagues.

ABETIE, BRIZHIREZDEILIT IV CREE R A—IH T HEEBFEAKRRE
REITHIRBELERA IO L) FEERT IEMEFEIZODVTHEET S, BS
IR TE B M (Self-determination theory)[CEMAL, 2017 M5 2020 FITHhITTER S
ERITMEZHREZ. K70 ) ME, 2EPE U4 —%F AT E0OEEPE
B, gt 2—0DEBERO—IINTHERZEETIHILEHMELTLS,
Q0 ANDHEBES—UTT RNA =573 5 F2ERERARAEF — LA, 2:ERM
[ChHf=>T 141 HOEFEDEBELS VI EL—ZFE R Lz, T—2OWEASITIC
&bE. SMEBEORZEMNERZR) O—2RHELTHY. ERNICETNEZEEMIC
IRATWS—AT. MEYDHDEELNKEDHDI) 7 TORFEDKF F*HAREE
TIT2TWS I bbb ofz, ElFVWR. SMEOKRKFF., Eo2—ATHEALT
WAREBEDEICFEISHREFLFTPOHEELTWSERELTWS, Z0TAYxT
9 FTCIRET ST —FIE. ZEICEBEZHETIOIRBELREDOCY & BIZEER
RAZBLTOIBRALGEBEY—ERDRELZRHTHIEELGHMBLL S, 2. K
JO2 1) MIBEROEREFHLBRBHREEEL .

Keywords: self-access, language policy, English language use, cross-departmental research

JASAL Journal Vol. 5, No. 2, December 2024 5



Investigating Language Use in a SALC

Providing appropriate self-access center (SALC) support systems for language
learners is an ongoing endeavor. In order to stay current and relevant, it is important to
evaluate our practices and policies regularly. As part of the evaluation process, gathering—and
acting upon—student input is a priority. In this paper, we describe a large-scale research
project that interviewed 141 SALC users about their use of English in the SALC and their
views on the current language policy. The purpose of the research is to examine our policies
and services regarding English language use and explore how we could further support
students’ efforts to use English outside the classroom. The research took place in a large
SALC in a university in Japan. Since the current iteration of the SALC opened in 2017, the
language policy has been that students can use multiple languages (either their first language
(L1) or target languages) on the first floor but should use English only on the second floor.
Following a perceived decline in the level of English usage in the SALC since the
coronavirus pandemic, this project aims to better understand the practices, opinions, and
needs of current SALC users.

This paper outlines the context and rationale for the study and details the procedure
for the interviews, including the coordination of a large group of co-researchers. While the
full analysis of data was still in progress at the time of writing, this paper discusses initial
findings regarding students’ patterns of SALC usage, their levels of satisfaction with the
amount of English they are using, and general opinions about the language policy. This
project has provided data that will be used to inform future decisions about how to update our
policies and support systems to meet student needs better while also serving as an opportunity

to build cross-departmental relationships.

Context

Kanda University of International Studies (KUIS) is a four-year, private university
located in Japan. All students in the university take English language classes, with just under
a third of students majoring in another foreign language in addition to English. The SALC
provides a variety of resources, spaces and services to foster pro-social and autonomous
language learning and to empower students to take ownership of their learning. The SALC
team includes 13 learning advisors, 10 full- and part-time non-teaching staff, as well as
around 35 student staff. The SALC offers various structured opportunities for students to
practice English, such as appointments with teachers, language exchange with international
students, and a program of workshops, events and communities, as well as a lounge area for

casual conversation with teachers, international students, and other students.
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English language instruction at the university is provided by the 60-plus lecturers in
the English Language Institute (ELI). While the SALC and the ELI are institutionally
separate bodies, there exists much cooperation and collaboration between the two, both at a
management level and between learning advisors and teachers. ELI lecturers do three hours
of “duty” a week in the SALC, either conducting appointments for speaking practice and
writing advice or chatting to students in the English lounge. Each ELI lecturer works with an
assigned learning advisor who visits their classes, encourages the use of SALC services,
works with the teacher to help students develop their ability to reflect on their learning, and
builds relationships with students. Learning advisors and ELI lecturers also regularly work
together on various small- and large-group research projects, leading to joint follow-up
initiatives and classroom interventions. The project discussed in this paper is one such
collaborative project, coordinated by the authors, one of whom is the director of the SALC,
and the other who is a member of the ELI management team.

The SALC at KUIS is now in its third iteration, having moved to a two-floor,
purpose-built building in 2017. The move to a new location provided an opportunity to revisit
the language policy of the SALC, which until then had been English-only. Following
consultation with students (Imamura, 2018), it was decided to keep the second floor as an
English-only area, but to allow any language, including Japanese, to be spoken on the first
floor, in line with its mission to be a “diverse and multilingual environment”, “an
international community” and to provide a more welcoming space for students studying
languages other than English (Mynard et al., 2022). In the previous SALC/lounge, the
English-only policy was mostly well-adhered to (Gillies, 2010; Rose & Elliott, 2010), and
following the move to the new building, a community of regular lounge users continued the
practice of talking to each other in English (Mynard et al., 2020). However, in the much
larger space of the new second floor, the use of Japanese among students increased. Then in
2020, the coronavirus pandemic led to the closure of campus for a year. When students
returned partially to campus in 2021, strict social distancing measures meant that social use
of any language in the SALC was difficult. By the time all distancing measures were
removed in 2023, there were few remaining students who remembered the SALC as an
English-only space, and Japanese had become the main language spoken on the second floor,

other than when talking to teachers or international students.

Background
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The purpose of this project is to gather student input on their use of English in the
SALC and their views on the current language policy. We want to use the findings to
examine our policies and services regarding English language use and explore how we could
further support students’ efforts to use English outside the classroom.

This is not the first time we have coordinated language-use-related research in the
SALC. From 2017 to 2020, we conducted several collaborative research projects to
investigate language use in the SALC (Asta & Mynard, 2018; Mynard & Shelton-Strong,
2020a, 2020b; Yarwood, Lorentzen, et al., 2019). These projects resulted in a greater
understanding of our students, and we were able to update some of our support systems based
on the findings. However, much has changed since we conducted these studies. Generational
shifts, a global pandemic, technology norms, and other factors mean that we need to examine
how we are meeting the changing needs of our students once again as an ongoing process.

The present project semi-replicated a 2018 interview study. By examining interview
data, along with responses from our annual student survey, we hope to glean some valuable
information that will help us to examine and update our support systems for using English
and our policies where needed. The results are likely to inspire some follow-up action

research projects as well.

Literature Review

Definition of Self-Access

A basic definition of a self-access language center is that it is a space or facility designed to
support the development of language learner autonomy and language use. Over the years, the
functions of SALCs have incorporated more features. From their humble beginnings as
simple resource centers to supplement classroom-based language instruction in the 1970s
(Holec, 2000; Mynard, 2023), they are now considered to be complex dynamic systems
(Murray, 2018; Mynard, 2023; Thornton, 2020) that support the whole person and help
language learners to thrive and grow as part of an enriching community. The mission
statement for the SALC stresses the importance of a supportive, inclusive and diverse
environment that aims to facilitate prosocial and lifelong autonomous language learning (see

Mynard et al., 2022).

Evaluating Self-Access
Evaluating a SALC requires a comprehensive approach due to its multifaceted nature.

Evaluation should include both quantitative and qualitative measures, incorporating learner

JASAL Journal Vol. 5, No. 2, December 2024 8



Investigating Language Use in a SALC

feedback, usage statistics, and observational data (Thornton.2016). It is crucial to consider the
specific objectives of the SALC, such as promoting learner autonomy, providing diverse
resources, and supporting the use of the target language (Morrison, 2005). The evaluation
should also ensure that users’ needs are being met and that both efficiency—whether
resources are being used optimally—and effectiveness—whether learning is taking place—
are included. Additionally, the evaluation should account for the contextual factors of the
SALC, including cultural and institutional influences. The present study is a vital part of the
ongoing evaluation of the SALC at our institution (Mynard, 2016). In particular, it
investigates whether learners’ needs are being met in terms of their language development

through appropriate opportunities to use English outside of class.

Theoretical framework

Self-determination theory (SDT) was chosen as the theoretical framework, like
several of our previous projects (Asta & Mynard, 2018, Mynard & Shelton-Strong, 2020b).
SDT was developed by Deci and Ryan (1985) and is a robust framework for the study of
human motivation and wellness. An SDT framework has become a popular one for
evaluating a SALC environment as it can take account of the multifaceted and dynamic
nature of a SALC (Mynard, 2022). Within this broad framework, there are six mini theories.
One of them is basic psychological needs (BPN) theory which enables us to investigate what
factors are needed in order to engage our learners in using English in the SALC environment.
There are three important components to achieving basic psychological needs, which are:
autonomy, relatedness, and competence. Ryan and Deci (2017) liken the basic psychological
needs to “nutrients that are essential for growth, integrity, and well-being” (p. 10). Autonomy
is self-determined decision-making and action aligning with someone’s personal goals and
philosophy. Relatedness is a sense of belonging and feeling valued, included, and cared about
by others. Finally, Competence is a feeling of mastery or effectiveness. Complementary to
basic psychological needs theory is cognitive evaluation theory, which states that a
combination of elements should be present in a learning environment to promote need
satisfaction and engagement (Jang et al., 2016; Oga-Baldwin & Hirosawa, 2022). These
elements include a sense of ownership over one’s decisions and goals (Jang et al., 2016), the
presence of autonomy-supportive interactions with teachers (Reeve & Jang, 2006), the ability
to form quality relationships (Furrer & Skinner, 2003), and availability of optimal structure
(McEown & Oga-Baldwin, 2019). All of these elements are intentionally present in the

SALC at our university through the provision of advising sessions, language consultations,
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self-directed learning support, and learning communities. However, we need to investigate
the degree to which students engage with such elements.

Before embarking on the present study, we discussed some tensions that we were
observing in our work that we hoped the new research project could help us to illuminate. For
example, we supported the notion that learners should be able to make self-endorsed
autonomous decisions related to their learning, including whether to use the SALC at all,
what to do in the SALC, and which languages to use. However, we know from experience
and previous surveys that many users appreciate the English-only policy as they need an
external motivator or reason to use the target language. In addition, as SALC use is optional
(BPN support for autonomy), this, unfortunately, means that many students who could clearly
benefit from using the services, attending the many community events, and using SALC
resources choose not to use them, and their language development is thus disadvantaged
(BPN thwarted: competence). Despite previous in-house research indicating that students
valued opportunities to use English and, in theory, supported the current policy (Imamura,
2018), in practice, on the surface, relatively few students actually make sufficient efforts to
use English on the second floor.

Previous research discovered that despite students expressing the desire to use more
English (Imamura, 2018), there seem to be many barriers to doing so (Mynard & Shelton-
Strong, 2020b), ranging from practical, psychological, social, and cultural reasons (Mynard &
Shelton-Strong, 2020a). It is disappointing for staff and students that, despite the generally
autonomy-supportive environment (Mynard & Shelton-Strong, 2020b), resources, and
support systems, so few students appeared to use English on the second floor. We wondered
if we could achieve a balance of respecting student choice of language use while also creating
an expectation that students will feel motivation, agentic engagement (Reeve, 2022), and

confidence to try to use English on the second floor rather than default to Japanese.

Research Aims
The purpose of the research is to understand SALC users’ language practices and
views of the English language policy in the SALC. We generated four research questions to
allow us to focus on language policy and use.
1. How much English do participants use in the SALC?
2. How satisfied are participants with their use of English?
3. What is their awareness of the current language policy?

4. What are their views on the language policy?
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In addition to shedding light on a potentially complicated SALC policy issue, we
wanted to involve interested colleagues in the process of collecting this data and give them
the opportunity to talk to students and gather first-hand insights. It would also mean that a
large number of colleagues would have ‘buy-in’ and, in our experience, be motivated to get
involved in follow-up intervention studies. Furthermore, junior colleagues welcomed the
opportunity to collaborate on a research project, which gave them training in research
methods and opportunities for career growth. Involving colleagues in collaborative projects

demonstrates how the SALC supports the BPNs of teachers as well as students.

Methods

Instrument

The idea of investigating students’ attitudes to language use and language policy was
first mooted for inclusion in the annual SALC feedback survey, but after a discussion with
colleagues, we decided that short, structured interviews would allow us to target a more
representative sample of SALC users and allow their voices to be heard more clearly.

Short, structured interviews have a variety of advantages in this situation (Winwood,
2019): They allow the researchers to gather important insights without placing too much of a
burden on either students or interviewers, can reduce bias, and are a chance for students to
share their experiences and opinions. The use of English as the medium of the interviews
provides an opportunity for students to use English for an authentic purpose, giving the
students an enjoyable and motivating experience. Furthermore, the process of considering
their responses prompts students to reflect more deeply on their own English language use,
perhaps leading to changes in attitude or practice.

This format was used successfully in a previous research project in the SALC, which
investigated the extent to which the SALC provides an autonomy-supportive learning
environment that meets students’ basic psychological needs regarding using English (Asta &
Mynard, 2018). The previous project formed the basis of the current one as a semi-replica
study. The interview questions for this project (see Appendix) were guided by the advice
offered by Seidman (2013) and were adapted from those used in the 2018 project, with some
changes that narrowed the focus to concentrate on students’ attitudes toward language use
and policy. In order to interpret the data more effectively, we included some questions related

to students’ demographic information, their reasons for studying English, their frequency of
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SALC usage, and what they do there. This was followed by questions about their amount of
English usage in the SALC and their satisfaction therewith, their understanding and opinions
of the language policy, and their ideas for ways to help students use more English in the
SALC. The repetition of some questions from the previous study will allow for a comparative
analysis to see what, if anything, has changed over the last six years.

We compiled the questions into a Google Form for interviewers to use to record
students’ responses. After piloting the questions with six students, we adjusted the wording of

questions and instructions and set a two-week period for interviews.

Research Team

We recruited research team members through an email invitation sent to all learning
advisors and ELI lecturers, as well as a number of faculty members from other departments
who have offices in the same building as the SALC. Opening the call for interest to as many
researchers as possible not only increased the potential for more people to be closely involved
and invested in the work of the SALC, but also meant that more students could be
interviewed, and more student voices could be heard, without placing an undue time burden
on each researcher.

The call for interest highlighted the opportunity for collaboration on our mutual goal
of understanding and supporting our students better, as well as the potential personal benefits
of having the experience of working on a research project. Colleagues were invited to be
involved in as much or as little of the project as they were interested in, whether interviewing,
analyzing data, presenting and publishing results, or working on follow-up initiatives and
interventions. In total, eight learning advisors, 10 ELI lecturers, and two members of other
departments joined the team.

While the large number of interviewers was greatly welcomed, it also increased the
possibility of inconsistencies in methods. To mitigate this, we provided colleagues with an
update of the 2018 guidelines document, which gave them policies, tips on conducting the
interviews, and suggestions for what to say or do in certain situations. The Google Form
questionnaire also contained reminders of important points for interviewers to remember.

To ensure that all participants understood the guidelines, we held lunchtime briefing
sessions. The sessions covered the rationale for the project, the theoretical framework,
findings from previous research, and guidelines and tips for interviewing (Seidman, 2013).
To further support and encourage the team, we collected feedback from interviewers during

the first week of interviewing regarding problems they encountered or additional tips they
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had for interviewing and relayed these to the team in a status update bulletin, ready for the

second week of interviewing.

Participants

The participants were all SALC users present during the two-week interview period.
We invited interviewers to try to interview five students each, but many were able to
interview more than this, with the largest number of interviews conducted by one interviewer
being 29. In total, 141 interviews were conducted. To ensure improved random sampling of
different types of SALC users, we asked interviewers to approach students on both the first
and second floors, as well as those sitting alone and those sitting with others. The location
and group size of each participant were noted on the Google Form, and these numbers were
monitored during the two-week period to ensure an overall balance was being met. In a
change to the 2018 study, we asked interviewers to approach international students as well as
home students since the international students’ understanding of and attitudes towards the
language policy have a substantial influence on what languages are being spoken in the
SALC. In order to ensure that participants were taking part voluntarily and to avoid any
undue influence on their responses, interviewers were asked not to approach their own
students or advisees. Table 1 below shows the breakdown of the participants by year of study

and by department.

Table 1
Year and Department of Participants (N = 141)

Department Year

Ist 2nd 3rd 4th+ Int’l TOTAL

Asian Languages 7 3 1 2 0 13
English 11 21 13 8 0 53
Global Liberal Arts 3 2 0 2 0 7

International Communication 15 12 10 6 0 43
Spanish and Portuguese 7 2 2 1 0 12
International Students 0 0 0 0 11 11
Other 1 0 0 0 1 2

TOTAL 44 40 26 19 12 141
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Interview Procedure

The interviews took place during a two-week period in July 2024 within the opening
hours of the SALC. Interviewers approached potential participants, asked if they would be
interested, and checked to make sure that they had not already been interviewed. When the
students were in groups, only one student from the group was interviewed. After giving the
participant a consent statement to read and agree to, the interviewer read out the questions to
the participant and wrote down their answers as close to verbatim as possible. In line with the
language policy of the SALC and the center’s aim to provide opportunities for authentic
language use, the interview was conducted in English, and when the participants struggled
and used Japanese, the interviewer encouraged them to rephrase in English and helped them
with accurate translation. Interviewers could either write directly into the Google Form using
their iPad or laptop or take notes by hand and then transcribe the responses into the Google
Form after the interview. Interviewers were advised to leave 20 minutes for each interview.
The average interview time was 14 minutes, the shortest was 10 minutes, and the longest was

30 minutes.

Preliminary Findings
At the time of writing this progress report, a full analysis of the interview data is yet
to begin, so our research questions regarding the students’ attitude to language policy will be
addressed more fully in future publications. However, the initial analysis of the data reveals a
picture of the current situation regarding students’ language use in the SALC and their

satisfaction with it.

What Do Users Do in the SALC?

This project was targeted at students who were already inside the SALC, so it is
unsurprising that most of the participants are reasonably regular users of the center. All but
three of the 141 participants responded that they use the SALC at least once a week, and 71
students (50.4% of participants) stated that they use the SALC every day. Figure 1 below
shows the frequency of the participants’ use of the SALC (any floor), as well as their usage of

each particular floor.

Figure 1
How Often Participants Currently Use the SALC (N = 141)
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1-2 days a week
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month

Frequency of use
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less

Never

0 20 40 60 80

Number of respondents

With regards to how the participants spend their time in the SALC, the most common
activity is studying, either working on class-related tasks or studying independently (see
Figure 2). This is followed by communicating with other students in Japanese, English, or
other languages and eating, relaxing, and playing games. A somewhat lower number of
students take advantage of the services specifically offered by the SALC, such as meeting
with learning advisors, teachers, and language practice partners, attending SALC events,
communities, and workshops, and borrowing materials. In total, 112 participants (79.4%)
responded that they do one or more activities that involve speaking English. The remaining
29 students (20.6%) use only Japanese or other languages for all of their activities in the

SALC.

Figure 2
What Participants Do in the SALC (N = 141; multiple answers allowed)
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= 1st Floor =2nd Floor

Do homework/projects for class
alone

friends 56

Watch movies/dramas/TV/ etc. = 2 14
Comunicate with other students in 50
English 64

Communicate with other students in
Japanese 57

Communicate with other students in 19
other languages 12

Attend SALC events, communities 21
and workshops 6
Meet learning advisors, teachers, and 30
appointment) N
Chat with learning advisors, teachers 31
AL ol S s
conversation)

Work / volunteer in the SALC =(, 8

Module-related work

Activity

)
34

e =&
I 16
0

Borrow materials

Other . 5

3

Number of respondents

How Much English Are Students Using?

Figure 3 shows the percentage of time that participants reported using English on

average when they are on each floor of the SALC. As the first floor has a multilingual policy,

it is perhaps to be expected that few students use English for all or even many of their
interactions. However, the data for the second floor shows that only a very small number of

students are fully abiding by the English-only policy, and 61 students (43.3%) use Japanese

for the majority of their conversations.

Figure 3
Percentage of Time Participants Use English in the SALC on Average (N = 141)
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How Satisfied Are Students With Their Own English Use?

Despite the figures showing a large amount of Japanese/other language usage,
approximately two-thirds of participants are somewhat or very satisfied with the amount of
English they use in the SALC (see Figure 4). This data includes the responses of the 11
international students, five of whom are currently learning English, and all of whom stated

that they were somewhat or very satisfied.

Figure 4
Participants’ Level of Satisfaction With the Amount of English They Use in the SALC
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Comparing the satisfaction data with the percentage of time students reported using
English in the SALC (see Figures 5 and 6), there is a somewhat unclear trend that a higher
percentage of time using English correlates with greater satisfaction with the amount of
English used. Nevertheless, there are some participants who use very little English but still

report a high level of satisfaction with their usage.

Figure 5
Satisfaction of English Usage According to Time Spent Using English (n=141) (First Floor)
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Figure 6
Satisfaction of English Usage According to Time Spent Using English (n=141) (Second
Floor)
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Are Students Aware of the Language Policy?

In response to the question, “Did you know that there is a language policy on the
second floor”, 87.9% of participants responded, “Yes, [ know”, and only 12.1% responded,
“No, I didn’t know”. For the vast majority of the participants, lack of awareness of the policy
is not an issue, meaning that there are other factors in play which prevent the use of English

and/or encourage the use of Japanese on the second floor.

Do Students Approve of the Language Policy?

When asked for their opinions of the language policy, 126 participants (89.4%) gave
responses that showed approval of a language policy, at least in theory, 13 participants
(9.2%) were against having a language policy, and two participants (1.4%) were unsure or
gave unclear answers, which is consistent with previous studies at our institution (Davies,
2017; Imamura, 2018). Among the students who think a language policy is a good idea, there
were, however, many who commented that the policy is difficult to implement in practice.
There was also a great deal of variation in participants’ views on which areas of the SALC

the policy should be limited to, how much and in what situations the use of Japanese or other

JASAL Journal Vol. 5, No. 2, December 2024 19



Investigating Language Use in a SALC

languages should be allowed, and how strictly the policy should be enforced. Some
participants gave contradictory responses over the course of their interview, which is
reflective of the complexity of this issue. The next step of this project is to analyze the

responses in more depth to better understand the variety of views on the topic.

Discussion

The initial analysis of the survey results has given us a clearer understanding of SALC
users’ current patterns of language use. While nearly four-fifths of participants do activities in
the SALC that involve speaking English, just over a fifth only take part in activities in
Japanese or other languages. For a sizable number of students, the SALC is just a convenient
and comfortable place to study, spend time with friends, and relax, and such students never or
rarely take advantage of any of the services or facilities on offer that distinguish the SALC
from any other lounge or study space.

As regards the English-only language policy on the second floor, the responses show
that very few students are complying by using English for most or all of the time they spend
there, even though the vast majority of students are aware of the policy and think that having
a language policy is a good idea. Furthermore, despite levels of English usage being lower
than expected or hoped for by staff, two-thirds of the participants are still somewhat or very
satisfied with the amount of English they are using, meaning that they either gain a sense of
satisfaction from being able to use any English, however small the amount, or that they do
not consider English practice in the SALC to be something that is particularly necessary or
desirable for them.

With this clearer understanding of our context, the next step is now to analyze the
interview data in more depth to more fully understand students’ reasons for using or not using
English, their attitudes towards the language policy, and their suggestions for ways in which
they can be better supported to use English in the SALC. A comparative analysis will also be
done with the data from the 2018 project to see if and how our context is changing. Based on
the findings, we expect to make decisions about any possible revisions to the language policy
itself or to the way it is implemented, to make adjustments to systems, services, and the
physical environment of the SALC, and to conduct interventions and follow-up projects in
both the SALC and the classroom.

Looking at this from a positive point of view, it should be celebrated that so many
students have chosen to enter the SALC and spend time there, even if they are not yet

engaging with any of the facilities or services that could better support them in becoming
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more effective, autonomous language learners. Getting students to take the first step of
coming through the doors is something that many SALCs struggle with (e.g., Bibby, et al.,
2016; McCrohan, et al., 2024; Taylor, et al., 2012), whereas we already have a large “captive
audience” towards whom it is much easier to target any interventions. That is not to say,
however, that we don’t also have students who never come to the SALC for any reason, and a
further stage of this project will be to go out of the SALC onto the wider campus to find such
students and conduct similar short, structured interviews with them to understand their
opinions and needs better.

As regards the collaboration on the research project, we can already count some
successes. The show of enthusiasm from such a large number of researchers meant that we
were able to interview more students than we had hoped, and by dividing up the analysis of
the data, we will be able to carry it out more quickly and efficiently with less burden on each
researcher. Bringing in lecturers from the ELI and other departments will hopefully lead to a
greater sense of investment in the success of the SALC and support for its long-term aims.
Moreover, the personal connections made within the team will hopefully result in more in-
class collaboration between learning advisors and lecturers, further bridging the gap between

the classroom and the SALC (Curry, 2019).

Limitations

The decision to use English only as the language for the interviews suited the aims of
this project well by giving the students an opportunity for authentic language use in the
SALC, and also allowing lecturers with a low level of Japanese language ability to take part
as interviewers. However, some participants may have been able to express their opinions
more accurately and in more depth if they had had the option of L1 use.
As mentioned above, the large size of the research team required clear guidelines and training
to reduce potential inconsistencies in method. The interviews were structured with set
questions asked using set wording in a set order, meaning that all participants had broadly the
same interview experience. Nevertheless, there is still a possibility the responses given by
participants were affected by small differences in the researchers’ interview styles or their
ability to help students with translation from Japanese when necessary.

The data regarding students’ language use is self-reported rather than independently
verified, so it is possible that participants under- or over-reported how much English they use

in the SALC. For this question in particular, although for other questions as well, the power

JASAL Journal Vol. 5, No. 2, December 2024 21



Investigating Language Use in a SALC

dynamic between the participants and the researchers might have had some effect on
responses. Based on the literature (e.g., Stassen & Carmack, 2017), social desirability bias, or
the likelihood of participants answering in a particular way to appear socially responsible or
to present themselves in a favorable manner, may be a factor to consider when analysing the
data. However, the interviewers in our study created a friendly and non-judgmental
atmosphere and did not interview their own students, and it is likely that social desirability
bias in this study would be low, in line with other studies highlighted in a recent meta-

analysis exploring social desirability (Vesely & Klockner, 2020).

Conclusions

Although we are only just beginning the qualitative analysis of the data necessary to
allow us to make the desired informed decisions about language policy, this initial
exploration into the findings has highlighted several features of our SALC and our students.
The initial findings have confirmed what we informally noticed: that students are not using
English as much as anticipated when we were planning the current SALC (despite the ample
opportunities and support services), and they are seemingly satisfied with a relatively low
level of English use. Theoretically, students approve of a language policy and have a desire
for the policy to be followed, creating an English language environment. However, we need
to explore deeper to see how we—staff and students—can encourage an environment where
more students are inclined to take opportunities to communicate in English.

With around 1,000 students per day (approximately a quarter of the student body)
visiting the SALC, we manage to create an inviting environment that attracts users. However,
we may need to take a more proactive approach to re-starting the English language
environment that thrived in the previous building. However, care must be taken to continue to
offer an autonomy-supportive environment where students' BPNs are satisfied. Drawing on
lessons from research in self-determination theory, we could examine ways in which optimal
structure and a sense of community can support students in taking independent action
towards language use. We hope that the colleagues who participated as researchers in this
study will join us in launching some intervention studies as a follow-up to this project. In the
past, we have trialed initiatives such as a risk-taking passport (MacDonald & Thompson,
2019) and awareness-raising through classroom-based discussions (Yarwood, Rose-
Wainstock, & Lees, 2019) with reasonable success, but efforts need to be continuous. The
key to revitalizing the English language community in the SALC is certainly likely to be a

large-scale, joint, multi-part, and ongoing endeavor.
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Appendix

Interview Questions

Participant Background

1.
2.
3.

7.

Which year are you in at KUIS?

Which department are you in?

How often do you currently use the 1st floor of KUIS 8 (excluding classes and working
time)?

If you never or hardly ever use the st floor, can you tell us why not?

What, if anything, do you do on the 1st floor of KUIS 8?

How often do you currently use the 2nd floor of KUIS 8 (excluding classes and working
time)?

If you never or hardly ever use the 2nd floor, can you tell us why not?

8. What, if anything, do you do on the 2nd floor of KUIS 8?
Language Goals
1. Are you learning English at the moment?

2.
3.

If no, are you a native-level speaker of English?
If yes (to the question "Are you learning English"), why are you studying English? (What

are your motivations?)

English Use

1.
2.

Who, if anyone, do you enjoy speaking English with in KUIS 8?

On average, what percentage of the time do you use English on the 1st floor of KUIS 8
(excluding classes and working time)?

On average, what percentage of the time do you use English on the 2nd floor of KUIS 8

(excluding classes and working time)?

4. Are you satisfied with the amount of English you use in KUIS 8?

5. Do you face any challenges or difficulties when using English in KUIS 8? If yes, what are
they?

Language Policy

1.
2.

Did you know that there is a language policy on the 2nd floor?
If yes - What do you understand about the policy? (Can you explain the policy to me in

your own words?)
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3. Interviewer: (Actually,) the policy is that students should use English only on the second
floor. What is your opinion about the policy? (prompt if needed: Do you think we should
change it? What should the policy be?)

4. In your opinion, how strictly should the policy be enforced? (Should we force students to
use English on the 2nd floor?)

5. What, if anything, should we do to enforce it? (Should we force people to use English?

How should we do that?)

Suggestions
1. What, if anything, could we do to help students use more English on the 2nd floor?
2. What, if anything, could we do to help students use more English on the 1st floor?
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Abstract

This paper is based on interviews with student staff who organize and facilitate events
at a SALC that supports multilingual multicultural learning, and reports on how they
found it challenging and learnt from their experiences as staff. First, the paper presents
an overview of the Centre and the importance of student involvement in the
management of SALCs, the issues of the teaching assistant system for employing
graduate students, and the problems that not many Japanese SALCs deal with
multilingualism and multiculturalism. Then, we report and discuss the multilingual
multicultural events conducted at the Centre are described, and the results of interviews
with the graduate student staff involved in the operation are reported and discussed.
From the results of the interviews, it found that by cooperating with other staff members

with diverse linguistic and cultural backgrounds, in addition to event management
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skills, new learning occurred in terms of awareness of one’s own linguistic and cultural
perspectives and a deeper understanding of multilingual multiculturalism. It was also
found that the staff members with diverse linguistic and cultural backgrounds learned
from the experience of communicating and presenting in languages other than their
mother tongue, and from the ingenuity of planning and organizing events in
collaboration with other staff members with diverse linguistic and cultural backgrounds,

which led to the improvement of their research and teaching skills as graduate students.

Keywords: multilingual multicultural learning support, SALC, graduate student staff,

TA/TF
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Abstract

Tokai University’s Graduate School of Engineering requires all first-year students in the
spring semester to take a Technical English language course that builds on the various skills
for academic participation and research dissemination. However, the quantity of materials
covered in one semester is limited in scope, and some learners request reinforcement and
reassurance at various stages of their graduate studies to successfully present and publish
their laboratory research outside of the classroom. Therefore, additional support is often
needed months after the course has concluded. Although the university has a well-established
English learning commons, a self-access learning center (SALC), it is not necessarily an ideal
platform for graduate students who seek specialized assistance. This is partly because a
SALC is generally perceived by learners as a place to seek remedial support (McKinley,
2011). This paper will describe the design of online resources, workshops, and a support
group which were created for dual purposes: firstly, to supplement and expand upon the
existing curriculum to better address graduate student needs, and secondly, to increase
student academic contributions. It is hoped that by sharing how the resources were created,
coordinated, and managed, that other institutions may be inspired to establish a similar
support system.
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The need to cover an extensive amount of content over the course of a semester is not
an uncommon predicament for most language teachers. Too often teachers need to skim over
materials, cut activities, and assign an increasing number of assignments to be done outside
of class. In the case of Tokai University, many courses are being reformatted to once-a-week
classes, halving instructional time which could affect course objectives and potential learner
achievements. One way forward is to put more emphasis on autonomous learning with the
learner taking charge of their own language acquisition and the institution making essential
resources accessible via a self-access learning center (SALC). Self-access learning refers to
the tools, people, and other resources that learners can use independently to further their
education (McMurry et al., 2010). SALC enables learners to access a variety of language
support options, such as self-study materials (e.g., proficiency exam handbooks, movies,
graded readers), speaking practice, group study, meetings with instructors, workshops, and
events. Learning in a context beyond the traditional classroom may help motivate students
and create a stronger connection between in-class and out-of-class learning (Benson, 2012;
Reinders, 2012). Therefore, creating a bridge between the classroom and self-access learning
that reviews, reinforces, and expands upon class content is an ideal approach to better meet
the needs of the students.

This is especially true for learners of English for academic purposes, such as the
Technical English course in the Graduate School of Engineering at Tokai University, which
this paper centers on. This paper will explain and discuss how course materials were
repurposed as online self-access resources, extended for workshops, and used to develop an
online peer-support group. By tailoring self-access learning for the graduate students, we

hope to better support their academic aspirations.

Literature Review

There is an underlying belief that SALCs are primarily for undergraduate students,
particularly those needing remedial support (McKinley, 2011); therefore, a SALC needs to
find ways to be more inclusive for all undergraduate and even graduate students. Self-access
learning does not necessarily require a physical place to amalgamate and distribute self-study
materials. As Kashiwa’s (2021) study points out, online resources are not only more
accessible but also preferable for some self-access learners. In many ways, an online self-
access learning format can meet the needs of many language learners since the concept is to
provide students with the freedom to select the resources and tasks that best suit their

personal learning experience (McMurry et al., 2010).
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Drawing learners into a SALC to take advantage of the resources provided may
require a link between the classroom and self-access learning (Cotterall & Reinders, 2001). In
which case, resources within a SALC require curation to complement a curriculum or
targeted course, so that specific learning tasks are accomplished. Materials are a crucial
component of self-access learning and deserve particular consideration, as they can serve as
not only a valuable supplement but also a learning guide to the challenges of academia such
as academic writing and proficiency exams (Burton et al., 2024). That said, with
modifications such as proficiency-level labels, clear instructions, examples, practice
materials, answer keys, or feedback, some classroom materials can be successfully adapted
(Reinders & Lewis, 2006). However, some materials may not be appropriate because they
lack the necessary components to encourage autonomous learning, a critical factor when the
learner lacks clarity or direction for their studies or inquiry (Dominguez-Gaona et al., 2012).
Many self-access resources are either authentic, such as news articles, podcasts, or videos
that are not intended for language learning, or they are teaching/educational materials meant
for use in the classroom (Gardner & Miller, 1999). Keeping that in mind, self-access

resources are best if they are tailored to the specific needs of their users.

Context and Target Course

Tokai University’s Graduate School of Engineering requires all first-year students to
take a Technical English language course. This once-a-week class is held over 14 weeks with
300 Japanese and non-Japanese graduate students is divided into eight classes. The students
are streamed based on their language proficiency level using a mock computer-based half
TOEIC test designed by Lint Co., Ltd. specifically for Tokai University. The students’ TOEIC
equivalent scores are generated based on Item Response Theory (IRT), a two-parameter
logistic model and Maximum Likelihood Estimation (MLE) in accordance with the actual
TOEIC testing scale. Results of the mock TOEIC ranged from 255-400 (elementary
proficiency) to 785-900 (working proficiency plus).

The course objectives align with the Graduate School’s overall goal to develop the
learners’ skills to attend and present at international conferences and to ultimately increase
the number of graduate student publications in English. The first half of the semester focuses
on technical language and skill-building. Students learn technical language that they are
likely to encounter in their academic or professional life, such as technical descriptions and
data. In addition, there is a skills element concentrating on pronunciation of technical words

and academic structures. The latter half of the class is devoted to developing a poster
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presentation based on their laboratory research. The research themes vary from building
accessibility (Architecture), aerodynamic performance and rotary engines (Mechanical
Engineering), to magnetic resonance imaging (Electrical and Electron Engineering). The task
requires students to write and submit an abstract, organize and rehearse their speeches, and in
adherence to specific requirements, prepare and print posters for a mock conference using the
skills acquired earlier in the semester. In the final two days of class, students give a poster
presentation and answer questions about their research from their classmates.

There is substantial material to cover within the semester, and time constraints can
result in some material being glossed over or skipped entirely. Additionally, learning gaps
arise within the class as some students take leave to attend conferences or manage laboratory
duties. Furthermore, some graduate students are still in the early stages of their research and
are not fully ready to present. These factors may impede learning and hinder both the

institutional and student goals of disseminating in English.

Extending and Repurposing Course Materials for Self-Access Resources and
Workshops

Like all undergraduate students, the university’s graduate students need support
throughout their studies and beyond the classroom to achieve their goals. Tokai University’s
learning commons provides resources and language support primarily for undergraduate
students. It is not always conducive to graduate students’ specific or specialized needs such as
conference presentations and journal submissions. Therefore, creating separate online self-
access learning resources tailored specifically for graduate students was considered a logical
solution by the four language instructors, including the author, who initiated the idea and
recruited the other instructors to be involved. A proposal was drafted by the author and
accepted by the departments within the Graduate School to create an online format that
would be readily available and easy to access, offer advisory services from both peers and
instructors, and be augmented by regular in-person workshop sessions.
Online Resources

As the University’s Language Education Center already had a website called E-Web

(https://sites.google.com/view/tokai-e-web/home), complete with self-study materials to

complement its learning commons, it was considered an ideal space to add specific content
for the graduate students. By using the same domain, it was easy for the instructors to set up
and incorporate resources. In doing so, the graduate students could access both general

resources and those expressly geared toward them on the graduate webpage within E-Web.
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Currently, the resource materials on the graduate webpage include guides on abstract and
research-orientated writing, presentation delivery and format tips, information on referencing
and citations, as well as how to label and use infographics. The guides were created by the
instructors through a blending of educational, course, and online materials.

Figure 1

Graduate Webpage within Tokai University's Language Education Center’s E-Web

BB 1okai University LEC English Lang... S 1okai University LEC English Lang.

‘Workshops & Consultations

demic Writing &
English Support
Abstracts
’ Workshops Workshops for Graduate
iz ®¥For Graduate Students
- - Students Writing an Abstract ke
= Workshop 03
Presenter: Catherine Cheetham 202) Fall 2024
Date: Thursday October 17
Time: 17:30-1900 Toums Code Presentations
‘Workshop 3: Pronunciation
Workshop 04, sen ne Chetham TEN TIPS
‘Topic: Poster Presentations for - Date: Thursday October 17 sh
Engineering & Science Time: 1730 ~ 1900 FOR A TERRIFIC PRESENTATIO!
" presenter: Mark Shrosbree. > Place: AGORA 19 (19-202) Building 19, 2* Floor
Date: Thursday November 21 . \
{[paizioo - 19:%0, 4 Presenter. Mark Shrosbree

Date: Thursday November 21
Time: 1730 - 1900
Place: AGORA 19 (19-202) Building 19, 2+ Floor

Workshop 05
Tooic: Summarizine & Parachrasing

For the Technical English classes, all course materials were created-in-house by the
four instructors involved. Using simplified English has made the materials comprehensible to
Japanese/non-Japanese learners. They remain an ideal source of information, and with some
adaptations, instructors have repurposed the materials for the self-access site (Appendix A).
For example, an in-class lesson on abstract writing was converted to self-access by
rephrasing instructional language, adding a glossary of terms, providing a step-by-step
writing process guide, and creating additional abstract examples. Classroom tasks that were
irrelevant for self-access purposes, such as group- and pair-work activities were omitted. In
addition, selected links to helpful external online sources, such as YouTube videos and
learning apps related to the adapted course materials, were included to provide further
support.

Workshops

Each month during the semester, one of the four language instructors takes a turn
leading one workshop for graduate students. The workshops generally focus on themes
covered in the Technical English course, allowing instructors to emphasize and expand upon
relevant topics. Themes include posters, presentations, pronunciation, referencing and
citation, and paraphrasing/summarizing. Although the classroom instructor makes
announcements and the Graduate School advertises the workshops (Appendix B), attendance

is entirely voluntary. Attendance numbers ideally range from 10 to 15 students per session.
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So, how do these workshops differ from classroom instruction? Although the
workshops center on course themes, they are also designed to familiarize the learners with
various learning resources and how to use them. For example, the author gave a workshop on
presentations included information and a demonstration on using the PowerPoint speaker
coach feature, which can help students practice and refine their presentation skills
independently by providing feedback on items like pacing, pitch, use of filler words, and
delivery.

Peer Support

As a way to maintain and create a community among the graduate students, an online
English Support Group in Microsoft Teams was created by the instructors. The support group
is open to all students and faculty members. Currently, the group has 28 users with four
instructors as administrators. By joining this group, students gain access to current and
archived workshop materials such as PowerPoint slides and handouts, that are not available
on the graduate webpage. However, the main purpose of the English Support Group is for
members to pose questions or seek advice from fellow graduate students and/or Engineering
and English instructors in the group chat. It is also an opportunity for students of the
Technical English course to stay connected after completion of the course.

Figure 2
English Support Group User Requesting Support

< Allteams @ General Posts Files E-Web Academic Wri ® (u ] ED

5

Asking for Guidance

English Support Workshops -+
I have difficulty pronouncing some words like "oil*, “coil" and "point". Could someone advise me how to

* Main Channels pronounce them, please?

General

glish
oil, coil,
"Oil" is pronounced as "oyl," with a long "oy" sound like in "boy." The "I* is pronounced softly at the
end

When practicing, use a mirror to view your mouth movement

©  YouTube

How to pronounce "oy" in American English fo1/

Robert Teaches English
1.4K views - one year ago

Teams also serves as an important tool for the instructors. First, it is a way to

advertise and send reminders to members about upcoming workshops and new online
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resources available on the graduate webpage. Second, instructors can initiate user surveys
and review group chats to directly solicit and take note of desired resources and workshop

themes. In doing so, instructors can improve the self-access experience.

Figure 3
Reminder of Upcoming Workshops and User Survey Request in English Support Group

< Allteams 1 ceneral vu: fles E-Web Academic Wi < Aliteams £ ceneral E Files  E-Web Academic W D

@ | G 7-rn +rovs zuvmazs =) @ | G s rerss zomars ®

i nglish rt Workshe
English Support Workshops Etar Sampat Wonatons English Support Workshop Survey

Fall 2024 Workshops

Mark your calendar! Please join us!

Consultation

Through the website, students can request an individual consultation with an English
language instructor. Since there is no physical self-access center, a centralized online
consultation request form that streamlines and helps students connect with an English
instructor was created. It has been the author’s experience that without a centralized system
in place, one faculty member may become inundated with student requests. Therefore, the
request form asks students for specific information about their needs and a timeline in order
to match them with an instructor who is both available and well-suited for the task. General

requests include editing and proofreading, presentation practice, and feedback.

Discussion

Resources

It is important that the materials included in a self-access resource site be well curated
and focus on the needs of the intended users—in this case the graduate students of the
Technical English course. Navigating and selecting appropriate materials could be
overwhelming to a language learner. Rather than offering numerous external links, a small
quantity of resources could adequately meet learner needs.

In this case, the in-house classroom materials were designed and tailored for specific
learners, which made them a good candidate for adaptation for self-access usage. They also
have the advantage of not requiring a physical space, as they can easily be hosted online.

Furthermore, modified course materials are also cost-efficient and can be updated, unlike

JASAL Journal Vol. 5, No. 2, December 2024 49



Extending Support for Graduate Students

expensive professionally published language learning resources which often become outdated
and difficult to replace.

Another important suggestion is to group resources into two categories: self-
explanatory and inexplicit. Self-explanatory resources, which need limited or no context, use
simplified English and/or clear proficiency labels, and are systematically cataloged for
learners to use independently. Inexplicit resources, on the other hand, such as PowerPoint
slides without narration, require more context and are better understood in a classroom or
workshop setting rather than on a self-access site. Instead, workshop PowerPoint slides with
handouts are placed within English Support Group Teams folders. Members who are unable
to attend a workshop can review and ask questions directly to organizers or attendees about

the materials through the online English Support Group chat.

Figure 4
Inexplicit Resources in the English Support Group Teams Folders
< Allteams @ General Posts Files v E-Web Academic Wri.
T Upload 5 Edit in grid view Share Copylink == All Documents

Documents > General
English Support Workshops

VO N  Name v Modified v Modified By v + Ac
General Workshop 1 (Spring 2024) September 11 F—Sh FrHUy
Workshop 2 (Spring 2024) September 11 F—9L FrHUr
B8 Workshop 3 (Fall 2024) September 11 F—=HL FrHUr
B Workshop 4 (Fall 2024) September 11 F—L FrHUr
B Workshop 5 (Fall 2024) September 11 F—HL FrHU
< Allteams E) General Posts Files v E-Web Academic Wri.. (&
T Upload Edit i grid view Copylink @ Sync Downle

Documents > General > Workshop 1 (Spring 2024)
English Support Workshops

Y Name Modified Modified By Add column
~ Main Channels

}  Presentation Slides Activity.pdf
) Presentations.pdf

}  Presentations_ English Support Workshop 1

Community

In the absence of a physical self-access center, it is important for users to feel that
they are part of a greater learning community and that they can seek support when needed
(Burton et al., 2024). Online groups, like Teams, provide students with the network and
means to stay connected. More importantly, the English Support Group gives students the

opportunity to raise questions and suggest workshop themes.
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The workshops are an important gathering place for students to come together, learn,
and socialize. It is also a chance for instructors to demonstrate the self-access resources that
are available to the students. As McMurry et al. (2010) point out, students who attend such
workshops or orientation sessions have a greater understanding of how to find appropriate
materials. From the author’s perception, those who actively took part in workshops and/or the
online English Support Group had a more positive learning experience using the self-access

materials.

Conclusion

Through establishing self-access learning that is tailored for a specific group of
students, like those of the Technical English course, essential materials can be revisited and
expanded upon at the learner’s convenience. When it comes to finding supportive resources,
learners can approach a task knowing that they can depend on the materials that have been
curated to help them accomplish this specific assignment, such as writing an abstract or
preparing for a presentation. A learning experience does not need to be restricted to the
physical confines of a classroom or the temporal limits of a single semester. Instead, it can
expand and take new direction through self-access resources, providing learners with the

know-how to work autonomously.
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Appendix A

Repurposed Classroom Materials for the Self-access Website

Writing an Abstract
1. Whatis an abstract?

An abstract is a well-developed paragraph that gives an overview of your research (paper or
presentation). An abstract should...

o describe the main idea and key points of your research.

o suggestimplications or applications of your research.

2. When must | submit an abstract?

Abstracts are required for:
conferences proposals
journal articles

research grant applications
thesis

e e

3. When should | write an abstract?
An abstract is usually written after writing a paper or creating a presentation outline.
4. What s included in an abstract?

Abstracts differ depending on your field of study. However, abstracts generally include all or some of
the following:

Problem or Purpose
Wy is your research important? (background)
«  What does your research attempt to solve?
« Whatis the main argument or claim of your research?

Methodology or Research Practices
o research model or design used
o evidence used in research

Results or Findings
o specific data from your research results
o general findings of your research

Implications
«  How does your research add to your field of study?
©  What are the practical or theoretical applications for future research?

5. Dol need atitle for my abstract?
You need a short, detailed title that reflects the outcome of your research.

Adapted in part from Mark Shrosbree TEfE (2024) course materials.
Tokai University
SECO and Language Education Centre

JASAL Journal Vol. 5, No. 2, December 2024

6. What format s used when writing an abstract?

Always check the journal or conference for specific requirements, such as word count for titles

and text. However, abstracts generally include all or some of the following:

title (centered)

asingle paragraph

block format (no indentations)

single spaced

consistent and standard font type and size (e.g. Times New Roman, 12-point font)
word count (ranges between 150 ~250 words)

Tips: Abstracts should be.

also be in the paper/presentation.

Complete: if you use abbreviations, define them; e.g.: *..research into ACTS (Advanced
Communications Technology Satellites) is important...”

Precise: you have a limited word count, so use each word and sentence carefully.
Objective: do ot use subjective language, such as the word “I” or “we”; use objective
language.

Readable: write in clear English and avoid overly technical language.

7. Where can | view a sample abstract?
o Check the journal that you are submitting to for archieved abstracts.

*  Check the conference website you intend to present at for past conference abstracts.

*  Carefully read the guidelines for submission.

Tokai University
SECO and Language Education Centre

Accurate: correctly show of t ; all i ion in the abstract must
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Appendix B
Graduate School Workshop Advertisement

English Support
Workshops

For Graduate Students

Workshop 03
Toplc Pronunciation b1 cd
Presenter: Catlﬂrmiﬂetham 8 AGORA19 (19-202)
Date: Thursday October 17 1Building 19, 2nd Floor
| Time:l7:30~1%:00 -~

- /
- :
e R\ JT% Poster Present

meerm%&Sc: 1ce
Presenter Shrosbl’ee
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Abstract

Self-access learning centers (SALC) are ubiquitous at universities around Japan. These
informal spaces are often staffed by individuals who take on the role of advising students for
the purpose of second language learning outside the formal classroom. These advisors come
from various backgrounds, some of whom have years of teaching experience in the formal
classroom. This reflective article is a personal narrative which describes how I, a novice
SALC advisor, navigated being a teacher in a formal classroom context while concurrently
holding the position of advisor in the SALC over a three-year period. The article details how
advising techniques in my role as an advisor, including the purpose-driven language learning
advising (LLA) method contrasted with my beliefs related to being a formal classroom
teacher. The two distinct roles of advisor and teacher can be diverging, and navigating them
concurrently can pose difficulties, especially when the needs of each individual student can
differ. Highlighting these challenges and showing how one can overcome them can provide a
reference for others who find themselves in similar situations.

2 < OEEHBERREICIT, BENRIEEETE 2 3BT o8 % — (SALC) M AT
BHe ZDXIIA T F—<NVIg A=A |ZIE, L DGE, B F 2T A EOR
(RO TEFEZFS T E 2 BIIZ, FAITEET 2 &EI 2 5 SN #E L T
Wb, ZIUH ORIk A R A R D, RICIIRER B BT 2 fERR AL Ko
HHb, KEFIX, SALC OFLEERI TH D EE N, SHFEMIZhbl-TED L HIZ
DEEZ Z R L TCEX T EFRo TE AN RETH D, ALFETix, BAyEER
DEFEFET KA 2 (LLA) A YV v R ED SALC THEHA EITWDLEE HIEN,
BHEONY X 2T ANTORETOHET# L ITXRIITH S Z AR L TW

5o ZD2ODFRDEENT, TEHET HREMENH Y | FRME 2 OFAED =— X3
BRI DLGAEIZIE. ZNOETES— T 52 ERREIC RN D, 2D K
HEEEATY B, EENREDO LI OBEE IR LN ERN TS 2 LT,
FICLL D RBEBIZHOLIBEDOSE LD E2HF LTS,

Keywords: Self-access learning centers; teacher beliefs; language learning advising; EFL
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Many universities across Japan, including my institution, have established self-
access learning centers (SALCs). McMurry et al. (2009) describe self-access centers as
“places that promote and facilitate autonomous learning... [with the] purpose to
complement[ing] teacher instruction” (p. 3). The SALC at my institution, the English
Education Center (EEC), provides students with individual language advising, a service I
alone have provided for three years in addition to my responsibilities as a classroom teacher.
Advising takes place every day for one period (up to 90 minutes) where I meet with students,
usually individually. Prior to becoming an advisor at the EEC, I had 12 years of experience
teaching English as a foreign language (EFL) in elementary and junior high school
classrooms. Working at the EEC was my first foray into language learning advising (LLA),
an area in which I lacked experience. Additionally, to date, I have not received any formal
training relating to LLA or the autonomy-supportive concepts that underpin it. However,
working in an LLA environment enlightened me to the contrasts and challenges experienced
by classroom teachers who adopt the role of a SALC advisor. In my new role, I have often
struggled to separate myself from my role as a teacher in the formal classroom. In this paper,
I will explore the negotiations I created in practice and the learning that I had to take upon
myself as an inexperienced SALC advisor in contrast with my teacher beliefs through a
narrative experience. This personal recount is my reflection on the impact of advising at a
SALC and the positive changes it had on me as a classroom teacher. It is my hope that by
sharing my inner dialogue, individuals who take on both roles can be cognizant of the

potential difficulties experienced within this mode of teacher-student interaction.

Literature Review

In the education system in Japan, MEXT (2015) expects, “the wide use of learning
outcomes and an increase in quality learning opportunities... to enable every person to
develop competencies for independence, collaboration, and creativity” in the classroom.
Classroom teachers in Japan, therefore, attempt to provide students with impacting critical
thinking power, problem-solving skills, and sociability, among others, which can be applied
to experiential activities, familiarity with technology and learning to cope with modern and
social problems (MEXT, 2015). In addition, many institutions incorporate a SALC to provide
opportunities for out-of-class language learning either by classroom-trained teachers, or
SALC-specific advisors. However, the skills that teachers deploy to facilitate student

development in the classroom often contrast with the practical role and methods taken on by
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an advisor at a SALC. Morrison and Navarro (2012) describe learning advisors as individuals
whose role is, “to help learners develop effective individualised learning behavior” (p. 351)
which is associated with flexible learning, learning strategies and self-directed learning.
Carson and Mynard (2012) state that advisors are trained experts in language learning who
work with individual learners on aspects related to their language learning, using related
resources, activities and strategies. Kato and Mynard (2016) suggest that advising [in a
SALCT] shifts control to the learner rather than situating the advisor as an ‘expert’ (p. 2). This
suggests the student-teacher relationship is redefined, and the learner must decide how to
make use of the advisor. One type of learner support implemented at numerous SALCs is
LLA. This form of language support engages with a learner’s inner psychological world
which includes their motivations and emotions (Kato & Mynard, 2016; Tassinari &
Ciekanski, 2013) towards language learning. Taking on this new role as an advisor involves
the exploration of one’s inner dialogue. Thus, educator beliefs may be blurred or even change
through language learning advising in the SALC. For example, Sampson (2020) states that,
“[learning advising] added to [his] identity as an educator” (p. 255), leading him to see
language learners from a different perspective while also encouraging student autonomy in
the classroom.

Recognizing the differences between the learning environments of the SALC and
the formal classroom is pivotal to understanding how beliefs are central to the practical
outcomes of learning. Situational constraints, including the style of interaction, the technical
culture of the school, and students’ mixed abilities often prevent formal teachers from putting
their true beliefs into practice (Kaymakamoglu, 2018). Furthermore, according to Borg
(2018), studying teacher beliefs/practices is challenging because they differ from individual
to individual. “Different beliefs will...carry different ‘weight’ and where tensions arise, those
that are more central or core will prevail over those that are peripheral” (p. 77).
Acknowledging and analyzing differences in teachers’ beliefs can help us understand the
reasons for effective and/or ineffective practices across contexts so that we might align
beliefs and practices more effectively” (Larrivee, 2000).

Finally, Morrison and Navarro (2012) state that, “although learning advisors are
often qualified teachers, the skills they apply...require a significant shift in approach
regarding interaction with students” (p. 349). This shift is marked by teachers’ reorientation
of themselves from classroom teaching to language advising. Morrison and Navarro (2012)

seem positive in their belief that teachers are capable of becoming learning advisors despite
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the possible struggles that may occur initially. This process of reorientation may differ from
teacher to teacher, requiring patience and learning. In the following sections, I describe my

own reorientation as I moved into the new world of advising.

Observations
Beginning the Role
In the first semester of my new role as advisor, I noticed that there were certain

attributes that characterized the different types of students expressively seeking LLA at the
EEC. There were the studious types who had a defined purpose; for example, studying for
interview examination or exposing themselves to spoken English. Other students sought
assistance in language learning as a supplement to their classroom learning. However, it is
without a doubt that the greatest impact on my feelings, motivations, and beliefs towards my
own identity as an advisor at the EEC came from students who did not come with any
specific learning targets and required assistance in finding a goal for themselves. Thus, at
first, many of our interactions tended to be outside the scope of language advising, and I felt
purposeful LLA was not carried out. In such cases, beyond making use of my soft skills of
kindness, empathy and understanding as a teacher, it was difficult to feel the effectiveness of
the advising sessions, leading me to feel unsatisfied and withdrawn.

I believed and still believe that an educator should be a person who can be fully
trusted and be confident that their students are shown respect, decency, and courtesy.
Sometimes teachers must work tirelessly to build trust and respect, a priority to reach
students’ potential for real learning. Advising, just like classroom teaching, can be purpose-
driven, but there are also times when the advisee simply seeks to be heard and seen. It is the
advisor who should respect the desires of the advisee. I quickly realized that building trust
between myself and the advisee holds great value, similar to being a formal classroom
teacher. Being friendly, personable, and attentive are the ideal characteristics that come to
mind when thinking about my attitude towards building trust with a student. So, I would turn
to my instincts as a teacher and intuit advising strategies, including listening attentively,
being aware of my body language and giving concrete feedback at the end of each session.
Despite these initiatives during the initial sessions, I continued to feel distance between
myself and the advisee and a strong sense that I was not properly advising the student if I
took control of the session or advised too strongly. If I couldn’t gain the trust of the student,

then I would conclude that my efforts were ill-informed.
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Some students came to the sessions presenting learning styles that were
unconventional to me, including creative performances such as video montages, dancing,
singing, and so on, which were not uncommon among the students at the SALC. These
methods of language expression, while present in the classroom through creative work, felt
very different when experiencing them at the SALC. Students engaged in these activities at
the SALC of their own volition. This sometimes placed me in the position of an audience
member rather than a language advisor. Therefore, I was unprepared emotionally for these
performances. However, for me as an advisor, this affected the sessions both positively and
negatively. I was glad to see what creative output the student could include in the sessions;
for example, singing English songs and using English to create skits through video. This
added variety and complexity to what could otherwise be a basic or routine advising session.
On the other hand, I felt my role as an observer was difficult to fulfill. It set a tone in which
one-way communication was the norm during some language advising sessions, conflicting
with my teaching beliefs. Despite these tensions, since an advisor is not formally evaluating a
student in a SALC environment, I elected to keep my comments positive and be open to a
variety of mediums for advising.

Self-Reflection and Future Suggestions

For much of my three years as an advisor, | have implemented a variety of strategies
on a trial-and-error basis; for example, allowing the sessions to be student-led, meeting on a
regular basis, offering assistance only when necessary, and being open to exploring a variety
of mediums of expression (songs, performances, quizzes, puzzles, games, etc.). To achieve
this, I relied on my teaching acumen, although, despite the feelings of the language learners, I
felt my efforts were ineffective. I believe others, especially trained teachers may also
experience a lack of purpose or yarigai, and may feel underused as an advisor. Like a doctor
and the Hippocratic Oath, I believe there is a code that all teachers live by, which is to help
students, no matter the circumstance, even in an unfamiliar role such as a SALC learning
advisor. So, when students came to the center without any specific language goal, I gritted
my teeth despite my apprehension, with the hope that somehow positive change was
occurring. If I could offer advice to my past self, or others new to the field, it would be to
become familiar with the role of an advisor, read literature regarding advising techniques, set
boundaries with students, help students create achievable goals and to frequently revisit one’s

own goals on the off chance that the advising may have gone astray.
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Looking back, what I feel I overlooked was the importance of making sure that both
the student and I acknowledge and “understand what [an advisor] is and what it is not” (Kato
& Mynard, 2016, p. 3). Marzin et al. (2022), state that, “advisors may experience situations
where the advisees’ aims... for the session do not match with the true purpose of advising,
which may indicate that advisors’ roles are not fully understood” (p. 39). By clarifying the
role of a SALC advisor, therefore, one can proceed knowing how to prepare and execute each
session. As [ was negotiating my role as an advisor at the EEC, I believe my characteristics of
kindness, friendliness, and being a considerate listener naturally set the tone of the sessions
and allowing for trust-building. The one-on-one format of advising sessions meant that I did
not have to concern myself with a large number of students. Instead, I could focus my
attention on working with just one student and creating an environment that was
personalized. In these sessions, I made it my goal to familiarize myself with the students.
While I noticed that the interactions had a successful impact on the mutual respect between
myself and the students, at the end of three years, I realized I was not satisfied with how I
perceived myself as an advisor. I believe one of the major reasons for feeling uneasy was
because of the lack of formal training available to newly appointed advisors at the SALC.
Looking back, I would suggest to others to fully understand the complexity of the role of an
advisor by requesting some type of formal training and putting aside preconceptions of what
students may or may not want through the advising sessions.

According to Tassinari (2017), “experiences and doubts...enthusiasm and struggle”
(p. 227) are important aspects of sharing one’s experience as an advisor. To build more
positive student-advisor dynamics, I recall sharing my struggles with other educators. They
were compassionate and understanding, but also encouraged me to set boundaries during the
sessions, to be a good listener, and to be a proactive member of the sessions. These
conversations continued regularly with the steering committee at the LC, often with them
inquiring about my progress. After what [ viewed to be several unsuccessful advising
sessions, I stopped bringing my frustrations to their attention. Instead, I tried to work alone to
carve out an advising format that would work for both me and each student. In the end, I
recognized a sense of obligation to aid students and address their needs regardless of my own
resistance while also bearing in mind the advice of other educators. One major barrier to
effective advising sessions that I noticed was the lack of clarity regarding the purpose of the

EEC as a whole. In retrospect, revisiting and clarifying the purpose of the EEC could have
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positively contributed to me achieving successful advising sessions. This is a goal that I hope
to focus on in the near future.

Having negotiated the struggles described by Morrison and Navarro (2012) in
transitioning from a teacher role to becoming an advisor, I believe after three years of
experience, | have been able to develop and reorient myself when teaching and advising.
While my roles of formal teacher and advisor continue to be distinct, it is without a doubt that
my role as an advisor has had a positive effect on me as a classroom teacher. I remind myself
of my teaching beliefs and how they have been influenced by my role as an advisor thanks to
the opportunities that I have had working with a variety of students who have the willingness

and drive to further enhance their English skills outside the classroom.

Conclusion

Both teachers and advisors must negotiate internal and external factors related to
one’s beliefs. As a teacher, this may feel instinctive; however, taking on the role as an advisor
in a SALC environment may pose different challenges that are novel and can seem
overwhelming. Fostering students’ learning by meeting their individual needs is an asset of
both a good teacher and an effective learning advisor. SALC advisors must be flexible to the
needs of the student and make decisions addressing those needs. These scenarios play into the
inner dialogue a teacher may experience while finding their footing as an advisor. However,
SALC advisors must realize that they are not alone in this unfamiliar environment. As such, it
is important to be aware of these differences and know how to navigate oneself, reflecting
both alone and with others on the challenges of these experiences. I hope that future SALC
advisors can learn from my experiences and reach a point where they are satisfied with their

ability to navigate both their role in the formal classroom as well as in the SALC.
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