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Collaboration in Self-Access Language Learning

Collaboration in Action: Evolving Roles and Shared Practices in Self-

Access Language Learning

Dominic Edsall
Kyoto Prefectural University of Medicine

Edsall@koto.kpu-m.ac.jp

Katherine Thornton

Otemon Gakuin University

JASAL Journal is now in its sixth year. This issue brings together a number of papers
which highlight the collaboration essential for successful self-access language learning. In the
research paper, Hisaka Konishi uses a questionnaire of 424 students at a university with
several different language support services to investigate learner help-seeking behaviour. Her
study into one of these services reveals that teachers are powerful motivators in persuading
students to access support for their learning, and shows that lower proficiency students who
did not consult the service that was the target of the research were nevertheless often
accessing other services, such as support for communication. This finding highlights the
importance of collaborating with classroom teachers in promoting extracurricular support
services and emphasizes the need for researchers to get a broad picture of student actions
when investigating help-seeking behaviour.

In their paper, Hooper and Namiki report on a comprehensive needs analysis
conducted to inform the redevelopment of the underused REAL Room, a self-access learning
center at Tokyo Kasei University. Drawing on survey data from 61 students and 7 faculty
members, their study emphasizes the importance of incorporating stakeholder perspectives in
SALC design. Students expressed strong interest in using the space for improving speaking
and listening skills, while faculty saw its potential as both a learning hub and a promotional
asset. The authors outline plans for transforming the room into a collaborative, learner-
centered environment, with initiatives including student staffing, online engagement,
curriculum integration, and ongoing evaluation.

Aizawa and Matsumoto explore the long-standing guided self-study English listening

program at the University of the Sacred Heart, Tokyo, which has supported first-year students
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since 1991. The program blends structured study requirements—such as fixed durations and
pacing—with learner choice from a broad selection of listening materials. The authors
describe how the program has adapted to technological change and shifting learner needs
while maintaining its foundational goals. Their findings offer valuable insights into how
structured guidance can coexist with learner autonomy in institutional language programs,
even under resource constraints.

In their Japanese paper, Hayashi, Yamamoto and Kanduboda discuss the evolution
they have witnessed in recent years in the role of SALC administrative staff, who, at their
institution, are taking on more student support roles on top of the expected operation and
management duties. This shift is occurring as the SALC itself is dedicating more time to
promoting collaboration between members of a diverse student body and with people outside
the immediate university community. They highlight the importance of this vital role in a
SALC, and the need for these administrators to have the relevant knowledge of good
practices to be able to perform this role effectively.

Finally, Francis, Uehara, Vye, and Thornton report on the presentations which formed
the JASAL Forum at JALT2024 in Shizuoka in November 2024. They give a short overview
of the presentations, which focused on learner preferences in group advising sessions,
evaluation procedures of a SALC, and the potential for integration between SALC advising

services and a tutoring course for English-major students.
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Help-Seeking and Service Use in English Learning Support: Insights

From a Questionnaire Study

Hisaka Konishi
Nihon University College of Science and Technology

Author Biography
Hisaka Konishi is an assistant professor at Nihon University College of Science and

Technology. Her research interests include motivation, satisfaction, language anxiety,
and self-access language learning.
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Help-Seeking and Service Use in English Learning Support

Abstract

This study investigates students’ engagement with institutional language support
services and examines ways to enhance awareness and utilisation of English Learning
Support (ELS) at a university in Japan through the lens of academic help-seeking. ELS,
known in Japanese as Eigo Gakushu Support, is designed to help students improve their
English proficiency primarily through instruction conducted in Japanese. A survey of
424 students revealed that while 61.6% were aware of the service, actual usage
remained low (7.3%), despite engagement from students across various proficiency
levels. Many students preferred peer support, consultations with class teachers, online
resources, or other university-provided language learning support services. The findings
also indicated that students who used ELS were often encouraged by a teacher, whereas
non-users with lower TOEIC scores tended to seek other institutional support services,
particularly those focused on speaking skills in English or other languages. This study
suggests that low engagement with a specific service does not necessarily imply a lack
of help-seeking behaviour, but rather a possible redirection to other available resources.
Therefore, it highlights the importance of understanding students’ broader patterns of
support-seeking. Enhancing alignment with student needs and encouraging teacher
referrals may improve ELS participation.

AWFEIE, RFEICBIT 2 EmBFE BT —EAOFHEREZH LML, FE
MHEEh %55 (academic help-seeking) OAR.47>5 . English Learning Support

(ELS, HAGEAFR : FEEFE YR — b)) OFBHE L FIHOMREFIEE KR
LD THD, ELS Tk, EICHAGEIC L 2EE A U CRAEDOIGE A Lx
KL TWD, 244 DOFEERE LTRER, 61.6% 08 Z DY —E 2&2FH LT
Wb DD, EEOFIHARIT T3%EEMNFERTH -T2, 2L DFAEIX, BT Y
R— b, REHLYHBE LD, A T4, DOV OFENEFEL T —
R &4 A TR 223 b7z, ELS OFHAFIZHEN L O E X -
ISR ZBRLA L L2850 % — 5T, TOEIC A 27 nZ LWIERIHE D
%<1t FFCAE—F 0 72 HME LIZOFNZE Y — 2 2R H L Tn
2o TORERIT, BEOXEY—EAOFHALEOMLEIN, LT LHLFAEDFE
BRI EFFO RN EZRT HOTIER <, o —eERXZHH L T\ 5 RTEEMEN
HDHZEETRBELTND, LEBN-T, FEOYR— MIFIZET 2 2172
fHmzifET 52 EOBEEENEFAIND, P—EREZZAEO=—X |2 XV i
A, BEOMEAZRET S Z L1X. ELS OFIHMB EICoR RN 57259,

Keywords: academic help-seeking, self-regulation, language learning support services
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Enhancing student autonomy is essential, as successful language acquisition is
closely linked to active engagement and independent learning (Henry & Sheehan, 2005).
Autonomy, however, requires a supportive environment that fosters self-directed
learning and provides academic assistance (Reeve, 2022). Self-access centres offer such
environments by promoting learner autonomy beyond the classroom. Additionally,
academic support services play a vital role in helping students overcome difficulties,
maintain motivation, and sustain progress in their studies (Karabenick & Knapp, 1991;
Ryan & Pintrich, 1997; Thomas & Tagler, 2019). Academic help-seeking is a well-
established component of self-regulated learning (Fujita, 2010; Karabenick, 2003;
Karabenick & Berger, 2013; Martin-Arbos et al., 2021; Newman, 2002; Thomas &
Tagler, 2019). Numerous studies have demonstrated a strong positive correlation
between help-seeking behaviours and academic achievement (Martin-Arbos et al., 2021;
Thomas & Tagler, 2019). However, student engagement with institutional support
services often remains limited (Payakachat et al., 2013; Reeve, 2022; Thomas & Tagler,
2019). A similar trend has been observed at University A in the Kanto region of Japan,
where English Learning Support (ELS), known in Japanese as Eigo Gakushu Support,
provides individualised assistance from English instructors. The service supports
students in improving their English proficiency through explanations mainly in
Japanese. Nonetheless, ELS is underutilised by students (Konishi et al., 2024). In
addition to ELS, students at University A have access to other support services,
including the Self-Access Learning Center (SALC), a multi-language support centre
(hereafter referred to as Centre B), and an English learning support centre (hereafter
referred to as Centre C). The SALC promotes learner autonomy through English-only
writing and speaking sessions, advising with learning advisors, language practice with
international students, and participation in learning communities. Centre B provides
culturally immersive opportunities to study languages such as Chinese, Korean, Thai, or
Spanish, often facilitated by instructors and international students. Centre C offers both
ELS and the Peer Tutor Programme, the latter enabling students to participate in weekly,
small-group English study sessions led by a student tutor in Japanese. Given this range
of options, it is unclear whether students fully understand the distinct roles of these
services or whether certain barriers are preventing them from using ELS. This paper
presents findings from a questionnaire-based study investigating the factors contributing

to students’ underutilisation of academic support services, with a particular focus on
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those with low English proficiency. The aim is to identify key obstacles to engagement
and offer insights that may reveal strategies to enhance accessibility and increase
participation in the service. As part of an ongoing research project, the findings

presented here represent an interim stage rather than a definitive conclusion.

Literature Review

This section presents a review of the literature, beginning with an exploration of
self-regulated learning, with particular attention to academic help-seeking behaviours. It
then examines the underutilisation of institutional academic support services, focusing
on both internal and external factors that influence students’ engagement. This
discussion provides a foundation for understanding how students engage with available
resources and what barriers may inhibit their engagement.

Self-Regulated Learning and Academic Help-Seeking

Self-regulated learning is essential to academic success, encompassing cognitive,
metacognitive, motivational, and behavioural processes that help learners set goals,
monitor their progress, and adjust learning strategies accordingly (Karabenick, 2003).
Students who consistently apply self-regulation strategies tend to achieve higher
academic outcomes, such as improved exam performance, course grades, and overall
GPA (Gonida et al., 2019; Payakachat et al., 2013; Ryan & Pintrich, 1997; Thomas &
Tagler, 2019). Among these strategies, academic help-seeking is particularly important
for overcoming academic challenges (Gonida et al., 2019; Roussel et al., 2011; Ryan &
Pintrich, 1997).

Help-seeking is defined as the process of reaching out to others or using external
resources to achieve academic goals, such as completing assignments or preparing for
exams (Karabenick & Berger, 2013). Nelson-Le Gall (1981) distinguished between
instrumental and executive help-seeking. Instrumental help-seeking (also called
adaptive/autonomous help-seeking; Karabenick & Newman, 2009), entails seeking hints
or guidance that foster independent learning. In contrast, executive help-seeking (also
called expedient/dependent help-seeking; Karabenick & Newman, 2009) involves
requesting direct answers to save time or effort, reinforcing student dependency.
Effective help-seekers combine metacognitive awareness (recognising when help is

needed), motivation (making the decision to seek assistance), and effective resource
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management to address academic challenges (Karabenick & Berger, 2013; Karabenick
& Newman, 2009).

To support student learning, universities provide diverse academic support
services, including advising, tutoring, writing centres, and study skills workshops
(Payakachat et al., 2013; Thomas & Tagler, 2019). Students seek assistance for various
reasons, including clarifying concepts, improving examination performance, and
receiving guidance on assignments (Karabenick & Berger, 2013). However, despite the
availability of these resources, many students often prefer informal alternatives, such as
peer assistance and online resources, over formal services, such as teachers and
institutional services (Karabenick, 2003; Li et al., 2023; Thomas & Tagler, 2019; Wirtz
et al., 2018).

Understanding the barriers that prevent students from using formal academic
support is therefore critical. The following section explores the internal and external
factors influencing this underutilisation.

Factors Affecting the Underutilisation of Academic Support Services

A range of personal and contextual factors can affect students’ willingness to
seek help. Notably, research suggests that students who are most in need of support
often avoid seeking it (Karabenick & Knapp, 1991; Parnes et al., 2020; Payakachat et
al., 2013). For instance, Karabenick (2003) found that high-performing students were
more likely to seek instrumental help and displayed strong self-regulated learning
characteristics, such as high motivation, mastery orientation, and lower anxiety.
Although the lowest-achieving students reported similar self-efficacy, intrinsic interest,
and strategy use, they perceived greater threat, which discouraged them from seeking
help.

Self-perception also plays a critical role in this process. Students with a stronger
sense of academic competence are generally more likely to seek support (Ryan &
Pintrich, 1997). In contrast, those who view themselves as less capable often avoid help-
seeking due to concerns about appearing inadequate. Payakachat et al. (2013) found that
feelings of competence were positively correlated with help-seeking behaviour, whereas
feelings of threat had a negative association. Similarly, Karabenick and Knapp (1991)
observed that students with higher self-esteem were more likely to seek academic
support, while those with lower self-esteem often required positive academic

experiences to build confidence. This supports the notion that help-seeking behaviour is
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shaped by students’ previous learning experiences (Wirtz et al., 2018). Additionally,
achievement goal theory helps explain students’ help-seeking behaviours. Students with
performance goals, who compare themselves to others, are more likely to avoid seeking
help due to fears of appearing incompetent (Karabenick, 2004). In contrast, students
with mastery goals who prioritise learning view help-seeking as a beneficial strategy.
Ryan and Pintrich (1997) noted that students prioritising task mastery tended to seek
help when they recognised its benefits.

External social and institutional factors also contribute significantly to students’
engagement with academic support. The perceived attitudes of family members, peers,
and instructors can either encourage or discourage students from seeking academic
support. Payakachat et al. (2013) demonstrated that positive relationships with
instructors enhance students’ academic help-seeking behaviour. Similarly, Thomas and
Tagler (2019) found that when students believed their family or friends expected them to
seek help, or knew that successful peers had done so, they were more motivated to use
support services. Moreover, students’ perceptions of the benefits of academic support,
such as receiving extra help with coursework, expanding knowledge, or improving
academic performance, were positively linked to their intention to use these services
(Thomas & Tagler, 2019).

The decision to engage with academic support services is shaped by a complex
interplay of individual and contextual factors, including self-efficacy, goal orientations,
past experiences, perceptions of the benefits of academic support, and the influence of
others. Enhancing engagement requires institutions to improve the visibility and
accessibility of services and build a culture in which seeking help is seen as a positive
and proactive strategy. Increased engagement tends to reinforce help-seeking behaviour,

creating a beneficial cycle that supports academic success.

Research Background
This section outlines the research background, focusing on the role of campus-based
support systems at University A and previous research conducted at the institution, with
particular attention to ELS.
Campus Support Services and ELS
At University A, a variety of language support services are available to enhance

students’ learning, autonomy, and academic success, including the SALC, Centre B, and

JASAL Journal Vol. 6, No. 1, June 2025 8



Help-Seeking and Service Use in English Learning Support

Centre C. Each centre is located in a different building on. Along with academic
support, they offer spaces for studying, socialising, relaxing, and accessing small
libraries and multimedia resources. ELS operates in a smaller setting with fewer
instructors than the other centres and provides support throughout the semester.
Delivered primarily in Japanese by English instructors as part of their teaching duties,
ELS offers one-on-one sessions either face-to-face or online, typically from around
lunchtime until 6:00 p.m., depending on instructor availability. The author oversaw the
operation of ELS and also served as an instructor during the 2023-2024 academic year.
Responsibilities included planning, promoting, coordinating instructors’ schedules, and
delivering support sessions. While efforts were made to maintain objectivity, it is
acknowledged that this involvement will have informed aspects of the study. Students
can either book a session in advance or drop in without a prior appointment when they
require assistance. These sessions aim to support students in developing their English
proficiency through direct instructional approaches, drawing on instructors’ professional
teaching experience. ELS also provides an accessible entry point for hesitant students,
encouraging wider engagement with the university’s academic support services offered
in English and other languages. In contrast, the SALC provides advising sessions held
primarily in English (though not exclusively) by trained learning advisors who employ
more indirect advising techniques to guide students toward greater learner autonomy.
While the SALC also offers 15-minute speaking and up to 30-minute writing sessions
(limited to 20 minutes at the time of the survey), both conducted in English, ELS
provides 40-minute sessions that cover a wide range of topics. These include exam
preparation (e.g., TOEIC, TOEFL), writing, speaking practice, and general learning
advice. Despite these offerings, engagement with ELS remains limited (Konishi et al.,
2024). Given the variety of language support services on campus, it is possible that
students may rely on alternatives to ELS.
Previous Study on ELS

A previous study was conducted to examine student usage of ELS and to explore
ways to increase awareness and engagement with the service (Konishi et al., 2024). The
findings revealed limited utilisation, with only 10% of 658 surveyed students having
utilised ELS. While more than half (55.3%) were aware of the service, they had not
engaged with it. Key issues included many students’ use of other on-campus support

services (32.9%), a lack of understanding of the services ELS provides (31.7%), and
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general unfamiliarity with the service (24.7%). These findings suggest that many
students may not have perceived the service as beneficial. Moreover, limited
opportunities to visit the building where ELS is located also hinder students from using
it. This supports previous research conducted at a U.S. university, which found that a
lack of convenience can deter students from using academic support services (Wirtz et
al., 2018). This study also demonstrated that students with low English proficiency were
unlikely to use the service: As noted by other researchers (e.g., Karabenick & Knapp,
1991), students who needed the most help were often the least likely to seek it in this
study.

To address these challenges, some instructors offered extra grade points as an
incentive for first-year students. Although it was not possible to implement this
incentive across all faculty programmes throughout the university, it was used to
encourage student engagement with ELS, particularly among those with lower English
proficiency, during one semester. Additionally, posters highlighting the topics covered
by ELS were displayed across campus, and tours of Centre C, along with class visits,
were conducted. This follow-up study aims to investigate overall student familiarity
with ELS, identify barriers to its use, and examine students’ reliance on alternative
language support services. In particular, it focuses on the effectiveness of interventions
designed to raise awareness and promote engagement. Furthermore, while the 2024
survey highlighted low levels of awareness and usage, especially among students with
lower English proficiency, it did not explore their use of alternative support services or
analyse help-seeking patterns specific to this group. To address this gap, the present
study also investigates how students with lower English proficiency utilise on-campus
language support services. The study addresses the following research questions: (1) To
what extent are students aware of ELS?, 2) What factors affect students’ awareness of
ELS?, (3) What factors influence students’ reluctance to use ELS?, (4) What

alternative resources do students with lower English proficiency rely on for ELS?

Methods
Participants

The study involved a total of 424 undergraduate students aged between 18 and
21. Tables 1 and 2 present a breakdown of participants by academic year and
department. Their TOEIC scores were distributed as follows: less than 410 (26.4%)),
410-589 (34.9%), 590799 (20.5%), and 800-990 (3.3%). First- and second-year
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students typically had English classes at least three times a week, depending on their

major, with small class sizes of around 20 to 24 students.

Table 1
Participant Distribution by Academic Year (N = 424)

Year 1 2 3 4

Number of students (%) 284 (67.0%) 114 (26.9%) 16 (3.8%) 10 (2.4%)

Table 2
Participant Distribution by Department (N = 424)

Asian International

Department English Spanish & Portuguese o
Languages Communication

Number of 163 (38.4%) 152 (35.8%) 61 (14.4%) 48 (11.3%)

students (%)

Instruments
The questionnaire, developed using Google Forms, was designed to gather

students’ views and experiences with the university’s learning support services. Adapted
from a previous survey (Konishi et al., 2024), the revised instrument consisted of 45
items, including demographic questions and students’ self-reported TOEIC or TOEFL
scores. Regarding TOEIC scores, students typically took the institutional program
version of the test. While the full questionnaire also included items measuring how
frequently students had accessed the services since enrolment, their satisfaction with
each service, and the likelihood of recommending them to peers, the present study
focuses on students’ awareness of ELS, their reasons for not using it, and the on-campus
support services they had used. Accordingly, the eight relevant items are presented in the
appendix. To improve clarity, six randomly selected students were invited to complete a
pilot version of the survey and provide feedback on areas needing improvement. Based
on their responses, several questions were revised to include clearer, more detailed

information to ensure all students could fully understand the questions. For instance, one
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commonly used service referred to informally as the “yellow sofas” was included using

its student-recognised nickname in order to ensure understanding.

Procedures

The study took place between 26 June and 30 July 2024, following the
university’s ethics approval. The author distributed QR codes or URLs for the
questionnaire through instructors who volunteered to share them with their students
before or after classes, or via Google Classroom. Prior to participation, each student was
required to submit an electronic consent form, which included details about the study,
participant rights, confidentiality, data usage, contact information, a signature, and the

date of consent.

Analysis

Data were categorised and visualised for clarity, with students being divided
into two groups: those who had utilised the ELS and those who had never used it. The
categorisation facilitated an exploration of students’ perspectives regarding the service
based on their usage. Additionally, student TOEFL IPT scores were converted into
TOEIC scores using a conversion table to investigate whether there was a relationship

between usage frequency and student TOEFL scores.

Results
Figure 1 shows that 61.6% of students (261 students) knew about ELS, of which
7.3% of them (31 students) had used the service. However, 54.2% of students (230
students) reported they had not used the service even though they knew of it.
Additionally, 36.8% of students (156 students) responded that they were unaware of the

service.
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Figure 1

Help-Seeking and Service Use in English Learning Support
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Figure 2 illustrates the range of TOEIC scores of students who had used the

service before. The highest number of users were students with TOEIC scores in the
410-589 range (10 students, 32.3%), followed by those in the 0—409 range (eight
students, 25.8%), the 590—-799 range (six students, 19.4%), and the 800-990 range (two

students, 6.5%).

Figure 2

Number of Students Utilising ELS and Their TOEIC Scores (N = 31)

10

Number of students

0-409

JASAL Journal Vol. 6, No. 1, June 2025

410-589  590-799  800-990 Never took

the test

Do not
remember

Range of TOEIC IP scores

13



Help-Seeking and Service Use in English Learning Support

A total of 31 users and 230 non-users of the service responded to a multiple-
choice question regarding how they became aware of ELS, as illustrated in Table 3.
Among both groups, the three most common sources of awareness were teachers
mentioning the service during class, encountering it while walking through the building,
and announcements during guidance sessions or orientation events. Specifically, nearly
half of the users (48.4%) learned about ELS from their teachers during class, followed
by 22.6% through Google Classroom announcements, and 16.1% via direct experience
or visiting the building. Among non-users, 25.7% also cited teachers as their source,
22.6% discovered the service while passing by the building, and 20.4% became aware of
it during departmental or major guidance sessions. Fewer students learned about ELS

through freshman orientation camps (13.9%), peers (4.8%), or friends (3.0%).

Table 3
Methods of Discovering ELS Among Users and Non-Users (Users: N = 31; Non-Users.
N = 230, Multiple Responses)

Number of students (%)

Method of discovering the service

Users Non-Users
Freshman orientation camp (Off-Campus) 0 (0.0%) 33 (13.9%)
Department/course guidance (On-Campus) 2 (6.5%) 47 (20.4%)
From posters on campus 6 (19.4%) 27 (11.7%)
Recommended by friends 2 (6.5%) 7 (3.0%)
Recommended by senior or junior students 0 (0.0%) 11 (4.8%)

Recommended by a teacher during class

15 (48.4%)

59 (25.7%)

Required as part of the English class 5(16.1%) 3 (1.3%)
Found it while walking in the building 5(16.1%) 52 (22.6%)
Open Campus 1 (3.2%) 28 (12.2%)
Google Classroom announcements 7 (22.6%) 6 (2.6%)
Campus website announcements 3 (9.7%) 11 (4.8%)

JASAL Journal Vol. 6, No. 1, June 2025

14



Help-Seeking and Service Use in English Learning Support

Digital signage 1 (3.2%) 1 (0.4%)

Social media platforms (e.g., X, Instagram) 0 (0.0%) 1 (0.4%)

Table 4 presents the results of multiple-choice questions exploring the reasons
why students did not utilise ELS, despite being aware of its existence. The most cited
reason was that students were too busy to make use of it (80 students, 34.8%). This was
followed by not knowing what to ask (69 students, 30.0%), and lack of prior experience
(50 students, 21.7%). Some students opted for alternative resources, such as asking
friends (32 students, 13.9%) or conducting online searches (30 students, 13.0%).
Students also used other on-campus services, such as the Peer Tutor Programme (10
students, 4.3%), sessions with a learning advisor or an instructor at the SALC, or with
an instructor at Centre B (nine students, 3.9% each). Additionally, some students
indicated they did not use the service because they were unfamiliar with the instructors

offering support (28 students, 12.2%).

Table 4
Reasons for Not Using ELS (N = 230, Multiple Responses)

Reasons Number of students (%)

Using other services

I ask my friends. 32 (13.9%)
I research online, etc. 30 (13.0%)
I ask the teacher in class. 17 (7.4%)
I’m participating in the Peer Tutor Programme as a tutee. 10 (4.3%)
I use sessions with a learning advisor at the SALC. 9 (3.9%)
I use speaking sessions or other sessions with instructors at the 9 (3.9%)
SALC.

I use speaking sessions with instructors at Centre B. 9 (3.9%)
I’m participating in a learning community at the SALC. 4 (1.7%)
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I can speak directly with my tutor or department teacher. 4 (1.7%)

Student preference

I want to solve problems on my own rather than asking the

teacher. > (22%)
Others

I do not have time to use it because I am busy. 80 (34.8%)
I am not sure what questions to ask. 69 (30.0%)
I have never used ELS, so I find it difficult to go. 50 (21.7%)
I do not know any teachers. 28 (12.2%)
I do not know what services are available through the service. 20 (8.7%)
I am embarrassed to ask the teacher questions. 6 (2.6%)

Table 5 and 6 respectively show the academic years and departments of the 46
students with TOEIC scores below 410 who had not utilised ELS despite being aware of
it. The majority were first-year students from the Asian Languages and Spanish &
Portuguese departments, some of whom were pursuing a double major in English and

another language.

Table 5
Year Distribution of Non-Users Scoring Below 410 on the TOEIC (N = 46)

Year 1 2 3 4

Number of students (%) 39(13.7%)  7(49%)  0(0.0%) 0 (0.0%)

Note. Each percentage represents the proportion of students in each academic year who
did not use ELS, calculated relative to the total number of respondents classified as non-

users in that year.
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Table 6
Departments of Non-Users Scoring Below 410 on the TOEIC (N = 46)

Asian Spanish & International
Department ) o
English Languages Portuguese Communication
Number of students (%) 2 (1.2%) 27 (17.8%) 13 (21.3%) 4 (13.8%)

Note. Percentages indicate the proportion of students in each department with TOEIC
scores below 410 who did not use ELS, calculated relative to the total number of non-
users in that department.

Figure 3 illustrates the usage patterns of university language support facilities
among the 46 students with TOEIC scores below 410 who had not used ELS. The data
show that some students engaged with other language support services, with 23 students
utilising more than one facility. Specifically, 18 students accessed both the SALC and
Centre B, while four students used three facilities. Additionally, 12 students focused on

languages other than English. Notably, eight students did not use any of the services.

Figure 3
Usage of Support Facilities Among Non-Users With TOEIC Scores Below 410 (N = 46)
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Figure 4 illustrates the actual usage of services by the 46 students with TOEIC
scores below 410 who had not utilised ELS. The data revealed that these students

mainly engaged in speaking sessions through other on-campus support services. The
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most frequently used service was one-on-one speaking sessions with an instructor at
Centre B, accessed by 29 students. This was followed by speaking practice with an
international student at Centre B (Chat Time, 18 students), one-on-one speaking
sessions with an instructor at the SALC (14 students), and the English Lounge at the
SALC, where students can practise English conversation with instructors and fellow

students (11 students).

Figure 4
Service Engagement Among Non-Users With TOEIC Scores Below 410 (N = 46)
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Discussion

This study explores student perceptions of and engagement with ELS, addressing
four research questions: (1) To what extent are students aware of ELS?, (2) What factors
affect students’ awareness of ELS?, (3) What factors influence students’ reluctance to
use ELS?, (4) What alternative resources do students with lower English proficiency
rely on for ELS?
Student Awareness of ELS

The findings reveal that 61.6% of students were aware of ELS, yet 54.2% of
them had never used the service, reflecting trends observed in a previous study (Konishi
et al., 2024). That 36.8% of respondents remained unaware of its existence indicates the
need for more effective outreach strategies. Among the 31 students (7.3%) who reported

using the service, participation varied across proficiency levels: Eight had TOEIC scores
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below 410, ten scored between 410-589, six between 590-799, and two between 800—
990. Although previous research (Konishi et al., 2024) suggested that students with low
English proficiency were less likely to use the service, the present study found that those
with TOEIC scores below 410 were the second most frequent users. This may be due to
incentives, such as extra points in certain classes, as well as factors like goal orientations
or an awareness of the service’s benefits. Furthermore, this shift could, at least in part,
reflect the effects of strategies implemented following the earlier study, such as
enhanced promotion efforts including the placement of posters across campus, which
should be examined in further research. These findings indicate that targeted incentives
can encourage students with low proficiency to engage with the service and have
positive learning experiences.
Factors Influencing Awareness

Students became aware of the service through various channels, with instructor
recommendations in class being the most effective. Both users (15 students) and non-
users (59 students) cited teacher recommendations in class as their primary source of
awareness. However, Google Classroom announcements had little impact on non-users
(six students), suggesting that raising teachers’ awareness of the service’s benefits could
be a more effective approach. First-year on-campus orientation sessions (47 students)
and off-campus freshman orientations (33 students) are also important in introducing the
service and could be further leveraged to increase awareness. These findings suggest
that instructor recommendations, both in class and during orientation sessions, play a
vital role in informing new students about the service. While peer and instructor
recommendations are known to influence students’ willingness to use institutional
services (Thomas & Tagler, 2019), peer referrals were relatively uncommon in this
study. Moreover, although instructor recommendations increased awareness, they did
not directly translate into service usage.
Barriers to Utilisation

Despite being aware of the service, several factors discouraged students from
using ELS, including reliance on other resources, limited understanding of the service,
and unfamiliarity with the instructors providing support. Among the 230 students who
were aware of the service, several factors discouraged usage. Some preferred other
formal university services, such as the Peer Tutor Programme (10 students, 4.3%),

learning advisor sessions at the SALC (nine students, 3.9%), and speaking sessions with
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instructors at the SALC (nine students, 3.9%) and at Centre B (nine students, 3.9%),
along with teachers in-class (17 students, 7.4%). Although these services differed in
purpose from ELS, time constraints might have prevented students from using multiple
services. Informal sources were also frequently utilised, such as online resources (30
students, 13.0%) and friends (32 students, 13.9%). These findings highlight that while
students engage with both formal and informal support services, they may rely more on
informal sources, aligning with previous studies (Karabenick, 2003; Li et al., 2023;
Thomas & Tagler, 2019).

Beyond reliance on other resources, additional barriers to usage included being
busy (80 students, 34.8%), uncertainty about what to ask (69 students, 30.0%),
hesitation due to lack of prior experience (50 students, 21.7%), unfamiliarity with
support instructors (28 students, 12.2%), and unfamiliarity with the service (20 students,
8.7%). These findings indicate that awareness alone does not necessarily lead to
engagement, as many students may not fully understand the purpose of the service or
how it can benefit them. Additionally, hesitation due to unfamiliarity with the support
instructors may create further reluctance to seek assistance.

This gap in understanding may explain why awareness raised through teacher
recommendations does not always lead to utilisation. Addressing these barriers through
clear communication about the service’s offerings including its benefits and enhancing
familiarity of the service and support instructors may foster a more approachable
learning environment and autonomy. These challenges may also relate to self-
perception, goal orientations, or influence of important others (Gonida et al., 2019;
Karabenick, 2003; Karabenick, 2004; Karabenick & Knapp, 1991; Ryan & Pintrich,
1997). Future research should explore how such psychological and contextual factors
intersect with service engagement, particularly in relation to alternative support systems.
Students with Lower English Proficiency

This study identified 46 students with TOEIC scores below 410 who were aware
of ELS but had not used the service. Most of these students were double majors studying
English and another language and actively using other support services, including the
SALC, Centre B, and Centre C (the Peer Tutor Programme). A notable trend was their
strong interest in acquiring another language at Centre B, while using the SALC
primarily for English speaking practice, suggesting a preference for oral skills

development, although Centre B also offers support for other skills. Contrary to prior
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research suggesting that low-proficiency students are reluctant to seek academic support
(Thomas & Tagler, 2019), these students were highly engaged. Their support-seeking
behaviour focused on speaking improvement, indicating that limited use of ELS does
not equate to an overall lack of help-seeking. Moreover, their academic goals may not
align with traditional English proficiency assessments such as TOEIC or TOEFL ITP,
highlighting a potential gap between students’ actual needs and institutional
expectations. This finding underscores the importance of understanding broader patterns
of support-seeking and recognising that traditional proficiency measures may not fully
capture learner needs. Further research is warranted to explore whether greater
alignment between student goals and service offerings could promote more meaningful
engagement.

Additionally, eight students with lower proficiency reported using no support
services at all. This raises questions about possible differences in confidence, self-
perception, or motivation compared to their more engaged peers. Enhancing service
design to reflect diverse learner goals, while ensuring instructors respond flexibly to
these needs, could foster a more inclusive and supportive learning environment. When
students perceive support services as relevant and valuable, they are more likely to

engage, build confidence, and develop greater learner autonomy.

Conclusion and Limitations

While ELS is widely recognised, actual usage remains limited due to factors
such as uncertainty about its purpose, unfamiliarity with support staff, scheduling
conflicts, and reliance on alternative resources. Instructor recommendations were found
to be effective in raising awareness, though they did not consistently lead to increased
utilisation. Notably, students with lower English proficiency actively engaged with
alternative services, highlighting the need to adopt broader perspectives on help-seeking
behaviour. Enhancing communication about the benefits of ELS, improving service
visibility, and addressing student needs more directly may foster greater engagement
and learner autonomy. Overcoming these barriers is essential to ensure students make
meaningful use of available academic support.

This study offers useful insights into students’ awareness and use of ELS but is
subject to several limitations. It relies on self-reported data, lacks longitudinal tracking,

and focuses on a single institution, which may affect the generalisability of the findings.
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Many participants were non-English majors, which likely affected their willingness to
seek help, as they may not prioritise English learning. Future research should address
these limitations by investigating the psychological and cognitive factors behind
students’ decisions to seek or avoid support, thereby informing the development of more

targeted and inclusive support initiatives.
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Appendix
Survey Questions

1. SALC TSN TV LU TOV =R 2RMH L2 &30 0 9702 FIH
LIZZ DB —ERZHZ TS,

Have you ever used any of the following services provided at the SALC? Please
select all the services you have used.

o FIHLIZ ENZ2
I have never used any services

o T—=UIT RALF—LDT RAL VL Sy ay
Advising sessions with a learning advisor

o TUTFHALNATOND Y= a vy
Workshops held during lunchtime

o A XU |
Events
o T—=VrUala=74

Learning communities
o MYPHELDTFILT =TT T T 4 AsR— FF— X (LPPs)
Language Practice Partners with international students (LPPs)
o T
Other
Since you enrolled, how often have you used Language Practice Partners?
2.SALC Tt s T %, FERHABICL DU TFOF— 2 2R M L7z Z &8
HOETOH2FALIEZEDH LV —ERAEZHATIZSNY,
Have you ever used any of the following services provided by English instructors at
the SALC? Please select all the services you have used.

e FIHLZZ &7
I have never used any services

o AbB—FTkyiar
Speaking sessions

o TAT 4T Y a Y
Writing sessions

e English Lounge (Yellow sofas)

e Maker Conversation

e Saturday Lounge

o T
Other

3. Centre C Tk TWAD, BT Fa—F—7 07T LEHS>TOETN?
Are you aware of the Peer Tutor Program offered at Centre C?

o MoTWAL, BUETr 7 ZAICELTHIMLTNDS (Fa—F—-F
2—7 4 —5Fp)
Yes, and I am currently participating in the programme (as a tutor or tutee)

e MoTWHL, a7 ITLIBMLIEZENDD (Fa—F— Fa—
T4 —E)
Yes, and I have participated in the programme before (as a tutor or tutee)

o HMoOTWDHAN, 7Turr T AIBMLIZ LiTn
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Yes, but I have never participated in the programme
o HBLRVDTT T T AMIBMLTIEZ LMW
No, I did not know about the programme and have never participated
4. Centre C TSN TV D IGEFE IR — F &> TOET)?
Are you aware of ELS offered at Centre C?
o HMoTWHL, FIALEEZ LD D
Yes, and I have used the services
o HoTWDHA, FALEZZ LiFn
Yes, but I have never used the services
o HMBLRWOTHPLIEZ &322
No, I was not aware of the services and have never used it
5. FREFEY AR — MIF ¥ v XANDO EZIZH D H > TWE LTeh?
Did you know where ELS is located on campus?
o HoTW=
Yes
o HIDLRNoT
No
6. HFEFE VRN — b2 EOL I £ L2 (BEERT)
How did you learn about ELS? (Select all that apply)
o MBI
I do not know about it
o ANFROT7Vyvavxr AV T—valrfy T
Freshman orientation camp at enrolment (Off-Campus)
o  (KRFEW) AZEROZER - EHITL DA F A
Department or major guidance sessions at enrolment (On-Campus)
o FHNDOKRAHK—
Posters on campus
o NREITEIDHIT
Recommended by friends
o JLHERRIEITEID BT
Recommended by senior or junior students
o WENTHRAIZEIDOLNT
Recommended by a teacher during class
o HFHDIRED RRL L THHT LI LBROENTND 2D
Required as part of the English class
e Centre C BN TWAH L X(THADITT
Found it while walking in the building
o A —TUF ¥ NA
Open campus
e Google Classroom TOSEAEND DFBHI HE
Google Classroom announcements
e Campus website D I3 %1 &+
Campus website announcements
o TUINYARX—Y (FRIZHLHIFEWMHEMOEETT L E)
Digital signage (silent TV screens for information on campus)
o XA LAZIED SNS
Social media platforms (X, Instagram, etc.)
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o T
Other

T IGEEEY A FERA L ARV ANCBEE LET, FEPR—- T

27 E2FA LI 2 ERRWEIIT R AT (EHIEE )
This question is for those who have not used ELS. What are your reasons for not
using the support desk? (Select all that apply)
e FHLIZZEN®D
I have used it before
o WEEFHEYR—INRHLILEHMBRN
I didn’t know ELS existed
o T—=VIUT RAAF=IZL Sy va s EFIHLTWS (SALC)
I use advising sessions with a learning advisor (SALC)
o WIEHBIZILAAE—F LTy aERHAL TS
(SALC)
I use sessions with English instructors, such as speaking sessions (SALC)
e Centre B THYHE & ORGHFZEMAEZFIHLTND

I use the conversation space with instructors at Centre B

o VT Fa—F—Tul I3 hIFa—T 4 (FR—FEZITAHHD) LT

ZML TN D
I participate in the Peer Tutor Programme as a tutee (the one receiving support)
e SALCOT—=27aIa=7 4IZBMLTVED
I participate in the SALC’s learning community
o [CL THIMT DEFHA 2
I don’t have time to use it because I’'m busy
o fIZERL TN DD RN
I don’t know what questions to ask
o Fo TWDHIAENNRN
I don’t know any teachers
o AIEMTZOBIT L
I feel embarrassed to ask the teacher questions
o HAICHSOTIIARSBSONTHRIR LI
I prefer to solve problems on my own rather than asking teachers
o AUH—Xy FETHITVD
I search online, etc.
o KEICHWTWVD
I ask my friends
o REZHYL TWDHEAICEZEMN TV
I ask the teacher in class
o HHIE - FROELELEFFTHREN DD
I can speak directly with my tutor or department teacher
o FFEFEYR— KN TR TELD03HRN
I don’t know what services are available through the service
o WEEFEHYR—FEZRHALIZI ENR2NDT, 7€
I’ve never used ELS, so I found it difficult to go
8. Centre B TRt SN TWALLUTOY—ERAZHMLIZZ LDV 902 F
ML Db —ERZH AT ES, (BEGERA)
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Have you ever used any of the following services offered at Centre B? Please select
the services you have used. (Select all that apply)
o FIHLIZ ENZ2
I have not used any services
o JEFET VT OHMHEIT K D IREEZEN]
Speaking sessions with instructors in each language area
o BEMTITOHFELDT vy FIA L
Chat Time with international students in each language area
o kAN |
Cultural events
e U—Uav”
Workshops
o T
Other
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Abstract

This paper presents a comprehensive needs analysis conducted to explore the perspectives of
students and faculty on the redevelopment of the REAL Room, a self-access learning center
(SALC) at Tokyo Kasei University in Japan. Historically underutilized, the REAL Room
offered an opportunity for redesign grounded in current best practices in self-access
education. Influenced by existing self-access literature emphasizing stakeholder integration,
mission clarity, and student agency, the analysis employed surveys to gather data from 61
students and seven faculty members. The findings revealed a strong demand for the REAL
Room as a communicative space to enhance speaking and listening skills through interactions
with peers and faculty. Students also expressed interest in using the facility for academic
support and consultation. Faculty feedback highlighted the potential of the space as both a
learning resource and a promotional tool for the university. Based on these insights, we
developed a mission statement to guide the transformation of the REAL Room into a
collaborative, accessible, and learner-centered space. Future steps include establishing
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student staff teams, creating an online presence, integrating the SALC with coursework, and
engaging in continuous assessment and cross-departmental collaboration. This study aims to
inform the creation of principled, adaptable SALCs in similar educational contexts.

AET, AROKREFHEKRFEORLVT « T IR A«FT—=7 « B Z— (SALC)
T&H % REAL L — LADOFBAFIZHOWNWT, FELEHEOESEZREDL -DIZE I Nz
fEN == AT £ LD bDTH D, BRMIZHEVRHINTI eroTz
REAL V— A%, BT T 7 EBABBICBITABIEDORA N TFF 7T 4 A2 HSN
R OMEZ IR LT, AT — 7RV E—DOfE. I v a O, 4
O F R Z T DL T T 7B A %?5%?@&%’%@%§H\%ﬁf@m
ANDFAELE T NOHEENLT — 22 NETHZDICT o r— e Lz, £ 0Ok
B MEPHE L OXHEZB L TCAEY =% IRV A= T DAF NV EED DD
DaIa=lr— 3 A=A L LT, REAL /L — ATk D I8WEEE B 5 00\
Irote, FAITER, FEIESCHRICZOMHFEZFAT S Z SICb Bk EZ /R LT
Wiz, BENLDT 4 — Ry 7 TIE, ZTOAR=ARNEHY V—2L LT, £
REOELRY —/E LTORBEENERSNE LT, ZhbORgICESE, Lz
HBIZ REAL v — A& 3EFERT, FIH LT K, FEEFLDODAR—RZEZ DT
Dfgdt b Ivvar s AT—FMAVREERLE L, SBDOAT 7L LT
X, FHERAY v TF—LDERN., o TA T LB AORESE, SALC & a2— R U
— 7 DA, ML 725N & AT 22 1 D IRHI DRSS/ ER R T oD, AR
Zelx. RIREOEFE R IB N T, JRAIF) Tl Al BE 72 SALC Z BT 5 72 D1 #
T2 EHEMELTND,

Keywords: needs analysis, faculty integration, SALC establishment, feedback, mission
statement
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This report outlines a needs analysis conducted in order to gauge student and faculty
member perceptions on the potential future direction of the REAL Room, a relaunched self-
access space at Tokyo Kasei University in Tokyo, Japan. The REAL Room had existed in
various forms over the last fifteen years in our department, but for a number of reasons
discussed below had stagnated and, at the time of our needs analysis, had been completely
shut due to both a lack of student attendance and for the purposes of redesigning/redecorating
the space. This presented us with an opportunity to start from scratch and develop a new
direction and vision for the REAL Room based on up-to-date principles and best practices
from the field of self-access. Based on existing self-access literature emphasizing the
importance of faculty integration (Datwani-Choy, 2016; Von Joo et al., 2020), the creation of
a coherent mission statement (Mynard, 2016; Werner & Von Joo, 2018), and student
involvement in self-access management (Cooker, 2010; Murray & Fujishima, 2016; Mynard
et al., 2020), our team decided early on that student and faculty voices would be crucial in the
redevelopment of the REAL Room.

In this report, we will first summarize relevant existing literature that guided our
vision and needs analysis. From there, we will outline in detail the steps we went through in
collecting and analyzing student and faculty perspectives. Finally, we will highlight some
implications based on the data we received, discuss the future direction for the REAL Room,
and examine ways in which we can operationalize our vision for the space. We hope that this
discussion of practices may serve as a point of reference for others hoping to take the first
tentative steps in designing (or redesigning) a principled self-access space within their

institution.

Context

The REAL Room was originally established in 2009 within the English
Communication Department at Tokyo Kasei University. It was originally known as the Room
for Enjoyment for Active Language, but due to the rather unwieldiness of this original name,
was eventually referred to simply as the REAL Room. This space featured an area with sofas
for casual chat, audiovisual equipment such as a TV and computers, and a small library of
graded readers and English magazines. Seasonal events were also periodically held for
Halloween and Christmas. While the REAL Room was primarily designated as a meeting

place for students wishing to practice English, it also functioned as a de facto rest space for
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“native”!

English teachers who would eat lunch or prepare for lessons there. Consequently, it
was hoped that this dual purpose of the space would facilitate increased communication
between students and foreign teachers.

Although there were indeed signs that the REAL Room had historically made some
positive contributions to the department and had been popular at times with students (there
were 2842 recorded student visits in 2014 according to internal data), it also became evident
that there were also a number of persistent issues to be addressed with the redesign of the
space. Firstly, the REAL Room was predominantly framed as a place that students could
come and “enjoy.” This meant that, although there was no official mission statement in place
during this time, the role of students appeared to be largely passive, similar to consumers or
audience members. Rather than being a “social-supportive SALC” with “an institutional
mission to promote learner autonomy” (Mynard, 2019, p. 192), the REAL Room did not
actively did not encourage students to play an active role in their learning or facilitate student
management of the space. This was arguably compounded by a tendency to focus on “native
speaker” teachers as the central figures in the REAL Room. Wall displays and seasonal
events tended to focus on their cultural backgrounds or interests, and they alone were called
upon to provide content or learning opportunities for students who visited. This dynamic
further reinforced the assumption that the REAL Room was a place where the university
would provide access to “native speakers” that students could then passively “consume” as
they wished. A side effect of this overreliance on “native speakers” was that the perceived
value of the REAL Room by faculty members or the department hinged upon the degree of
enthusiasm that foreign teachers displayed towards their role there and the level of interest
students had for interacting with them. In sum, this meant that this space was essentially
transactional in nature, where students would be rewarded for coming to the REAL Room
with opportunities to passively learn from “natives”. This model, consequently, offered few
avenues for the student agency or ownership essential to the cultivation of a successful SALC
(Cooker, 2010). One final issue was that, due to the REAL Room having been established
fifteen years ago, there remained an overreliance on physical learning materials such as
graded readers or English magazines. Due to recent technological advancements such as
smartphones, these resources had become basically obsolete (Kronenberg, 2016; Reinders,

2012) and, to reflect a movement within self-access towards SALCs as social hubs, i.e.,

" The term “native speaker” is displayed in quotation marks throughout this article due its
socially-constructed and contestable nature (Moussu & Llurda, 2008).
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places where students can learn with and from each other (Thornton, 2021), a new direction

for the REAL Room was necessary.

Literature Review

Numerous accounts of conducting needs analyses or, indeed, any type of assessment
of self-access facilities and services highlight the importance of including multiple
perspectives from a range of different stakeholders (Datwani-Choy, 2016; Morrison, 2003;
Takahashi et al., 2013; Werner & Von Joo, 2018). Just as multiple data sources within
qualitative research are used to provide rigorous and comprehensive findings, Takahashi et al.
(2013) suggest that by triangulating perspectives from teachers, learning advisors, students,
and university management, we get a fuller picture of how a SALC can meet the needs of an
institution. Werner and Von Joo (2018) echo this notion as they discuss the importance of
coproduction across multiple stakeholders during needs analysis. When establishing a new
SALC at Ryutsu Keizai University, the researchers proactively sought to meet multiple
stakeholders face to face in order to coproduce a facility that “[sought] out input from
multiple stakeholders” and was “multi-purposed in response to said input” (p. 126). In the
case of Ryutsu Keizai University, the university had a strong focus on sports and study
abroad, and the feedback received allowed the SALC team to tailor its services to better
reflect and serve that unique educational setting (Von Joo et al., 2020). This coproduction
process was also bidirectional in that while receiving feedback from faculty and university
staff, Werner and Von Joo were also able to increase the institutional visibility of the SALC
and reassure faculty and teachers of its role as a complement (rather than competition) to
their role.

A further key component of establishing a principled self-access center, that both
facilitates and is facilitated by a coproduced needs analysis, is the development of a coherent
mission statement. Conducting a needs analysis allows a SALC team to tailor its mission
statement to its specific institution and population. Moreover, in the opposite direction,
having a clear mission for a SALC can reduce confusion over its purpose and purview among
staff, students, and faculty alike, thus making support and promotion easier to implement
(Datwani-Choy, 2016). In institutional landscapes marked by rapid educational and
technological shifts and evolution, the necessity for a SALC’s mission to drive design (rather
than the other way around) can be even more keenly felt (Kronenberg, 2016). In addition to
these benefits, a clear mission statement can act as a gauge or benchmark for continuous

assessment and future development of a SALC. Literature focusing on the role of language
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centers in the US has asserted the importance of coherent mission statements and their role in
effectively assessing whether or not centers are adequately responding to contemporary
educational mandates (Lavolette, 2018). Mynard (2016) discussed how the mission statement
of the SALC at Kanda University of International Studies is revisited and updated on an
annual basis depending on evolving needs and “ensures that the SALC directions focus on
core values and services” (p. 428). This mission statement represents yet another example of
coproduction in that its content is partly based on insights from student staff members.
Furthermore, evaluation of how well the SALC’s practice is congruent with its mission
statement can draw upon a range of perspectives, including learning advisors, teachers,
students, administrative staff, or even external parties such as an expert in PR or marketing.
Influenced by this existing body of work, in the project outlined below, we
endeavored to analyze the needs of a variety of stakeholders at Tokyo Kasei University in
order to determine what type of SALC might serve them best. Based on these insights, we
then attempted to develop a mission statement for the REAL Room that would clarify its role
within our local institutional landscape and allow us to evaluate the efficacy of our center in

the years to come.

Building a Roadmap for the REAL Room: Student and Faculty Feedback

To survey the perspectives of students and faculty members from the English
Communication Department, in August 2024 we distributed two Google Forms (Appendix A
and B) via both the university’s LMS and during first- and second-year compulsory English
classes. In the case of the student survey, we also included questions relating to scheduling
(what days/periods they would be available to attend the REAL Room) and social media
preferences (through which platforms we could disseminate promotional information). In the
case of both student and faculty surveys, the main aim was to find out what activities or
functions that they felt the REAL Room should include. Both surveys featured a combination
of closed- (four-point Likert scale based on perceived importance/checklist items) and open-
response items. All items were bilingual and respondents could complete the open-response
items in either English or Japanese. In total, we received 61 student responses and seven
faculty responses to the two surveys. The relatively low number of faculty responses was due
to the survey only having been distributed to members of the English Communication
Department as the REAL Room fell directly under their administrative umbrella. In terms of
analysis, the open-response items were inductively coded using thematic analysis (Braun &

Clarke, 2006) in order to identify any existent trends.
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There were a number of limitations that should be noted regarding our surveys.
Firstly, piloting the survey items with our target population could have reduced the risk of
confusing or poorly worded items. Furthermore, it would have been preferable to collect
more detailed qualitative responses through interviews or focus groups with former REAL
Room users in order to obtain richer insights into how the space might better serve student
needs. Finally, the surveys were distributed to a convenience sample of current
students/faculty members and there is a chance that due to the long inactivity of the REAL
Room, the degree of familiarity some respondents had with the space would have been very

low, thus potentially impacting the usefulness of their responses.

Student responses

By examining the closed-response data, we could determine that many students
desired the REAL Room to function primarily as a space for communicative practice or
general interaction in English (Figure 1). The list of closed-response items included 14 types
of SALC activities that were selected based on our experience working in and observing
various SALCs throughout Japan as well as insights drawn from existing academic literature
on self-access language learning. Students responding to the prompt, “I would use the REAL
Room to... (FAlZ REAL Room % Z @ & 5 (ZFH L 72\, )” indicated enthusiasm towards
the items listed below:

e chat with friends or seniors. (KEERCLE LB L 20 T°5)
e chat with teachers. (JEZE LB L D)
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Figure 1
REAL Room as a communicative space

(scale represents lowest importance (1) to highest importance (4)

1. chat with friends or seniors. (RZEWHXE LS LD T D)

61 responses

30

26 (42.6%)
24 (39.3%)
20
19 10 (16.4%)
1(1.6%)
0
1 2 3 4
2. chat with teachers. (SEE&EH L ARD)
61 responses
40
35 (57.4%)
30
24 (39.3%)
20
10
0,
0 (0%) 2 (3.3%)
0
1 2 3 4

The open-responses to the question, “I would use the REAL Room to... (BARAIIZ I,
REAL Room #fi [ L T, D43 H T EE LW E BUET, ) were congruent with
the above closed-response data, with the majority of responses (n=44) being coded as
“communicative/interactional”. As can be observed in the following responses, students
appeared to value the REAL Room first and foremost as a site to improve their speaking and
listening skills through interaction with teachers or senpai (seniors):

o [ would use the REAL Room to study English with friend, Senpai, teacher.
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e [ want to improve my listening and speaking skills. I want to talk with teachers, senior
students, and native English speakers to eliminate my resistance to speaking English
and to be able to have daily conversations in English.

e [ want to make opportunities to speak English. I would like to communicate with
seniors through English.

o [ would like to use REAL Room to improve my English speaking. I would like to go
with someone who is easy to talk to, like a friend, or I would like to talk to a teacher
to get used to speaking English. Sometimes I don’t speak as well as I think I should,

so I would like to improve that.

A further theme was an apparent interest in the REAL Room as a site for academic
and affective support. Numerous students responded positively to the idea of opportunities
being provided to consult about classwork, approaches to self-study, or general academic

worries (Figure 2).

Figure 2

REAL Room as a venue for learner support

4. get support for my class work. (2D HYR— hEZ(13)

61 responses

40
30 32 (52.5%)

20 21 (34.4%)

10
1 (1.6%) 7 (11.5%)

1 2 3 4
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9. learn how to self-study English. (REBFBZBEB I D5 EEED)

61 responses

30

26 (42.6%) 26 (42.6%)
20

10

8 (13.1%)
1 (1.6%)

13. get advice about problems or worries you are having about learning English.
(REEBTHERO>TWLWDZ L, IHATWDRZEICDWTY RINA R ZZITD)

61 responses

40

30 33 (54.1%)

20 23 (37.7%)

10

0 (0%) 5 (8.2%)

1 2 3 4

This suggests that an advising component to the REAL Room, where students could
reserve time slots throughout the week to discuss their own learning, may be a welcome
addition to the space. Finally, it is noteworthy that the two least popular items on the survey
were “read English books and magazines (538 D ASCHERS & HE10)” and “learn about
online/computer study tools. (4> 7 A /2 L B 2 —F DFE Y — LIZ OV TESR),
echoing assertions from the existing SALC literature (Reinders, 2012; Thornton, 2021)
regarding a shift in self-access needs from the provision of educational materials to

opportunities for social connection.
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Faculty responses

In terms of the closed-response item data, it appeared that faculty also tended to view
the REAL Room as a site to develop students’ communicative ability through interacting
with either teachers or fellow students and a place to get extra out-of-class support for any
academic challenges they might be facing. Accordingly, the most popular checklist responses
(respondents were each asked to make five choices) to the question, “In your opinion, what

are key areas of value that you hope the REAL Room can deliver? (REAL Room 723 f& T
& DAME & AT 72 & 875 2 T 7> ?)” were as follows:

® A place for students to practice English conversation (n=4)

® A place where students can interact with their senpai (n=5)

e Somewhere students can get extra out-of-class guidance or conversation practice with
teachers (n=4)

® A place students can go to consult with teachers/advisors about learning problems or

worries (n=4)

One more area which faculty members appeared to particularly value was the role of
the REAL Room as a promotional tool for the department or university. This was reflected in
the proportionately high number of responses (n=5) to the following option, “An attractive
facility that can help to promote the department/university.” Conversely, the least popular
responses were “A quiet place for students to study.” (n=0) and “A place that could be used
for holding poster presentations or guest speaker events.” (n=2). The relative lack of interest
in these options may also reflect the desire from faculty members for the REAL Room to act
primarily as an energetic social venue where students could develop communicative ability
and build interpersonal connections. As can be observed in the following open faculty
responses based on what they felt to be important points relating to the REAL Room, its
social and promotional potential was something that faculty members recognized and felt
should be leveraged in order to get the most out of the space. However, there were also
concerns about ensuring that we maintain the accessibility of the space by perhaps

reconsidering the historical “English only” policy of the REAL Room.

The door says “English only” on it, but some students are discouraged by the sign. |
felt that the first priority should be to encourage students to enter. However, it is also

important to promote the facility as an attractive place for English communication, so
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we think it is necessary to take measures to actually help students improve their
motivation and communication skills in the REAL Room. Since our department has
basically few vertical ties, I think it would be good to appeal to students as a place
where they can interact with students from other grades. I don’t know if this is
feasible because it is just an idea, but I think it would be easier for students of various
grades to use if the department could provide opportunities for [senior] students to
serve as advisors on a regular basis and offer advice on student life, job hunting, and
other topics. ...1 think that providing students with an opportunity to casually
experience English and to enjoy interacting with various people will have some

positive effects.

If we are to make the most of the department’s unique characteristics, I think it is
important that it be a “place to speak English”. However, if the room is too

specialized for learning, students will not be able to use it easily.

Hopefully, we can make use of such situations or atmosphere where students are
communicating in English a lot in REAL to promote the department at open campus

[events].

By also seeking out faculty perspectives, we could deepen our understanding of the
need to frame the REAL Room as an accessible out-of-class communicative space where
students can also come for advice or support. Concurrently, we also became aware of the
importance of contributing to our department as a promotional resource. Our department has
recently put more focus on student achievement and leadership as a measure of departmental
success and an area that should be at the center of any ongoing promotional activities.
Therefore, the REAL Room, as a site for facilitating and showcasing achievement, can play a
key role in the promotional strategy of the department as a whole. We believe that by creating
a safe and attractive place where students can build both linguistic and social resources, it is
possible for us to satisfy the primary student/faculty stakeholders in our institutional
environment. With these factors in mind, along with Tokyo Kasei University’s broader
mission to empower women by developing their autonomy (https://www.tokyo-
kasei.ac.jp/en/about/history.html), we developed the following mission statement for the

REAL Room that will guide our development of the space in the coming year.
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The mission of the REAL Room is to provide an environment where our students have out-of-
class opportunities to develop their communicative English ability while also deepening
social connections with peers or teachers. We aim for the REAL Room to be an empowering
space offering students support and opportunities for leadership while also acting as a means

of sharing our students’ visions and achievements with the wider world.

Moving Forward

Based on our mission statement, our plan over the next year will incorporate a number
of clearly-defined goals to move towards (Mynard, 2016). These include 1) the establishment
of a team of student staff who can help maintain plurality of perspective, 2) the creation of an
online presence for the REAL Room (dedicated website, social media presence), 3)
scheduling weekly advising slots staffed by faculty or students, 4) conducting action research
to assess and further develop the REAL Room, 5) integrating our SALC with existing
courses, and 6) collecting ideas from other SALCs via face-to-face visits, online
consultations, guest speakers, and discussion in organizations such as JASAL and RILAE
(https://kuis.kandagaigo.ac.jp/rilae/). We also hope to follow the examples set by Takahashi
et al. (2013) and Von Joo et al. (2020) and reach out beyond our department to other faculty
members and university administration in order to get an even more diverse and cross-
sectional view of how the REAL Room is situated within the broader institutional landscape.
In this way, we believe that we can discover new possibilities for our SALC and deepen our

understanding of the ways it can positively contribute to our educational ecosystem.
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Appendix A
Student Needs Analysis Survey

During your four years at Tokyo Kasei University, merely taking courses is not sufficient to
make you a fluent English speaker. By having more exposure to English on a daily basis, you
can increase your language proficiency.

The REAL Room is on the 3rd floor of Building 10 (the same building as the library). We
want to develop it into a place where you can immerse yourself in English and chat with
friends, seniors, and teachers, practice presentations, watch movies, play board games, get
help and advice about study problems, and more.

Please answer the following questions to help us create a REAL Room that will be most
useful for you.

WHRBKFTOAENIE., BICHEEZT 2T TR, EEEMBICEEd L9
ISR EEA, HEWICKESICHMNZEDEEPTIET, e mHdZ L
rTEET,

REAL Room (& 10 =fif (MEFFEHCEY) D3 cHd ) 29, JoEvLdE. Lt
tELeRYLEN, T7LE>OHEE LY. MEE RN, R—FKF5—L%EL
=0 WEOMAEMLE LIz, BREBRE, FEEFTICBRNZIGICHETTWE:
WwWeilloTwg g,

DT > T b 72 REALRoom 51F 3182, LITOERIICEZAL T
Ly

On a scale of 1 to 4 with 4 being the highest, choose the level of importance for you. (1 »* 5
4DRT—IVTAD —FEW. HREZIICE>TORERERDOL RNV &R L TL 2&
W, )

I would use the REAL Room to... (fAld REAL Room & Z M & H IZFIHI L =\, )

1. chat with friends or seniors. (JGER L E HE L 2 X1 T %)

2. chat with teachers. (oL & & L 2~ 1))

3. play English board games. (Y3 DR — K 4" — L % jfif &)

4. get support for my class work. (FZZEDH KR — b+ &7 %)
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5. study English independently. (55 @ [ 1 5:7)

6. receive free English lessons. (MRl DHZEL v R > %521 B)

7. read English books and magazines. (J&5 O A R HEGE & L L)

8. watch English movies. (355 O WL % [l %)

9. learn how to self-study English. (355 & 1 9 % )ik & F.N)

10. listen to a guest speaker in English. (7" 2 b R E'—Hh — 0D & 42535 TH €)

11. learn about online/computer study tools. (# > 2 4 /A Ea—2 DFHY —ILIZD
W THER)

12. talk to someone about how to be a better learner. (& ¥ R WEE K IZHR D00 ik %
AEDICHIGE T %)

13. get advice about problems or worries you are having about learning English. (& 555274
TH>TWBZ &, HATWBRZLIZDOWTT KNS REZ(T )

14. attend seasonal events (welcome event, Halloween, Christmas, etc.). (=8 D173 220
T3 (folfrd. "I A4—=2, J)ATARY)

Please complete the following question by writing your own answer (in Japanese or English).
HoDHEZX &l AL TSN, (HAGETHHETH AL LTY)

I would use the REAL Room to... (JLIARYIZ (&, REAL Room # £/ L T. KDY T
FEELREVERWET, )

Thank you very much for completing this survey. Your answers will help us to make the
REAL Room more useful and interesting for you!

Troa— MBIV EEE HYH L) TECE LI, BHEO M IE. REAL
Room % & ) {fFITIHAWVHLDIZT 21-HDNBEICEETWEE LT,
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Appendix B
Faculty Needs Analysis Survey

REAL Room Project Group Idea Sharing

Hi everyone, I would like to get your perspectives on the REAL Room and what value you

hope it can deliver to our department, our students, and Tokyo Kasei more broadly.

In your opinion, what are key areas of value that you hope the REAL Room can deliver?
(Please check your top five choices)

A place for students to practice English conversation

A social hub where students can make new friends

A place where students can interact with their senpai

Somewhere students can get extra out-of-class guidance or conversation practice with
teachers

An attractive facility that can help to promote the department/university

A place students can go to consult with teachers/advisors about learning problems or
worries

Somewhere offering opportunities for student leadership

A place that could be used for holding poster presentations or guest speaker events
A quiet place that students could come to study

A place to hold workshops on English learning, technology use, etc.

Other

Please give details of any other considerations that you think are important for the REAL
Room adding value to our department. (Japanese or English responses are fine)

JASAL Journal Vol. 6, No. 1, June 2025 46



Guided Self-Study Program in an English Course

Guided Self-Study Program as a Component of a Mandatory English

Course

Ayako Aizawa
Graduate School, Rikkyo University
a.aizawa@rikkyo.ac.jp

Yumi Matsumoto
University of the Sacred Heart, Tokyo
y.matsumoto@u-sacred-heart.ac.jp (Corresponding Author)

Author Biographies

Ayako Aizawa is a Ph.D. student in Intercultural Communication Studies at Rikkyo
University and has been working as a language learning advisor at the University of the
Sacred Heart, Tokyo. Her research interests include second language acquisition and
language testing, with a particular focus on testing first language Japanese users’ knowledge

of English formulaic language.

Yumi Matsumoto is a lecturer and language learning advisor at the University of the Sacred
Heart, and also teaches at Tokyo Kasei University, where she designed and launched a course
called ‘English Workshop’, aimed at fostering autonomous English learners. She received her
MA in TESOL from Temple University in 2007. Her research interests include learner

autonomy and corpus linguistics.

JASAL Journal Vol. 6, No. 1, June 2025 47



Guided Self-Study Program in an English Course

Abstract

This paper outlines the guided self-study English listening program at the University of the
Sacred Heart, Tokyo, a program integrated in a mandatory English course for all first-year
students, which has provided English listening practice to first-year students for over three
decades since its inception in 1991. A distinctive feature of this program is its structured and
guided approach to self-study, which requires students to adhere to specific study durations
and pacing while choosing from a wide variety of selected listening materials. This paper
highlights how the program has maintained its core objectives while adapting to
technological advances and evolving student needs. The program’s long-term implementation
provides insights into integrating guidance and autonomy in self-study within language
programs, even with limited resources.

AR TIE, BLEFRETIThATWD T ERAERITONMETZER B ICAHRES 5 3
EEHE O T L ERNT D, K0T AORSN A E LT, BESFEITRT
HREEL SN A RFX (guided) 770 —FNETF LD, THUTED ., F4E
TR E DFBHIFFOR—R IS Z 2 RDOENDE—F, 7T RAA P —IZ KV iEA
SBEEINTZV A=V TEMPOLFENEEZEIRTI28HN G265 TWS, Afi
TlX, EARM TS ZHEREF LoD, FHROILCHEAD =— X OE{LIZ# I Lan
B, EOXITHEE SN TNDIONERNTT D, BEWICE> TEESNTEZEW
ARTT T T LDOEKL. BoN-U Y —2ADOHTY, BRI MIBTEH
A RFET7T7a—FLBBMEONRT U AE LD ARZHEFEEDOH D HIZHONTO
R ERAE L T D,

Keywords: guided self-study, self-access, language learning program, language learning
center
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A guided self-study listening program at the University of the Sacred Heart, Tokyo
(USH) has a history of 33 years, starting in 1991 with eight English learning materials
(Decker, 2004). The program has been integrated into the First-Year English (FYE) program,
a mandatory component for all first-year students. Since USH adopts late specialization, all
first-year students belong to the Basic Program in the Faculty of the Liberal Arts and decide
their major near the end of their first year from 10 choices. Every year, approximately 600
students participate in the FYE program, which is managed by the English Department and
consists of two 100-minute classes per week. In addition to this, all FYE students participate
in a 60-minute-per-week self-study component, known as the MCAL self-study program,
which focuses on developing their English listening skills and the habit of self-studying
English. This program is supported and managed by the Language Lab (LL) in the Media
Center for Active Learning (MCAL). To clarify the structure and responsibilities of each
component, Table 1 summarizes how the self-study program fits into the broader institutional

context.

Table 1
Components of the FYE Program and the Broader LL Services

Component Target Management Instructional Purpose
Students Format
FYE Classes All first-year  English Two 100-minute  General English course
students Department classes per week,  covering grammar,
taught by vocabulary, and four
instructors skills
MCAL Self- All first-year LL and One 60-minute Develop listening skills
Study Program students Language guided self-study  and self-study habits
(part of FYE Learning session per week
Program) Advisors
Broader LL All USH LL and Drop-in advising, Individualized language
Services students in Language self-study learning support
any year Learning resources,
Advisors ongoing support
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Self-Study Program in First-Year English Course

Goals

The MCAL program was designed with a special emphasis on listening proficiency,
building on early pedagogical insights from its founding period. Decker (2004), who initiated
the original program, observed that “students’ scores on the listening component of a
standardized test were often lower than their scores on the structure component” (para. 5),
which highlighted the need to give more focused attention to listening instruction. Given her
observation that students “have little chance of receiving this variety of input outside the
classroom” (para. 6), the program incorporated a wide range of audio-based materials that
students could select themselves. In addition, studies show that people spend more time
listening than using the other three skills (reading, writing, and speaking), both in their first
and second languages. For example, as previous research has shown, listening tends to carry
the greatest weight in language use overall, accounting for approximately 40% in the first
language (Burley-Allen, 1995) and more than 50% in the second language (Nunan, 1998).
This emphasis on listening remains pedagogically significant in the current implementation
of the program, particularly within FYE classes, which are designed as general English
courses rather than skill-specific training modules. While students receive English input
during the two 100-minute classes, this exposure alone is insufficient to develop strong
listening skills. Building listening proficiency requires access to varied and sustained input,
which can be more easily practiced independently. Considering these challenges and the
program’s limited human and financial resources, the use of curated listening materials
continues to be a practical and pedagogically sound approach for supplementing classroom
learning and promoting autonomous skill development with having the opportunity to use
various materials.

The MCAL program also aims to develop students’ responsibility for their own learning,
which is often referred to in connection with autonomy. While autonomy is defined in different
ways depending on the context and research, the common understanding is that it is a sense of
ownership in one’s learning, with the capacity to take control of it (Ddérnyei & Ushioda, 2021).
As the MCAL self-study program is integrated into the curriculum, there are rules that students
must follow; however, to nurture the students’ sense of ownership in their learning, they are
given the freedom to decide on how to proceed with their self-study. This process encompasses
the essential elements of autonomous learning as proposed by Benson (2011): determining the

learning content (goals and what to learn), managing learning (when, where, how to learn), and
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engaging in the cognitive processes (reflection).

How Students Work

This section will explain how the MCAL program operates and how freedom is
constrained in each aspect.
Setting Their Own Goals

At the start of each semester, students select their learning objectives from a list
categorized into two levels: advanced and general. Recognizing that some students may find
it challenging to determine their goals independently, language learning advisors (hereafter
advisors) pre-select approximately 20 objectives covering a wide range of vocabulary,
listening, reading, and speaking aspects. Students are required to select two or three
objectives from the list of twenty. They are encouraged to consult with their course
instructors or advisors as needed during the selection process.
Determining the Learning Content: Materials

Advisors select the materials available for self-study, offering students a choice
between printed resources housed in LL and recommended free online websites which they
can use anywhere, anytime. In selecting online materials under budget constraints, it became
clear that very few truly free websites offer adequate pedagogical guidance in Japanese,
particularly for lower-intermediate learners. As a result, the program continues to emphasize
guided material selection, including paper-based resources. Materials are classified into five
levels, corresponding to the class levels, and students are expected to select from the
corresponding level. Additionally, instructions on effective self-study procedures are
provided by advisors and attached to each material to facilitate students’ study sessions.

LL now houses an extensive collection of over 500 curated resources categorized by
topics such as travel, culture, study abroad, news and documentaries, English exams (e.g.,
Eiken), grammar and vocabulary, and English-subtitled dramas and movies. In response to
the COVID-19 pandemic, the program also began recommending selected online learning
resources (e.g., news, English lesson, and video streaming sites), enabling students to study
remotely at their convenience. While online resources have become ubiquitous, paper-based
materials still have an important role in LL. Some students prefer paper-based materials, as
they reduce digital distractions and offer a more focused learning experience. Based on the
advisors’ observations, such resources are valuable for supporting productive and immersive

study.
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To enhance students’ listening skills, most of the materials feature audio resources,
and efforts are made to incorporate various English varieties. Research on Japanese
university students’ listening comprehension demonstrates significant disparities between
first and second language English speakers (Tara et al., 2010), as well as among first
language English speakers using different English varieties (Uchida, 2021). Therefore,
resources for studying abroad and news media highlighting English varieties are provided to
expose students to diverse linguistic contexts.

Managing the Learning Process: Time and Pace

Each semester, students are required to get eight points by completing eight 60-
minute self-study sessions and submitting reflection forms over a 10-week period, with a
limit of one session point per week to discourage last-minute cramming. If students meet the
requirements, it means they have studied English outside of class for more than eight hours in
10 weeks. Two weeks are designated as spare for unforeseen circumstances such as accidents
or illnesses. Students are welcome to study more than twice a week during the 10-week
period (but only one point is given per week), and/or complete nine or ten sessions if they
want to.

Monitoring the Learning Process: Taking Notes and Reflecting on Their Self-Study

Students are provided with a dedicated notebook for the MCAL program created by
the advisors. Students take notes in the notebook; for example, they can record lesson
answers and unfamiliar vocabulary and take notes on what they were unsure about. While
students are encouraged to use the notebook to keep a record of their learning process, its use
is not mandatory. In practice, the degree to which notebooks are reviewed varies by
instructor; some may check them periodically during the semester, while others may not. To
ensure a baseline of accountability and reflection, following each session, students are
required to submit a weekly reflection form via Google Forms to get a point. In the form,
students report the purpose of the study session, what materials they used, and what they
learned during the self-study. At the end of the semester, students submit a required semester
reflection form indicating how well they were able to meet their learning goals for the

semester.

What Has Changed in 20 Years
Over the past two decades, the self-study program has undergone significant
transformations to adapt to evolving student needs and technological advancements. While

the core principles of the program have remained unchanged since the MCAL’s inception in
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1991, the operational framework has evolved, particularly in response to the challenges posed

by the COVID-19 pandemic.

Adoption of Online Platforms

The inclusion of online resources in the self-study program had been under discussion
before the COVID-19 pandemic, as part of ongoing efforts to expand learning options. At
that time, however, most high-quality platforms offering structured guidance comparable to
the paper-based materials were subscription-based, and financial constraints limited their
adoption. The pandemic accelerated the shift, and from the 2020 academic year, 12 free
websites suitable for autonomous learning were selected and introduced. These online
platforms, like their paper-based counterparts, were chosen by advisors based on their
suitability for autonomous learning. Emphasis was placed on clear instructional design and
pedagogical value.

In recent years, while developments in Al-powered language learning tools, such as
chatbots and adaptive feedback systems, are receiving increasing attention, the program has
not yet incorporated these tools into the list of selected online resources. This is primarily due
to concerns about students’ readiness to engage with Al tools in a pedagogically meaningful
way, as well as the difficulty of providing adequate guidance and oversight. The potential of
such technologies is recognized, and their inclusion may be considered in the future. For
now, priority is given to tools that align with the program’s emphasis on clarity, learner

autonomy, and consistent instructional quality.

Structured Note-Taking Instructions

Another recent development has been the introduction of structured note-taking
guidelines (see Figure 1) to augment students’ cognitive processes and facilitate more
effective learning. These instructions underscore the importance of reflective practices,
prompting students to contemplate not only the content they have encountered but also their
learning methodologies and experience to encourage students to discern patterns, identify
areas for improvement, and refine their study strategies accordingly. The goal is to increase
students’ awareness of their learning behaviors to optimize and enhance the efficiency of

their English self-study.

JASAL Journal Vol. 6, No. 1, June 2025 53



Guided Self-Study Program in an English Course

Figure 1
Example of a Structured Note-Taking Instruction

Are you satisfied with today’s self-study session? Why do you think so?

SAMPLE How satisfiedr| © ® @‘ﬁ Choose your level of safisfaction with your learning }
Worksheet for First-Year English MCAL SELF-STUDY .
= 4 - Why do you think so?
ate Time Website / Category Matenal No. Level
(o Larguage ab it | Llove. the story. especially its wiain chavacter. who. is ternble at cooking. The SE0ry. was not
5/11 10:50~12: 15 elllo orb) . P »
that. difficult. | read the story. while listening. to.it, but.next. time.| will listen £0.4.story. first
Material Title and then read it
“Dressing for School” Views #1407 / High-Beginner 3 It's helpful to write down what you want
10 0o In your next seif-study session

Sarah and Johw talked about fashion ially what to wear to school.

e \
== Write a summary of the materials you

d.
— So that when ;‘ji‘ock back, you can
understand what kind of content you ) SAMP LE
Ll Weekly Reflection Form D _

[ sk “clothing” as."closing.” The. pronunciation is. really similar.

Both think school uniforms. are. great,

When | checked in the dictionary. | found out they're different. \\

. " p 4 ik bettort RN What did you learn from the material today? What did you find interesting?

But. | frel like. e staried.to wnderstand East. English. better! | AN Whether about the usage of EnglishORhe content of the materlal, WRITE
. Write down what yeu notice while listening SPECIFICALLY.
Praiing yousel s tlally ~» This can help you see what parts you struggle with, Yellow NoteboSk DB =774 FILICs D Emaa B TR T CEAL
= — N . Start by saying which topic you're going to write about
[ Forfill-in-the-blank or multiple-choice questions, don't just write | SEEA
the answers—write down the questions too
— This helps you understand what kind of questions they were
and what kinds of mistakes you made. £ Engli
Quiz \ — o .
I learned wany ways to say what | like and what | dow't. For example, | can say, “I enjoy

1) She wants students to.wear . a) whatfhey want . 4 school uniforms singing”’ instead of “I love singing.”

When | first heard “wultitasking,”  didn’t think it means 2/LF9 27 because it was
pronounced differently from Japanese. | learned it [s important to check pronunciation.

About uniforms, the word “appropriate” means suitable or prop
7

- N £ ¢ [ learned how to use prepositions.
For the questions you got wrong, think about why you made the mistake and what you misunderstood,
then write it down [

— Learming means discovering and understanding what you didn't know or misunderstood,
\

Vocabulary

else: in.a different or. additional_manmer or. place When leming new vocsbulary, don't
| just write the translation or definition
Include an example sentence oo,

It's not clear what kind of prepositions you studied. Try to write more specifically about what new
things you discovered of understood during this study session.

~

ex. What else do we need to buy?  ——

\. S
wultitasking: the ability to do several things at the same time, T F 9 A7,

Note. In the original notebooks given to students, the comments in the speech bubbles are

written in Japanese.

Changes in Student Reflection and Record-Keeping Practices

Finally, the program has evolved its approach to students’ records and reflections.
When the program started, students submitted paper worksheets after every self-study
session, a process that later transitioned to an on-campus intranet system. Under the current
program, which has been in place since April 2020, students submit their reflections via

Google Forms, offering a more accessible and streamlined platform for documentation.

Language Lab and Language Learning Advisors

Language Lab
While the MCAL program primarily serves first-year students, LL, a self-access

language learning center, is open to all USH students, regardless of their year of study.
Housing over 500 materials primarily for English learning, LL also offers resources for
second foreign language classes (French, German, Korean, Mandarin, Spanish, and

Japanese). Students have the flexibility to utilize materials within LL, bring their own
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resources, or access online materials through personal devices. Additionally, some materials

in LL are available for borrowing.

Individualized Support by Language Learning Advisors

As many other self-access centers in Japan offer language-learning support, since
2015, LL has been staffed with advisors who play a multifaceted role. Currently, there are
two advisors, and both work eight hours a week. Their duties are coordinating the MCAL
self-study program for the FYE course and providing language learning assistance and
support to all USH students. Students can talk to the advisors for advice on learning
methodology and problems in language learning. Some examples include how to choose
appropriate materials, how to get into the habit of studying languages, or more specific ways

to study for particular language skills.

Institutional and Collaborative Roles

Advisors also create handouts on self-study tips for English exams (e.g., TOEIC),
hold workshops on topics such as how to prepare for English exams, how to take notes in
English classes or when studying on their own, and how to learn language from movies and
social media. They also work collaboratively with FYE instructors and staff members from
other offices such as the International Center and Career Center to provide support for
different students’ needs (i.e., study abroad, career development). The advisors want students
to continue the habit of self-study outside of the program during the semester, so they provide
students with information about interesting online resources and study tips on Google
Classroom during the holidays. They also administer a Google Classroom course dedicated to
language learning and open to all USH students and share information about study tips and

standard language exams.

Conclusion

Since the LL’s inception in 1991 with just eight materials, the MCAL self-study
program has evolved significantly alongside the growth of technology and student needs for
self-study. As emphasized by Decker (2004), achieving the right balance between freedom
and guidance is crucial for successful self-access language learning. However, challenges
persist, particularly with having the correct balance in terms of guidance. For example, it is
not possible to review each student’s notes and weekly reflections to make sure that they
have completed an hour of self-study and provide feedback on them due to resource

constraints. Furthermore, since advisors can only interact with students who voluntarily visit
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LL, it is often difficult to reach those who may need help the most. Strategies to address these
issues include open access to advisors during LL hours, collaboration with other offices to
promote LL, instructor referrals for struggling students, and regular follow-up requests from
advisors to encourage use of support services. LL also organizes events, such as note-taking
workshops, to raise awareness and increase student engagement in self-directed learning. At
present, no systematic collection of student performance data or post-course feedback is in
place. To better understand the program’s effectiveness, it may be beneficial to gather
information on student perceptions, learning progress, and long-term engagement with
language learning.

The MCAL guided self-study program, as an integral part of the mandatory FYE
course, serves as an important gateway for students to begin developing the habits and
mindset of autonomous language learners. For advisors, implementing the program provides
valuable insights into student needs, learning behaviors, and the kinds of support that most
effectively foster independence. These insights inform ongoing improvements to both
individual advising practices and program design. Shifts in student learning behavior,
influenced by the recent availability of online resources, have contributed to a decline in
physical use of LL. Instead of competing with digital tools, advisors aim to make LL a hub
for language learning, supporting students in becoming independent learners who can
continue studying languages beyond graduation. Looking ahead, efforts are being made to
incorporate online tools and Al into the support framework to better respond to the evolving
needs of learners, with the aim of ensuring that the program continues to serve students

effectively for the next 30 years and beyond.
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This paper reports on how the roles and responsibilities of administrative staff members have
evolved in response to the expansion of activities at university Self-Access Learning Center
(SALC). Traditionally, administrative staff have played an essential role in managing and
operating SALC. However, in recent years, the roles and responsibilities of administrative
staff have also changed with the expansion of activities at SALC and the diversification of
student needs. On the other hand, one of the pressing challenges facing the support field is
the need for more professional staff members who are qualified for the SALC role involved
in university SALC. This is not just desirable, but a crucial aspect that cannot be overlooked.
In addition, the systematic knowledge and good practices of university staff at SALC are
limited, and expectations have been rising in recent years for SALC to be a place that
promotes exchange and collaboration in addition to offering traditional language
development support for students with diverse attributes and community members both inside
and outside the university. Therefore, this paper focuses on the evolution of administrative
staff roles at a large private university in the Kansai region of Japan confirming the state of
student support provided by staff members and examining the results and challenges obtained
from the activities and trends for improving efforts. This paper presents the authors’
reflections on the changing role of administrative staff in SALC, based on the experience of
working in SALC on two different campuses of a university. As a result, it was found that the
roles and responsibilities of administrative staff at SALC are changing significantly from
operation and management to student support involvement. By sharing the good practices of
administrative staff in supporting students, we aim to further develop support for global-
focused extracurricular activities for university students in the future.

Keywords: roles of administrative staff, student socialization, student autonomy, faculty and
administrative staff collaboration, staff development
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Abstract

In recent years, self-access language learning, whether delivered through curricula or custom-
made facilities, needs to constantly evolve to stay relevant to student needs and learning
preferences. This report gives an account of 2024°s JASAL Forum, held at the international
Japan Association for Language Teaching (JALT) conference, in which three self-access
practitioners shared recent evolutions in their self-access practices. These included
innovations to a learner autonomy curriculum, an evaluation of self-access facilities and an
investigation into facilitating supportive behaviours in hybrid self-access spaces.
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In recent years, self-access language learning (SALL), whether delivered through
curricula or custom-made facilities, needs to constantly evolve to stay relevant to student
needs and learning preferences. Practitioners keep their SALL provision up-to-date by
following recent research and publications, sharing best practices with colleagues across the
globe, and actively examining and evaluating their own services and facilities. The JASAL
Forum at JALT2024, organised by the Japan Association for Self-Access Learning, was one
such opportunity. In this year’s forum, three SALL practitioners shared their research and
reflections. Stacey Vye described what they have learned about learner preferences about
their group advising sessions at her self-access learning centre (SALC) at Saitama University
through an ethnographic study using focus groups of advisors, whereas Suwako Uehara
looked back on 10 years of the SALC at the University of Electro-Communications, and the
different ways they have both evaluated and communicated their services to the broader
university ecosystem. Finally, Agnes Maria Francis explored how advising, SALC services
and a tutoring class can be integrated to better support students at Konan Women'’s

University.

Stacey Vye: The English Resource Center (ERC) at Saitama University
The English Resource Center (ERC) at Saitama University is a one-room group
advising center established in 2005. Our predecessors occupied a classroom until they could
convince administrators of its usefulness for students, and a dedicated room was provided.
Our hybrid program is open on three weekday afternoons with three volunteer advisors. It can
facilitate about 30 students, staff, and faculty campus-wide in person and online using the
360-degree angled Meeting OWL video and audio system. Our mission changes and develops
with the needs of our current learners, and in lieu of a mission statement, we introduce our
hybrid center to new advisees as:
e We help you increase your knowledge of English and prepare you for studying abroad
and in our classes, too.
e In addition to joining the ERC in person on campus, you now have the ERC hybrid option
of joining the ERC online on Zoom so that you can participate remotely.
e Both are relaxed places to practice conversation with your peers and English advisors
freely.
e You can meet international and Japanese students who are actively improving their

English, including students who have already studied or lived abroad.
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e We have ERC seasonal events and themed discussions to increase your English use.
e You can borrow IELTS and TOEFL test study guides to prepare for studying abroad, as
well as English-language DVDs and books.

The above explanations focus on the learner, and we are developing a mission
statement that aligns with our university-wide vision for the 2025 academic calendar.
The Ethnography Study: Analysing Learner Preferences Through Analysing Two
Advisor Focus Group Sessions

The aim of the ongoing study is to discover relationships and statements of events that
connect within our content (Maxwell, 2013). Since we are first-hand witnesses as participants
of the advisor culture rather than independent researchers, the sessions focused on our
experiences (Creswell, 2014). As we are advisors who work with advisees, including myself,
we aimed to paint a picture (McEwan & McEwan, 2003) of salient themes that occur that
inform our practices to support the advisees. Ethnography in education is classifying a
scheme that emerges from the data (Meriam & Tisdell, 2016). Specifically, this ethnographic
study coded and analysed student preferences on each visit in the month of October between
2018 and 2024; the first focus group coded conversation (Taylor et al., 2022) was on
November 9", 2021, and the second was on November 5", 2024, and consisted of three
volunteer advisors. The themes presented in both focus groups will be described below in
numbered points for brevity.
The First Advisor Focus Group: Findings Pre-COVID and During COVID With the
Online Portal

1. The online advising strategy of silence mirrored the in-person approach for learner
autonomy and opened up more opportunities for the advisees to process their learning
and communication.

2. Both the online and in-person platforms provided immediate and practical learning
resources.

3. The movement of others in the background of the Zoom video indicated comfort with
the advisees’ and advisor’s surroundings, where we shared artifacts, favourite things,
locations, and pets, which created closer bonds.

4. There were emotional connections online through sharing experiences in comfortable
environments.

5. The video communications facilitated playful and creative spaces for us to create

localized cultures on all the screens.
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The Second Advisor Focus Group Session Findings
1. Friendships have developed with supportive exchanges about sharing recommended
resources such as websites, test preparation, and studying with YouTube, Duolingo,
and ChatGPT, which were used to create Al conversation partners.
2. The advisors acknowledged although we hold doctoral degrees, we are not trained
psychologists, so there seems to be more navigation with learners who need emotional
support and counselling unrelated to English language learning post-COVID.
3. The hybrid technology with Zoom and the Meeting Owl camera allowed students who
are studying abroad to join us remotely and act as near-peer role models.
4. The hybrid interface screen Leander Hughes developed for COVID online advising
still helps us immediately know learner preferences and remember the advisees’
names by having a visual database in real-time.
5. We have been using plush toys and stuffed animals on chairs previously for social
distancing, but now the advisees claim to use them as soothing artifacts to calm their
language learning or social anxieties, similar to what has been reported in a previous
study at a different SALC (Taylor et al., 2022).
Concluding Remarks

Both sets of findings indicate how external factors and the advisees’ ever-changing
preferences shape the running of the ERC. Perhaps our mission statement should reflect the
needs of the learners from the previous year and then be reviewed annually based on the
preferences of the advisees and the external factors that make up the inter-woven fabric that
holds the ERC together. The focus group study has been a valuable experience that has

helped us to raise our awareness of these preferences.

Suwako Uehara: Evaluating a SALC in a Public STEM University—Ten Years On
For this presentation, I reviewed our self-access learning center (SALC) and shared
key insights gained to advance our mission. I began by introducing our SALC’s mission,
history, and programs offered, followed by an evaluation of our SALC through the lenses of
strategic planning, evaluation timelines, and the research cycle. I concluded by outlining our
vision for the future of our SALC and sharing insights that may benefit others to assess their
own SALCs or similar programs.

Our Mission
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The University of Electro-Communications is a small university with 4600 students
who major in science, information technology, or engineering. From 2024, it introduced an
English minor, and in addition, more emphasis has been placed to improve global
communication, research and various study-abroad opportunities outside Japan. The
University of Electro-Communications Self-access Park (UECSAP) is a SALC that caters to
these students. Our mission includes: creating and maintaining student-centered spaces,
creating and maintaining digital content (such as promotional videos about the program, as
well as student testimonials designed to inspire their peers to participate in study abroad and
laboratory exchange opportunities), running student-led and professional teacher-led
seminars, and community outreach. The goal is to provide opportunities for the students to
use their language skills in practical ways.

History of UECSAP

UECSAP (i) 2 2 = =4F — 3 a VZEHEHESE) was established in 2014. Since
then, rooms have been renovated, a website setup and new programs introduced. Integration
to the curriculum was partial because funding could not always be guaranteed and allocated
on an annual basis. From 2019, survey data was gathered which fed into reports to top
management, collaborating with other sectors, faculty development (FD) meetings and open
house events of facilities to the stakeholders seem to be the key to stabilize funding, and

future programs are being considered (see Figure 1).
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Figure 1

UECSAP Development Journey
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Programs in UECSAP

The 2024 programs include student-run seminars held twice weekly in a room used by
the International Culture Exchange Society (ICES - [EFEAZ)it<). The club’s leader,
employed by UECSAP, runs the “Games and Movies,” while a Mongolian member hosts the
“TED Talks” seminar. To boost engagement, the active members of ICES replaced PhD
students as facilitators. Since 2023, a test-taking skills specialist has been conducting TOEIC
and IELTS seminars and workshops, with flexible attendance options (on-demand, Zoom, or
face-to-face). The content and style receive high satisfaction ratings. An outreach program
launched in 2014 sends international students to Toho Women’s High School to share their
cultures and research. Future plans include VR implementation and volunteer outreach
programs.
Strategic Planning, Evaluation Timeline, Research Cycle

In 2016, Mynard (2016) evaluated the 15-year-old SALC at Kanda University of
International Studies through strategic planning, ongoing research cycles, and timeline
analysis to guide its future development. A similar approach was applied to map various
projects on a matrix, categorizing activities such as surveys, reports, presentations, research,

tours, open-house and FD events (see Figure 2). Findings highlight that the evolution of
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offered activities and initiatives to optimize resources were critical to UECSAP’s
sustainability. Additionally, the strategic mapping process helped to clarify gaps and identify

future directions.

Figure 2

Evaluation Timeline

White: project in progress (P), surveys (S), reports (R), videos
(V) Blue: research paper (R), presentation (Pr), tours (t)
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Discussion

UECSAP faces ongoing issues in fostering greater autonomous student involvement.
Also, early efforts including the student-run Writing Support Desk (WSD) encountered issues
with variations in staff quality and the human resources required to train new student staff
each year. The cyclical retraining workload was partially alleviated by introducing training
videos. To further stabilize program quality, professional staff were invited to lead test-taking
seminars and workshops. Another initiative involved student participation in the SALC tour
at JASAL2024’s pre-conference event. Seminar student staff prepared and delivered well-
received presentations to 18 participants representing 16 institutions across Japan. The
positive feedback boosted student presenters’ confidence and ownership of their work,
demonstrating the value of their contributions beyond UECSAP. By aligning the outcomes of
mapping (See Figure 2) with identified challenges, UECSAP can reallocate resources to

address gaps in its programs more effectively.
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Conclusion

From this evaluation, specific actions for UECSAP include encouraging greater
student involvement, publishing annual reports in the university’s in-house journal, fostering
collaboration with other in-house sections, and implementing systematic reporting
mechanisms to upper management.

Periodic evaluation is essential for the survival and growth of UECSAP. This process
must account for the needs and perspectives of various stakeholders such as language
educators, student staff, professional staff and upper management (Figure 3). Most
importantly, for UECSAP, we prioritize the student users whom UECSAP serves. I hope this
presentation fosters dialogue, encouraging other SALCs to reflect on and generate ideas for

evaluating their own initiatives.

Figure 3
Stakeholders at UECSAP

Stakeholders

Language Professional
Educators Staff

Other
in-house
sections

Users Upper
(Students) Management

Agnes Maria Francis: Getting Started—Connecting Tutoring Course, Advising, and
SALC
Background and Purpose
The idea behind this presentation came from prior advising experiences and

discussions during the JASAL Forum at JALT 2023. The discussions highlighted the
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importance of utilizing and adapting advising tools and effectively communicating advising

purpose, which prompted a reflection on how students used the advising tools and perceived

learner autonomy.

This presentation explored the integration of tutoring classes, advising, and Self-

Access Learning Centers (SALC) to enhance learner autonomy in language education.

Drawing insights from personal experience, literature, and collaborative discussions, the

presentation outlined strategies for enhancing self-directed learning. In this presentation,

learner autonomy was defined as learners' skills to take charge of their learning (Kato &

Mynard, 2016; Mynard & Carson, 2012).

Structure of the Tutoring Course

The Tutoring Course at Konan Women’s University spans 13 weeks per semester,

with classes held biweekly. The course aims to help first-year students become successful

English learners by setting and pursuing personalized learning goals. Based on existing

studies (Fukuda, Sakata, & Takeuchi, 2011; Kato & Mynard, 2016; Pemberton & Mynard,

2023), the course integrates various activities and tools across two semesters:

Spring Semester: This semester focuses on students’ English learning history,
SMART goal setting, and autonomous learning characteristics. Students use SALC
resources for self-study and engage in peer and teacher advising. They are also
encouraged to do self-evaluation activities and present their learning progress and
achievements.

Fall Semester: Emphasis shifts to practical English use by evaluating students’
current English skills, exploring learning styles, and balancing input-output activities
like reading-writing and listening-speaking. Students engage in self-assessment and

goal reviews, refining their learner autonomy through personalized advising sessions.

Tools and Resources

class:

To enhance learner autonomy throughout the course, several tools are used in the

The Goal-Setting Pyramid and Wheel of Language Learning (Kato & Mynard, 2016),
which guide students in setting and evaluating their short-term and long-term goals.
The English Learning Passport (ELP), which facilitates reflection and tracking of
student learning progress.

SALC resources, providing opportunities for independent learning and skill

development.
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e (Questionnaire on autonomous learner characteristics (Benson, 2007; Holec, 1981;
Huan, 2011; Little, 1991; Sinclair,1999) distributed to students at the beginning and at
the end of the course.
These tools are used in class and during advising sessions to facilitate reflection and
discussion.
Reflection and Future Directions

Reflection questions posed in the presentation encouraged educators to improve
advising practices and suggested ways to integrate advising into the course. The presentation
concluded with recommendations for promoting learner autonomy and advising:

1. Giving students time to adjust to university life before requiring students to start
attending advising sessions to reduce stress. This period of adjustment allows students
to prepare and feel less anxious when attending advising sessions.

2. Building relationships between advisors and students outside the classroom through
casual conversations as it is essential to foster trust. This, in turn, enhances the
effectiveness of advising sessions and contributes to the development of a positive
learning environment.

3. Optimizing the utilization of SALC resources, particularly during students’ first
semester, is essential for fostering a sense of belonging in SALC. Encouraging
students to engage extensively with SALC allows them to explore various learning
activities and resources, thereby supporting their development as autonomous

learners.

Conclusion

Through these presentations and the small group discussions that followed them,
forum participants were encouraged to reflect on various aspects of self-access learning.
From Stacey Vye’s presentation, the role of Covid and how other aspects of group advising
sessions affect learner preferences was highlighted. Suwako Uehara’s presentation led to
discussions on evaluation methods and how to best communicate the results of these
evaluations to important stakeholders, in order to ensure understanding and future funding,
and helped participants identify gaps in their current evaluation and communication styles.
Finally, Agnes Maria Francis’s focus on connecting advising and activities of the tutoring

course she teaches with SALC activities led to discussions on how to integrate aspects of
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advising practice into such courses, and how these courses can best promote further

engagement with extracurricular SALC activities.
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