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Letter from the editors 
This issue of Independence comes at the end of our 
second year, living, learning, and educating in a variety 
of unusual circumstances because of the COVID 19 
pandemic. This bumper issue includes a number of 
articles that will hopefully interest and motivate teachers, 
as well as our regular reviews section.  

In the second part of her feature article Leni Dam takes 
us through five important stepping stones – workshops, 
conferences, LASIG and IATEFL, working with authors 
and collaborating with students and teacher trainees. 
We are lucky to have this narrative from one of the 
seminal figures in Learner Autonomy. Also in our articles 
section, Stephen Paton describes how he provided 
formative feedback to students who moved to online 
learning at the beginning of the COVID pandemic. Using 
problem solving and action research he created a 
mechanism for providing this feedback, and a means to 
help students access and use it. Mohana Ram 
Murugiah writes about his efforts to improve student 
outcomes by introducing choice and reflection in a 
reading program he developed. Amelia Yarwood writes 
about her use of art to help students gain better self-
knowledge as way of developing their autonomous 
selves while Susan Abrill outlines a way of helping 
students deal with fossilised mistakes in their writing that 
also helps develop their autonomy through the use of 
journals, pair work and peer assessment. Our regular 
contributor Frank Lacey continues his series of columns 
on the use of logbooks in which he writes about a 
motivational conference he attended where the 
speakers explained how feedback can move students 

from a fixed mindset to a growth mindset in their 
learning. 

Reflections and Reviews spotlights  symposia that have 
taken place this year - the Learner Advisor Educator 
Program and Advisor Educator Graduation Symposium 
in Japan; the Self-Directed Learning and Advising in 
Language Learning Conference in Ankara; the LASIG 
Showcase in the IATEFL Virtual Conference and the 
Independent Learning Association Conference in 
Mexico City. These events included practitioners and 
researchers from many countries and focussed on 
important aspects of learner autonomy. 

This section also has reviews of two recent publications. 
The first review by Garold Murray is of Phil Benson’s 
latest book: Language learning environments: Spatial 
perspectives on SLA. In this book Benson explores the 
links between globalization, the place of language 
learning environments and space as a socially produced 
environment. The second review, by Christian Ludwig, 
of Learner autonomy in the CLIL classroom” by Frank 
Maschmeier, discusses how the author raises 
awareness of some of the issues in CLIL teaching, 
offering possible solutions while also exploring the links 
between CLIL and learner autonomy.  

We hope that you find many things of interest in our 
publication and that if you feel you have something to 
contribute, please do. Just get in touch.  

Diane Malcolm, Jon Thomas, Michelle Tamala, Tracie 
MacKenzie

Copyright Notice 
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including retail and online editions as well as on our websites.  
Contributions to this publication remain the intellectual property of the authors. Any requests to reproduce a particular article should 
be sent to the relevant contributor and not IATEFL. 
Articles which have first appeared in IATEFL publications must acknowledge the IATEFL publication as the original source of the 
article if reprinted elsewhere. Published by IATEFL, 2-3 The Foundry, Seager Road, Faversham, ME13 7FD, UK. www.iatefl.org.  
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From the Coordinators 
 
Dear Readers, 
 
During the first months of 2021, we experienced the dedication that has helped 
educators manage the challenges of continuing to teach online as well as the spirit of 
connection and collaboration that helps us to overcome isolation. Sharing 
experiences, exchanging ideas, and being inspired in online meetings and events with 
colleagues has helped us to develop our teaching practice. 
 
This is also true for our LASIG volunteer team. This year, we have to say farewell to 
three of our volunteers: Anja Burkert, Christian Ludwig, and Diane Malcolm. All three 
have been active and valuable members of our committee. Anja joined the committee 
in 2008 and since then has been involved in organizing our Showcase Day at 
conferences as well as several local events in Europe and beyond; Christian has been 
a long-time coordinator, first with Leni Dam, then alone and finally with Lawrie; Diane 
has coordinated and supervised much of Independence including the Reflections & 
Reviews section for many years. We thank them for their dedication, good nature, 
and contributions to LASIG. We wish them well and will miss them. 
 
We are happy to welcome three new committee members: Metin Esen, Tracie 
Mackenzie, and Jon Thomas. Metin joined as our Digital Events Coordinator while 
Tracie and Jon are Newsletter Editors. We are very happy to have them on the team. 
 
Best wishes, 
 
Giovanna and Lawrie 
LASIG Joint Coordinators 
 

Upcoming events 
 
Teacher autonomy webinar, 15 January, 9.00 UK time: in this webinar, we 
aim to highlight the importance of teacher autonomy and give you hands-on 
tools and activities to use in your classroom. Read more about our Teacher 
autonomy webinar. 
 
Coffee and chocolate with LASIG, 19 February, 9.00 UK time: at this 
informal event, we want to discuss how to give feedback. Come along to 
exchange ideas or just listen to the conversation. You can read more about 
our Coffee and chocolate hour on our website.  
 
IATEFL 2022 annual conference Pre-conference Event, 16 May, 2022: our 
focus is Affect, well-being, and autonomy in language learning and teaching and 
we are excited that Sarah Mercer will be our plenary speaker. Learn more 
about our 2022 PCE.  
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Features 

Stepping stones in my life with autonomy: 
part two 
 
Leni Dam  
 
Karlslunde  
Denmark  
 
Ever since Leni started getting her learners actively involved in their own 
learning in 1979, she has pursued this goal in her own teaching, in 
research and in her work with others. She has written extensively on 
matters related to learner autonomy. In the 1990s she held office as the 
Co-Convenor of the Scientific Commission of Learner Autonomy in AILA 
together with Sara Cotterall. In the years 2008-2016 she was Joint 
Coordinator of LASIG together with Lienhard Legenhausen. Even 
though she is now pensioned, she continues to be actively involved in 
spreading the word about learner autonomy. Today she is freelance.  

Email: lenidam@hotmail.com 
 

 

Editors’ note: This article is Part Two of a retrospective article from Leni, describing her path with 
learner autonomy from the beginnings to the present. This one concentrates on the various 
stepping-stones in her work and concerns how her ideas were further developed in her meetings 
with teachers, researchers, trainees and students at courses, workshops and conferences. 

Introduction 

What am I doing? 
Why am I doing it? 
How am I doing it? 
With what result? 
 
I finished part one of my report on 
stepping-stones in my life with 
autonomy by mentioning an 
example of the importance of 
being inspired and supported by 
others when it comes to one’s own 
development. I mentioned that, 
when I introduced the use of a 
logbook in my classes in 1984, it 
was because I had seen a 
beautiful example of one 
presented by a Dutch teacher at a 
conference. In this second part of 
looking back over the many years 
with autonomy, I will focus further 
on the inspiration and growth 
gained in contact - and in 
cooperation - with others. The 
stepping-stones derive from the 
fact that whenever I am working 

with people interested and 
involved in the development of 
learner autonomy, I am faced with 
the four questions above: what, 
why, how, and what next? This 
meeting with others makes me see 
myself and the work I am 
undertaking in a new light; the 
confrontation makes me always 
‘grow’ a little.  

Among the people and contexts 
‘responsible’ for my stepping-
stones are the following: 

• teachers (colleagues) at in-
service teacher training 
courses and workshops; 

• participants/colleagues at the 
Nordic workshops on 
developing autonomous 
learning in the FL classroom; 

• people involved in setting up 
conferences, workshops and 
talks given in different 

countries, e.g. Christian 
Ludwig (Germany), Sanja 
Wagner (Germany) and so 
many more; 

• colleagues in LASIG / IATEFL; 

• co-authors and co-
researchers; 

• students at university level, 
partly in connection with 
modules concerned with 
autonomous learning (e.g. in 
Luzern), partly in connection 
with talks given at universities 
abroad. 

Nearly 50 years of developing LA 
and being in contact with all these 
people have of course provided 
me with many stepping-stones. 
Below I’ll mention some. 
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Stepping-stone one: 
inservice teacher 
training courses and 
their participants 

As mentioned in Part One, my 
contact with Lancaster University 
resulted in Mike Breen and Chris 
Candlin coming to my municipality, 
Greve, to run 5-day workshops for 
our local language teachers. At 
that time, I was the leader of the 
local resource centre for FL 
teachers (English, German, and 
French) and one of my duties was 
to initiate further education for our 
teachers (thus the arrangement 
with Mike and Chris). During and 
immediately after the courses, the 
teachers were enthusiastic. Of 
course! Anybody being acquainted 
with the two men, and their 
capability of involving people, 
knows this outcome. However, 
when Mike and Chris had gone 
back to Lancaster, I found that the 
courses had had no noticeable 
effect on any changes in the 
involved teachers’ classrooms (cf. 
Breen, Candlin, Dam & 
Gabrielsen, 1986).  

As a result, Gerd Gabrielsen, my 
close partner and support for many 
years, and I started offering 
workshops aiming at changes in 
the participants’ classrooms 
towards learner autonomy. We 
realized that in order to achieve 
this aim, the course participants 
had to be actively involved in their 
own development – a 
development that had to be felt as 
being tailor-made for the individual 
teacher (very similar to the 
autonomous classroom and the 
students there!). The result was 
that we created and carried out a 
course-plan divided into three 
parts:  

1. A first part – lasting from 1½ to 
3 days – where the principles 
for passing over responsibility 
to learners for their own 
learning were introduced and 
where activities supporting 
this change – activities that 
had proven useful in my 
classes – were introduced and 
tried out. Based on these 
inputs, the participants alone 

or together set up goals for 
experiments to be carried out 
in their own classes (thus 
tailor-made for each teacher). 

2. A second part lasting from 2-3 
months where participants 
tried out their plans.  

3. A follow-up part lasting 1-3 
days, where gained 
experiences were shared, new 
inputs depending on the 
needs and wishes of the 
participants and new goals 
were set for their future 
development.  

This rough outline of a model for 
inset teacher training aiming at 
change is still in use today in 2021. 
Birgitta Berger, Montessori 
teacher and instructor, and I run 
workshops for Montessorri 
teachers - ‘Combining Montessori 
Pedagogy and Autonomous 
Language Learning’ - at the 
Inclusive Montessori School at the 
Balanstraße in Munich. We have 
experienced the same positive 
results from our workshops as 
Gerd Gabrielsen and I 
experienced with our first 
workshops in the 80s. Changes 
take place in the participants’ own 
classrooms. In the 80s a course 
participant wrote in her plan for 
action: “Tomorrow I’ll change 
everything in my class” which 
turned out, of course, to be too big 
a mouthful. Ever since this 
experience we have stressed to 
workshop participants that when 
planning new steps to be taken in 
their classrooms to remember that: 
Small is beautiful! Rome was not 
built in one day!  

There is no doubt that: “The 
success of [this particular course], 
can in the main, be attributed to 
starting from the teachers’ own 
practices, in order to highten their 
awareness into a realisation of 
what they are doing and why, and 
from there support them in how 
they may want to improve.” (Taylor 
1990, p.49). Notice the similarity of 
this quote to the autonomous 
classroom! 

To us, the instructors, every single 
workshop - then and now - is a 

stepping-stone because in 
cooperation with the participants 
we gain new insights in our work 
with autonomy.  

Birgitta Berger and me at a 
workshop in Munich in 2019. 

In a time with COVID19, this 
workshop model has also proved 
practicable and useful, especially 
with all the possibilities for 
presentations, group work in 
‘separate’ rooms, exchange of 
ideas, etc. that modern technology 
can provide. Furthermore, online 
events make participation easier 
and cheaper. 

Stepping-stone two: the 
Nordic workshops on 
developing autonomous 
learning in the FL 
classroom 

A little bit of history: The first 
Nordic Workshop was actually a 
successor to the International 
workshops on Communicative 
Curricula in Modern Languages 
mentioned in Part One. After the 
one held in Copenhagen in 1984, 
there was a feeling that it might be 
worthwhile to organise a separate 
workshop focusing on the 
development of autonomous 
learning in a school context. The 
intention was to bring together 
teachers, teacher trainers, and 
researchers to let them together 
review and discuss classroom 
experience, and on this basis to:  

• discuss the notion of learner 
autonomy in language 
learning, its theoretical, 
pedagogical and philosophical 
foundations; 
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• discuss conditions for 
promoting learner autonomy 
and critical awareness; 

• suggest kinds of research 
needed to elucidate and 
concretise the various aspects 
of learner autonomy; 

• share experiences and 
concepts on an international 
basis and establish a network 
of inter-nordic cooperation for 
the dissemination of ideas and 
research-based innovation. 

These aims set up by Gerd 
Gabrielsen in 1986 are still in use 
for the present Nordic Workshops. 

The first workshop took place in 
September 1986 at a youth hostel 
in Køge, a small town 35 km south 
of Copenhagen on the initiative of 
Gerd Gabrielsen. We were 35 
participants from Denmark, 
Norway, Sweden and Finland. 
Mike Breen and Chris Candlin 
were invited as special guests. 
Over the years participants from 
many different countries have 
taken part. At the 11th Nordic 
Workshop in San Sebastian, the 
Basque Country, we had 
participants from Austria, the 
Basque Country, Denmark, 
Finland, France, Germany, Hong 
Kong, Ireland, Japan, Norway, 
Poland, Switzerland, and 
Tenerife/Spain. So far the Nordic 
Workshops have only been open 
to participants by invitation. The 
precondition for being invited and 
participating is to be personally, 
actively involved in the 
development of learner autonomy. 

The 14th Workshop took place at 
Hannover University in 2019. The 
15th Workshop was scheduled to 
take place at Gdansk University, 
Poland, in Autumn 2021. 
Unfortunately, COVID 19 has 
postponed this date. I am sure that 
we all have felt these gatherings 
as personal stepping-stones. 

 

 

 

Photos from the 12th Nordic 
Workshop in Copenhagen in 2015 

Stepping-stone three: 
LASIG / IATEFL  

A crucial stepping-stone was 
without doubt when I became a 
member of IATEFL and 
particularly when – thanks to Carol 
Everhard – I became a joint 
coordinator for LASIG together 
with Lienhard Legenhausen in 
2008 in Exeter. My time as a 
coordinator has in itself included 
many stepping-stones: the close 
‘daily’ work with and inspiration 
gained from committee members 
over the years, the cooperation 
with so many of you who 
volunteered to set up LASIG 
events – e.g. in Graz, in Istanbul, 
in Venice, in Essen, in Hanover – 
the work involved in the 
conferences themselves, but also 
the work involved in documenting 
the events afterwards through the 
conference reflections in 
Independence as well as the 
ebooks comprising articles from 
these conferences (published by 
Candlin & Mynard). And last but 
not least, the satisfaction I 
achieved being in charge of 
organizing the Pre-Conference 

Events in connection with the 
annual IATEFL conferences. We 
managed to get many inspiring 
people as our main speakers over 
the years: David Little, Ema 
Ushioda, Scott Thornbury, Phil 
Benson, Anna Uhl Chamot – just 
to mention a few. 

  

 Phil Benson presents 

And it was not only the event itself 
but it was also the pre-PCE dinner 
– a tradition introduced in Cardiff 
by Jo Mynard – a tradition that 
turned into something like a family-
gathering which made newcomers 
feel at ease on the day of the PCE. 
A big thank you to all of you for 
providing me with stepping-stones 
in these different phases of being 
a co-coordinator over the years – 
work and phases that I have 
thoroughly enjoyed and learned 
from. 

 

At a dinner 

Stepping-stone four: my 
work with co-authors  

I mentioned in Part One that 
documenting my classroom work 
had meant new stepping-stones to 
me. In this part of my life with 
autonomy it would be a big 
mistake not to mention the many 
stepping-stones achieved in my 
work with the many co-authors I 
have had over these past years 
when writing articles and/or books. 
I am in deep debt to all of them. 
However, I want to mention a few 
who have been of most value to 
me. In September 1984 I met 
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Lienhard Legenhausen and Dieter 
Wolff at a conference at Lancaster 
University (Once Lancaster, 
always Lancaster!) and a few days 
later I met David Little in Dublin. 
Ever since, David and Lienhard 
have been my ‘life-lines’ when 
writing anything! Sadly Dieter 
passed away at the beginning of 
2021 (see Independence, 81: 
Dieter Wolff: an appreciation).  

David and Lienhard working on 
our book from 2017 

Stepping-stone five: my 
meetings with students 
/teacher trainees 

Last, but certainly not least, I want 
to mention the inspiration and new 
insights I gain in my work with the 
students/teacher-trainees and 
their teacher/tutor, Michael Eisner-
Binkert at the Pädagogische 
Hochschule, Luzern. It all started 
in 2008, when I was contacted by 
Michael, asking me if I wanted to 
do some workshops on learner 
autonomy with his students in 
connection with a semester on 
‘Erweiterte Lernformen’. To begin 
with I went to Luzern and worked 
with the students face-to-face. 
However, when money got scarce 
and during the pandemic, the 
workshops took place via 
skype/zoom. The ‘programme’ 
goes like this: The students read 
my little book (Dam 1995) 
(compulsory reading) and watch 
parts of the video ‘It’s up to 

yourself if you want to learn’ (Dam 
& Lentz, 1998). On this basis the 
students forward questions to me 
such as the following: How can 
you have learner autonomy with a 
course book? What about 
grammar in the LA classroom? 
What about the weak learners? 
How can you assess the learners 
when they do different things?  

  

At the workshop 

The actual meeting with the 
students gives space for answers, 
further questions and discussions. 
It is especially in this meeting with 
the students that I am forced again 
and again to consider why I do/did 
the things that I practise.  

I thoroughly enjoy these sessions 
and fortunately other universities 
(in Germany) have made use of 
me in the same way, because it is 
in my work with these youngsters 
that I see a hope for the inclusion 
of LA in language learning in the 
future. I am convinced that their 
humanistic view of the world and 
its people will influence their way 
of coping as teachers: They will be 
the ones to get things moving - in 
the direction that I have been 
fighting for in the last four decades! 

Final remarks  

I hope it is obvious for readers that 
my life with autonomy has been 
and still is a fairy-tale, and like 

every other fairy-tale it has a point. 
My point is that growth (learning) 
happens - in life as well as in the 
autonomous classroom - in 
contact with and in cooperation 
with others. My hopes for the 
future are that the many, many 
teachers who are working for and 
with the development of learner 
autonomy will be aware of the 
many stepping-stones that they 
are bound to meet in their work. 

References:  
Breen, M., Candlin, C., L. Dam, 

and G. Gabrielsen. 1989. The 
evolution of a teacher training 
programme. In: Johnson, 
R.K. (Ed.) The Second 
Language Curriculum. (pp. 
111-135). Cambridge: 
Cambridge University Press.  

Dam, L. (1995). Learner autonomy 
- From theory to classroom 
practice. Dublin: Authentik. 

Dam, L. & J. Lentz. (1998). “It’s up 
to yourself if you want to 
learn” – Autonomous 
language learning at 
intermediate level. (DVD). 
Karlslunde: Askeladden. 
Available on YouTube under 
the title “Language Learner 
Autonomy - In Action!” 
(URL: https://www.youtube.
com/watch?v=urcQe_vQeU
0). 

Taylor, M. (1990). Development 
and change effected through 
an in-service training course: 
Teachers’ perceptions. 
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University, UK. 
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Formative feedback for self-regulated 
online learning 
Stephen M. Paton  
 
Fukuoka University 
Japan 

Stephen Paton (M. Ed (TESOL), CELTA) taught in his hometown of 
Sydney, Australia for several years before moving to Japan in 2008. He 
is a member of the Apple Distinguished Educators program and is very 
active within JALT, the Japan Association for Language Teaching. 

Email: home@stevepaton.com  

Introduction 

When my university classes went 
online at the start of Japan’s 2020 
academic year, along with a major 
reorganisation of coursework, 
delivery methods, and 
assessment schedules, I needed 
to hurriedly arrive at a new means 
of delivering feedback to students. 
I came up with a simple solution 
involving sharing score 
information on the internet and a 
way of encouraging students to 
check scores regularly that 
empowered them to make 
informed decisions about their 
coursework. The simple solution 
that I devised turned out to be a 
very effective tool of formative 
feedback, and helped to facilitate 
self-regulated learning in a very 
challenging educational situation. 

Formative assessment 
and self-regulated 
learning 

According to Popham (2008), 
formative assessment is “a 
planned process in which teachers 
or students use assessment-
based evidence to adjust what 
they’re currently doing” (p. 6). In 
simple terms, it is assessment that 
aims to support learning and 
inform decisions. By looking at the 
results of assessments throughout 
a course of study and making 

decisions and plans based on 
those results, teachers and 
students are able to assess 
progress and plan future action. 
This is not the case if assessment 
is only carried out at the 
conclusion of a course of study, 
which is known as summative 
assessment.  

The relationship between learning 
and assessment is well 
recognized. Black and Wiliam 
(2010) concluded their review of 
more than 500 articles pertaining 
to formative assessment by 
stating: “There is a body of firm 
evidence that formative 
assessment is an essential 
component of classroom work and 
that its development can raise 
standards of achievement. We 
know of no other way of raising 
standards for which such a strong 
prima facie case can be made.”  

Because of the agency that this 
approach to assessment can 
afford students, self-regulated 
learning is often discussed within 
formative assessment literature, 
particularly within higher 
education. Nicol and Macfarlane-
Dick (2006) describe self-
regulated learning as that which 
involves “the setting of, and 
orientation towards, learning 
goals; the strategies used to 
achieve goals; the management of 
resources; the effort exerted; [and] 

reactions to external feedback” (p. 
199, emphasis added).  

Many more studies will 
undoubtedly appear about the 
effect of the imposition of online 
teaching during the COVID-19 
pandemic on teachers’ efforts to 
maintain or carry out formative 
assessment practices, including 
this early attempt of mine at 
overcoming those sudden and 
never-before-seen obstacles. Like 
much pedagogy through 2020 and 
2021, my solution was somewhat 
hurriedly arrived at, and very much 
a makeshift bridge across what, it 
was hoped, was a temporary 
situation. Due to the urgency of the 
situation and the lack of time, that 
most vital teaching resource, 
feedback to students, was 
reduced to mere score data, 
itemised and cumulative, 
indicating whether or not students 
were satisfactorily completing 
weekly assigned coursework, and 
heading towards a passing grade. 
The hope was that this most 
rudimentary feedback would equip 
students to regulate their own 
progress, adjust their approach to 
assignments, and, above all, take 
responsibility for completing 
coursework and achieving a 
passing grade. 
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Teaching situation 

Most Japanese universities divide 
the academic year in two 15-week 
semesters, throughout which 
classes meet once a week for a 
90-minute lesson. Students might 
take as many as 10 to 15 different 
classes per week, and teachers 
might teach just as many, meaning 
that it’s not uncommon to teach 
upwards of 300 students each 
week. Most often, and generally 
speaking, teachers are at liberty to 
design their own syllabi and 
assessment schedules, within the 
framework of guidelines set by the 
universities and faculties.  

The global COVID-19 pandemic 
struck just as the first semester of 
Japan’s 2020 academic year was 
about to get underway. I was 
preparing to teach seven first-year 
speaking classes and two TOEIC-
preparation courses, across two 
universities. After it had become 
clear that classes would be 
conducted online, course 
structures, methodologies, and, 
importantly, assessment 
procedures, all had to be hurriedly 
re-engineered. With a great deal of 
uncertainty regarding whether 
students would possess either the 
physical means or know-how 
necessary to participate in online 
classes, we were directed to 
simplify our course structures and 
assessment requirements, be 
extremely lenient, and importantly, 
accommodate students who might 

not be able to participate in regular 
weekly Zoom-style lessons.   

In collaboration with other faculty 
members, I decided upon self-
directed vocabulary learning as 
being a major component of 
assessment, utilizing the 
app/website Quizlet to a significant 
extent in most of my classes. This 
would be weekly, guided but 
largely self-directed independent 
study, and would be combined 
with varying weightings of either 
class participation during Zoom-
style classes, the completion of 
textbook homework tasks, or in the 
case of my TOEIC-preparation 
classes, rather heavily-weighted 
TOEIC-style tests throughout the 
semester. Thus, in order to be 
inclusive of those unable to even 
virtually ‘attend’ their scheduled 
classes, a good deal of 
assessment was to be based in 
independent self-study that would 
require repeated and consistent 
effort outside of “class time”. Self-
regulated learning was going to be 
vital, and I felt that it was essential, 
therefore, that I come up with a 
means of getting weekly score 
feedback to my 300-plus students 
in order to let them know how they 
were progressing and to help them 
keep on track. 

 

 

The Scores Update 
Sheet 

Early in the semester I had my 
students send me, via a Google 
form, their choice of what I called a 
“code name”. Students were to 
choose any “name” for 
themselves, which I would be able 
to show on a publicly-accessible 
website alongside the details of 
their scores for each assessment 
task. The code name was a means 
by which to protect privacy. It was 
to be unrecognizable, such that 
only each student would be able to 
recognize it as their own. Students 
submitted such names for 
themselves as “mr1010”, 
“kaz426”, and “coffee”. In my own 
scoring spreadsheet, I recorded 
each student’s code name in a 
column alongside their real name 
and student number. 

I created a Google Sheet 
(spreadsheet) for each class, 
which was linked to their Moodle 
page. The left-most column of the 
sheet contained their code names. 
Each week, as each deadline 
passed or each synchronous class 
ended, I copied the relevant 
scores and attendance data into 
each column of the Google sheet 
(Figure 1). Students had access to 
their scores at all times and were 
instructed to check the Scores 
Update Sheet every week for their 
scores, and also so as to alert me 
if they thought I had recorded 
inaccurate information (which, on 
occasion, I did).  
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Figure 1. A class’s Scores Update Sheet, showing code names, cumulative scores, and itemised scores. 

 

Often, towards the end of a 
“regular” (pre-COVID) semester, 
students who might not have been 
paying diligent attention to their 
scores and attendance rate 
throughout the semester might 
approach their teacher after a 
class and ask whether they were 
still in a position to attain a passing 
grade. I had expected that the 
Scores Update Sheet, and my 
regular advice to check it, would 
forestall students asking these 
kinds of queries as the semester 
ended, since they had been 
availed of their scores every week 
throughout. Alas, to my surprise, in 
the final few weeks of the 
semester, I had to reply to many, 
many student emails with a 
response along the lines of “Well, 
the information you’re asking 
about is available on the class’s 
Scores Update Sheet, and has 
been every week. Please click the 
link to the Scores Update Sheet 
that’s on the Moodle and check 
your score.” Many students had 
simply not been checking it. As 
satisfied as I had been that I had 
provided a good way for students 
to get up-to-date and helpful 
information about their scores, 
many had failed to take advantage 
of it. My feedback system might 

not have been even minimally 
“formative” in any practical sense. 

The digital check-in 

In the second (autumn) semester 
which was to be carried out in 
mostly similar circumstances, but 
with all new classes to teach, in 
order to ensure that the Scores 
Update Sheet lived up to its 
potential to be a useful instrument 
of formative feedback I 
implemented what I called the 
“Digital Check-in". Especially for 
courses that were to be conducted 
asynchronously without teacher 
involvement, I wanted to ensure 
that students were ‘checking in’ to 
the class, their coursework, and 
their scores, at least once each 
week. Therefore, students were 
required to fill out a Google form, 
newly-produced every week, that 
asked for their name, their student 
number, and the answer to one 
question, which ordinarily was: 
“Have you checked the Scores 
Update Sheet this week?” with a 
Yes/No option. Occasionally, I 
changed that question to check for 
comprehension of any special 
arrangements, such as “Have you 
read the instructions for 
completing next week’s mid-term 

test?” but generally speaking, the 
Digital Check-in was intended to 
have students attest each and 
every week that they had checked 
their scores on the Scores Update 
Sheet. “Checking in” was part of 
their assessment: students 
received one point for answering 
these three questions each week 
once assessment tasks had 
commenced. 

And check-in they did, week after 
week. I was satisfied that students 
were looking at their scores. 
However, as the semester came 
towards its end, it was not clear 
whether the Scores Update Sheet 
was having any impact or 
imparting any “formative” benefit 
for most of the students. Perhaps 
for most of them it had been a 
meaningless weekly imposition. 
This led to several research 
questions which informed the 
design of a semester-end student 
survey. 

The research questions were the 
following: 

1. Did the students find the 
Scores Update Sheet useful? 

2. Did the Scores Update Sheet 
influence the way the students 
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managed and prioritized their 
assessment tasks (i.e., was it 
in any sense “formative”)? 

3. Did the Scores Update Sheet 
make a material difference to 
any students in terms of 
passing/failing their course? 

4. Were other teachers doing 
something similar in their 
classes? 

5. Is the Scores Update Sheet 
something that the students 
would like in their other 
classes?  

Method 

A short survey was prepared using 
Google Forms, with the link 
distributed to students via Moodle. 
The questions were translated into 
Japanese by a native speaker of 
Japanese. Respondents (N=260) 
were from two universities, 
enrolled in various faculties such 
as engineering, economics, 
science, and commerce. They 
were studying either a general 
speaking skills course, a low-level 
business English course, or a 
TOEIC-preparation course. About 
half of the respondents were first-
year students, and the other half 
second-year students. They were 
not asked to provide their names 
on the survey form, and were 
informed at the start of the survey 
that their answers would be used 
by the teacher to inform his 
research.  

Results 

Overall, the responses strongly 
suggest that the Scores Update 
Sheet was helpful for students, 
and had made an important 
difference to the way most 
students approached and 
prioritized their assignments.   

Almost all students (99%) of 
students said that the Scores 
Update Sheet had been useful. 
Only one student, out of 260, 
reported that it had been “not at all 
useful”.  

In terms of managing and 
prioritising homework tasks, 85% 
of students reported that the 
Scores Update Sheet had made 

“an important difference”. This 
indicates that it was carrying out its 
most important intended function: 
helping students to understand 
how to best apply themselves. 

Given the choice of three 
statements with which to agree, 
the most popular was that seeing 
their scores had made them 
change their approach to their 
tasks “a little bit”. A sizeable 
proportion of students, 16%, went 
as far as crediting the Scores 
Update Sheet as possibly having 
helped them pass the course. 

It turns out that my idea for the 
Scores Update Sheet had been 
unique, or, at best, novel: 96% of 
students reported not having 
anything similar in any of their 
other classes. Of course, this 
might be due to their other courses 
being assessed only summatively. 
For whatever reason, the scores 
for my course were the only ones 
they were seeing updated in this 
way with this degree of regularity. 
 
Even though their other classes 
might have been assessed 
summatively, over 90% of 
students did express a desire to 
have something like the Scores 
Update Sheet in place in more of 
their classes. Further research 
might reveal the specific reasons 
for wanting this and how those 
reasons correlate with the different 
assessment schedules and styles 
of their other classes. 

Conclusion 

It seems that creating and 
maintaining the Scores Update 
provided a rudimentary form of 
formative feedback. It influenced 
students’ behaviour and helped 
them direct their focus and 
attention, indicating that it was 
helpful in facilitating self-regulated 
learning. Given the extremely 
challenging circumstances of its 
conception and application, and 
despite its necessarily elementary 
nature, it appears to have fulfilled 
my hopes for its potential in being 
of value to students.  

In spite of its ad hoc and 
rudimentary nature, the Scores 

Update Sheet and Digital Check-
in, or something similar, could be 
used by other teachers in their own 
classes. My results appear to 
show that regular feedback can 
assist students towards being 
responsible, self-regulated 
learners. It remains to be seen if 
investigations among students in 
different kinds of classes, 
particularly across the 
synchronous/asynchronous 
divide, would also derive benefit 
from such an approach. 
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Background 

English language learners in 
Malaysia begin to learn the 
language at age 7 (Year 1) when 
they begin their primary education 
and continue till the completion of 
their secondary education. Most 
Malaysian students therefore learn 
the language in a formal education 
setting for eleven years. However, 
despite the years spent in learning 
English, many are unable to 
master the language for a variety 
of reasons, including, according to 
numerous research studies in the 
Malaysian classroom setting, 
limited time conversing in the 
target language, lack of learning 
resources and students’ 
lackadaisical attitude towards the 
language. 
  
In 2018 I taught a class of 25 
struggling low-proficiency 
learners. I vividly remember my 
first lesson with them; they were 
shy, timid and reluctant, gave 
blank stares throughout the lesson 
and either did not respond to my 
questions or gave wrong and/or 
irrelevant answers, which made 
me realise that they were not with 
me. I understood their 
predicament.  

 
After some background checks on 
their previous learning and 
assessment records, I found out 
that 15 of 25 students in the class 
had failed their English language 
test in the previous year and the 
rest passed with minimum scores. 
I realised then that teaching them 
was going to be a challenge but I 
wasn’t ready to give up on them.  
 
So I decided to develop an 
intervention programme to 
develop the students’ English 
language skills and writing over 
the next two years. The students 
were 16 (Year 10) when the 
programme started and it 
continued till their graduation year 
in 2019. The aim was to enable 
them to do fairly well in their 
national high school public 
examination (SPM - Sijil Pelajaran 
Malaysia) at the end of 2019, and 
at the same time improve their 
English language proficiency so 
that they might consider college 
after completing high school. The 
purpose of the intervention 
programme was to develop 
students’ language proficiency 
through reading. In this 
programme, they would have a 
degree of autonomy to complete 
the reading tasks at their own 

pace. As well, the relationship 
between reading, writing and 
language proficiency has long 
been researched and many 
studies have come to positive 
conclusions on this matter (Abbott, 
Graham & Richards, 2002; 
Berninger et al., 2010; Fitzgerald & 
Shanahan, 2000). One basic idea 
that has emerged in studies of 
reading and writing is that these 
skills are interdependent and 
anything that improves abilities in 
one area may have implications for 
development in both (Lamb, 2000; 
McCutchen, 2000).  
 
 
The intervention 
programme  

The Stages - Oriented Language 
Learning Project began in early 
2018. I did not want to make the 
already demotivated students feel 
forced to be part of the programme 
so I encouraged them to act 
autonomously, making decisions 
about completing the tasks at their 
own pace, with teacher monitoring 
from time to time. Each reading 
text comes with several practice 
tasks at the same level. Students 
were expected to pick two to three 
out of six practices given. Some 
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students chose to complete all six 
while others did the minimum 
number. Some tasks contained 
open-ended questions in which 
learners can express their own 
thoughts about the text and 
comprehend it better. Students 
also had the option to work 
individually or in pairs and to select 
those tasks that they would like to 
do.  

However, one drawback was that 
there was only one reading text at 
each level. Therefore, I am 
currently working with teachers at 
my school to create more reading 
materials so that students will have 
a choice of texts at every level.  

What does the Stages-
Oriented Language 
Learning Project consist 
of? 

The project required students to 
complete 10 levels of reading texts 
with 10 tasks at each level. The 
reading tasks were assigned in 
stages, where the completion of 
one led to another. At each level, 
students were required to 
complete questions on 
comprehension, grammar and 
vocabulary. The 10 levels in this 
reading project were divided into 
three stages as shown in the table 
below. The level names were 

devised after discussion with other 
teachers at my school.  

I designed and created the entire 
reading programme after 
considering students’ ability and 
capability. The levels were based 
on the Cambridge English CEFR 
framework, i.e. language 
proficiency from A1 to C2, and the 
tasks on the CEFR language 
framework used in the Malaysian 
English language education, 
beginning at A2, a level that 
students could handle at their 
initial proficiency, up to B2. 
Students in the Malaysia 
secondary schools are ideally 
required to have reached the B2 
level upon completion of their 
secondary education.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Table 1: Stages in the Reading Program 

The texts and tasks designed for 
every level had different levels of 
difficulty, from simpler and shorter 
at Level One to more complex as 
students progressed. At each 
level, students were asked to 
complete a set of vocabulary, 
grammar and comprehension 
tasks based on the text, designed 
to help them develop their 

language skills, which in turn, 
would further enhance their writing 
skills (Moore and MacArthur, 
2012). Students’ progress was 
recorded after the completion of 
every reading task. Students were 
reminded that they should be able 
to score more than 50% in all the 
tasks given. Those who failed to 
obtain 50% and above were 

required to repeat the task till they 
obtained a better score. Before 
they repeated the reading task, 
they were also given some 
feedback, guidance and tutoring to 
help them to understand the task 
better and enable them to answer 
similar questions in the following 
tasks. Table 2 shows how student 
progress was tracked. 
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 Table 2. Colour Coded Student 
Progress Chart  

The students are responsible for 
recording their final scores in the 
charts. At the same time they were 
not pressured to complete the 
tasks in a certain time frame, as I 
wanted them to take all the time 
they needed to read and 
understand the texts assigned. 
The reading activities were mostly 
done during their weekly one hour 
reading periods or during the 
English language period of about 3 
hours per week. As they 
progressed, students asked to 
bring home the tasks and I allowed 
them to do so. 

Some of the tasks that they were 
required to do on their own are 
described below. These were 
often discussed and checked with 
the teacher for the correct answers 
and for better understanding of the 
texts. 

a. Vocabulary exploration As 
they read the text, students 

were required to identify words 
that they didn’t understand 
and look for the meaning first 
in the text and then in a 
dictionary provided. Every 
reading task contains a 
specific vocabulary section for 
them to explore, learn new 
vocabulary and attempt a 
sentence or two on their own. 

 b. Text exploration Students were 
also given activities to 
explore, such as identifying 
the main supporting ideas as 
well as giving their own 
opinions on the issues 
discussed. They were also 
required to display their 
understanding of the text by 
answering 10 comprehension 
questions. They did these 
tasks on their own with 
teacher’s guidance when 
needed.  

c. Grammar exploration Students 
explored the grammar in the 

text by identifying the types of 
tenses used. Examples were 
given in the rubrics. Students 
identified the tenses and 
completed a grammar-related 
writing task based on the text. 
For instance, they identified 
the past tense forms, rewrote 
them in simple present and 
vice versa. These activities 
ensured students understood 
the differences among 
various tenses in texts.   

 
Progress 

Students’ progress was observed 
throughout and was recorded from 
time to time. They were given a 
writing and reading test after the 
completion of every two levels and 
a final test was carried out after the 
completion of all ten reading tasks. 
The results of the tests are shown 
in Table 3 below.  
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 Table 3: Participants’ Average 
Progress Scores 

The progress shown by students in 
this study has important 
implications in the teaching and 
learning in Malaysia. The stages-
oriented reading project is a 
programme that gave students the 
ability to explore reading skills on 
their own, while further improving 
their writing skills through the 
extended activities practised in the 
reading tasks. The learners who 
were involved in the project were 
given the space to work on their 
progress autonomously with 
limited teacher input. The 
teacher’s role was to guide 
students throughout the process 
and help them whenever the help 
was needed.  

A reflection activity was carried out 
with the students after the 
completion of the entire project 
and the following are some 
interesting comments students 
made about it. 

• “By taking part in the project I 
have improved my English 
tremendously.” 

• “Teacher gave us enough time 
to us to read that help me to 
take my time to read. This help 
me to read slowly and 
improve. Now I also can write 
better than before.” 

• “After reading all the texts 
given, I can understand 
English better. I like the way 
that teacher train us to read 
and explore on our own.” 

• ”Before the reading program, I 
was unable to understand 
English but after the program I 
can read and understand 
English better, I can also read 
newspaper and understand 
the news that appear on that.” 

• “I like this reading programme 
because I can choose what 
exercise I want to do. I can 
choose the part that I like to do 
and still improve in my English 
reading and writing.” 

Conclusion 

The project has given the students 
the opportunity to explore and find 
their own strengths while 
mastering the English language. 
Other English language teachers 
and the school authorities found 
this programme beneficial in 
helping the low proficiency 
learners. However, they felt that 
the choices of texts and tasks may 
hamper the effectiveness of the 
programme in future. Therefore, 
for the new phase of the 
programme more teachers will be 
involved in creating more tasks 
and texts for students to choose 

from, thus encouraging their 
autonomous learning. On the plus 
side, through this programme it 
was found that students improved 
their reading and writing skills 
through constant exposure to 
reading activities built according to 
levels that help them to progress.  
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Self-awareness is the cornerstone 
of autonomous behaviour in my 
mind. Without knowing who you 
are and what you need, I would 
argue that it is very difficult to 
make self-endorsed decisions 
about your own future. For 
university students, especially 
those nearing the end of their 
journey, this self-awareness is of 
utmost importance. To support my 
learners (3rd and 4th year 
students at a Japanese foreign 
language university) in developing 
this self-awareness, I designed a 
general-purpose English course 
that combined three things that I 
love: art, the practicality of 
Dörnyei's L2 Motivational Self 
System, and getting to know 
oneself.  
 
Introducing art and 
identity 

Looking at art and understanding 
art are two separate things. So, 
naturally we began our course with 
a definition of 'art' itself.  
Time Magazine's “Are Selfies Art?” 
was instrumental in starting off this 
conversation. This was then 
followed up with several lessons 
introducing the basics of visual 

literacy and utilising Toledo 
Museum's Art of Seeing™ process 
as an accessible, structured 
method for analysing individual 
artworks. 
 
With the art side of things covered, 
the lessons turned to the 'self' as 
the focus. Much to my students' 
dismay, identity wasn't as clear cut 
as they had first anticipated:  
 
“When I heard “identity”, I believed 
it was created and decided by 
yourself, no one can decide it, and 
identity was more superficial and 
easy to find things. However, my 
mind was changed through 
lectures... After discussion and 
reading Roger [Shinomura]’s 
story, I learned identity must not 
only be decided by oneself, but it 
is also decided by [other] people.” 
(Extract from a student's midterm 
reflection) 
 
The notion of 'self' was broken into 
several topics including Narrative 
View of Identity, Demographic 
View of Identity, Ought-to Self, 
Possible Selves, the Feared Self 
and the Ideal Future Self. In the 
first half, the students explored 
what aspects of their identity were 
prescribed to them from birth, 

which parts of themselves 
changed over time and which parts 
came from outside influences - 
including the parts they had 
internalised or rejected. In the 
latter, a heavier focus was placed 
on who they wanted to be in the 
future. Nearing the end of their 
university career and with job 
hunting on the horizon, this Future 
Self weighed heavily on many of 
the students' minds resulting in 
some very heavy discussions 
cropping up in class conversations 
and during the various 
presentations. For anyone 
embarking on a similarly themed 
course, a certain level of comfort 
with uncertainty is a must.   
 
As an example of one of the 
activities used in class, I'd like to 
outline how one of the mini-
presentation projects was used to 
clarify the student's understanding 
of visual techniques and the 
Ought-to Self. For this mini-
presentation, the students used a 
modified version of the popular 
internet meme, “What People 
Think I Do / What I Really Do” to 
present different versions of their 
'Ought-to Self'. Prior to the class,

the students completed a reading 
on the concept and providing short 

responses to the following 
questions: 
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• What kind of person do your 
parents want you to be? 

• What kind of person do your 
friends want you to be? 

• What kind of person does 
KUIS want you to be? 

• What kind of person does 
Japanese society want you to 
be? 

• What kind of person does the 
international society want you 
to be? 

• Which of these ‘selves’ are 
similar to who YOU want to 
be?   

To follow up in class, the students 
spent some time sharing their 
responses with their peers and 
were encouraged to ask questions 
in order to deepen their 
understanding of each other's 
various ought-to selves. In a quiet 
moment after these discussions, 
the students were asked to then 
write down one or two keywords 
for each ought-to self. These 
keywords provided the basis for 

their selection of images for the 
mini-presentation. Although 
artworks were preferred - either 
self-made or located via the 
internet - any image was accepted. 
For each image selected, the 
students had to provide an 
explanation. In explaining their 
image choices, they were also 
asked to make reference to the 
visual techniques used and how 
they interpreted these techniques 
in relation to their Ought-to 
identities.  

 

  

Figure  1. “Ought-to Self” presentation created by a student using Anya Anti Art's work 
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Creating an ideal self 

According to Dörnyei (Dörnyei & 
Ushioda, 2013) there are a 
number of conditions (9 in all) that 
need to be met in order for a vision 
of one's ideal L2 self to reach its 
optimal motivational capacity. The 
focus of the class wasn't on 
language; however, many 
students did incorporate their 
language learning into their ideal 
futures. While the course covered 
all nine of the conditions 
mentioned by these authors to 
varying degrees, I would like to 
focus on just two. 
 
1. The future self-image is 
elaborate and vivid.  
The first condition was met 
through multiple iterations of 
students' desired future self, 
beginning with an exploration of 
'possible' and 'feared' selves' 
(Markus & Nurius, 1986). It was 
explained that art, like novels or 
films, could provide a frame of 
reference for those who can't 
experience the real thing in their 
own lives. In other words, it can 
help them to imagine a possible 
future by providing a frame of 
reference that "involves tangible 
images and senses" (Dörnyei, 
2009. p. 12). This idea was 
reinforced with a second mini-
project which required the 
students to analyse the multimodal 
materials available on JR-Art's 
Tehachapi 'The Yard' Project 
website. This project took place at 
the maximum-security Tehachapi 
Prison in California. With the 
majority of the prisoners 
sentenced to life with no chance of 
parole, the art project gave guards, 
current and former prisoners a 
chance to be photographed from 
above and to express themselves 
in front of the camera with 
complete freedom. The students 
were tasked with creating a 3-
minute group presentation using 
one of the following prompts: 
 
Art focused 
• With reference to the inmates’ 

stories, what do the inmates’ 
poses suggest about their 
desired future selves? 

• With reference to the location, 
what meaning does the colour 
and setting within the artwork, 
and around the artwork, 
suggest about desired or 
feared future selves of 
criminals? 

Possible-selves focused 
• How has the project given the 

inmates and staff members a 
space to share their desired 
future selves? 

• How has the project given the 
inmates a space to share their 
feared future selves? 

• How can projects like this one 
influence the desired or feared 
Future Selves of young 
delinquents? 

 
By exploring the concept of 
possible and feared selves in this 
way, the students were given a 
brief reprieve from delving into 
their own identities while 
simultaneously laying the 
groundwork for later self-
exploration. This self-exploration 
began in earnest in the 8th week of 
the course with three lessons 
focused on practical activities for 
imaging possible future selves 
before focusing on a single, ideal 
future self. Many of these practical 
activities resulted in tangible 
products that were shared among 
the students during class. The 
rationale behind this design, 
despite the private nature of one's 
identity, derived from Hadfield and 
Dörnyei's (2013) comments that 
the preservation of future self-
images in a more concrete, less 
ephemeral form is important, and 
that the creativity involved in 
making these tangible products is 
a powerful contributor to an 
individual's sense of identity and 
self-worth. Given the relatively 
private nature of the Japanese 
context, and the emotional toll that 
analysing one's identity can take, I 
initially had reservations about 
how much I should ask my class to 
share. However, despite 
reminders not to share anything 
they weren't comfortable with or 
even the option to create a fake 
future, the vast majority of 
students were more than willing to 
pull apart who they were and share 
their past, present and desired 

futures with their peers in an 
honest and sincere manner. Upon 
the conclusion of these classes, I 
couldn’t help but feel that the 
sharing of pain, worries and 
doubts did more to create a 
supportive, empathetic classroom 
than any other learning activity I 
could have planned.  
  
2. There must be a vision of  
what will happen if the 
individual doesn't work hard. 
Incorporating this second 
condition into the course was one 
of the toughest decisions to make, 
considering the potential 
emotional toll it could bring with it. 
However, with their ideal Future 
Self having been lovingly put 
together, I eventually did ask them 
to identify the obstacles that lay in 
their path to success, both internal 
and external. Artworks employing 
exaggeration and juxtaposition 
were used to help explore how 
external obstacles (money, 
environment and societal 
expectations) could be 
represented visually. Internal 
obstacles (a lack of confidence, 
distraction and being easily 
discouraged) were explored 
through the use of visual 
metaphors, symbolism and colour 
connotations. The aim of using 
professional artworks for these 
lessons was twofold. First, to 
provide the students with 
examples of visual techniques 
they could employ in their own 
artworks, and second, to create 
some temporary distance between 
the topic and the learners 
themselves.  
 
Bringing the topic closer to the 
students’ own lives and to 
demonstrate their understanding 
of obstacles and visual 
techniques, the students were 
asked to create visual 
representations of possible future 
struggles. During their 
presentations they also had to 
identify the visual techniques used 
and justify their use (See Figure 2). 
To mitigate the negative 
consequence of staring at all the 
limitations barring the way to 
success, I asked the students to 
counterbalance potential failures 
with a positive mindset.  
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Reflections 

In the souvenir shop of the Isamu 
Noguchi exhibition, 'Ways of 
Discovery', T-shirts were sold 
bearing the quote, "We are a 
landscape of all we have seen". 
My students have a vast 
landscape of experiences that I 
was not privy to until I started 
teaching this class. Personally, 
this class has given me an 
invaluable insight into who my 
students believe themselves to be 
at the very core, and how their 
identity plays on the different 
facets of their lives, both in the 
language classroom and out in the 

'real world'. Norton once asked 
"How can the lives of language 
learners become an integral part of 
the second language curriculum 
when a teacher may have thirty 
students in the classroom, all with 
different histories, experience and 
expectations?" (Norton, 2000, p. 
140). My answer to this question 
mirrors Norton's position that our 
learner's identities and lived 
experiences are already a part of 
the classroom, but by placing the 
students' identities at the centre of 
the curriculum, I am aiming to 
empower my learners with the 
language (and I will argue that art 
is a language too!) to express who 
they once were, who they are now 

and who they hope to be. By taking 
stock of the influences on their 
current identity, in envisioning 
possible futures for themselves, 
and by planning the road to 
success – despite the bumps and 
detours – I believe my students 
were given the tools to take 
ownership, in tangible fashion, of 
who they are. Going forward, I can 
only hope that my students 
continue to observe their personal 
landscapes with an astute eye 
before carving out a path towards 
their ideal future self.  
 
 

 

 
 

Figure 2: Student representation 

References 
Dörnyei, Z. (2009). The 

psychology of second 
language acquisition. Oxford: 
Oxford University Press. 

Dörnyei, Z., & Ushioda, E. (2013). 
Teaching and researching: 
Motivation. Routledge. 

Hadfield, J., & Dörnyei, Z. (2013). 
Motivating learning. Harlow, 
England: PERSON. 

Markus, H., & Nurius, P. (1986). 
Possible selves. American 
psychologist, 41(9), 954. 

Norton, B. (2000). Identity and 
language learning: Gender, 
ethnicity and educational 
change. Harlow, England: 
Longman/Pearson Education. 

 
Websites 
Time Magazine article: 

https://time.com/4718143/selfi

e-exhibition-saatchi-gallery-
london/ 

The Art of Seeing by Toledo 
Museum: 
https://www.toledomuseum.org
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seeing-art 
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https://anya-anti.com 
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Editor’s note: A fossilized error is a mistake that a student makes often and that has become a habit 
that is difficult to change (Cambridge English Dictionary)

Introduction 

Perhaps many of us share the 
same frustration. Our higher-level 
academic students whom we are 
pushing to write longer more 
concise and complex sentences 
let us down with errors in grammar 
that are way below their level and 
that we normally don’t plan to 
reteach at the higher levels. I am 
talking about the most basic of the 
basic grammatical errors, such as 
articles, subject-verb agreement, 
past tense, and plurals.  

In the summer and fall terms of 
2019 I taught an academic writing 
elective in which there were 
several sections, each section a 
level roughly equivalent to CEFR 
B1, B2, or C1. The curriculum for 
each level was already set, leaving 
little room for adding extensive 
review lessons or practice of basic 
grammar. The first day of class I 
collected a writing sample from 
each student, and upon reviewing 
them, it was clear that, although 
the C1s had more complex needs 
for correction than the B1s, the 
C1s were also making the same 
errors in basic grammar as the 
B1s. I suspected that these were 

fossilized errors. I decided to have 
every student maintain a 
“fossilization journal” which had 
the primary purpose of drawing 
each student’s attention to their 
continuing grammar bad habits, 
which I hoped would lead to self-
correction. 

I designed the activity to be a 
permanent and ongoing 
homework assignment that I 
worked into the grading scheme 
under “participation”. The idea was 
that each day students would write 
a small amount. I expected that 
each small amount (a half page 
double-spaced) would act as a 
snapshot of the student’s 
fossilized errors. I expected that, 
although each student would only 
produce 8-10 sentences per day in 
this journal, errors would abound. 
And I was right! At the end of each 
week, when I collected and read 
the journals, I was thrilled at the 
errors that emerged. During my 
quick read of the journals, I could 
quickly identify and circle where 
the errors were, and over the 
weeks the students started to 
recognize their own individual 
fossilized patterns. 

I began to introduce pair work and 
group activities which extended 
the journaling homework activity, 
all of which, except for the final 
“fossilization quiz” were evaluated 
as participation. I believe that the 
low-stakes nature of these 
activities added to the students’ 
enjoyment of them and made them 
much more fluid and dynamic. The 
end result was increased student 
awareness of their own error 
patterns. The journal parameters 
and the related activities are 
outlined below. 

The journal 

I supplied students with small 40-
page notebooks and explained 
that throughout the course we 
would be using journals to try to 
identify our own fossilized errors 
and habits. In the inside cover I 
taped the journal rules: “Write 
something each day for four days. 
Skip lines. Write no more than a 
half page per day. Write about true 
things that you do and that 
happened to you, but please do 
not write anything too personal 
because sometimes we will be 
using the journals in class. Date 
each entry. This will be marked for 
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participation only—you will not be 
penalized for errors. Please do not 
use a dictionary or help from a 
translator program, just write 
naturally.” I collected these on 
Friday, reviewed them quickly in 
class (a class of 18) circling 
fossilized errors while the students 
were doing student-centred 
activities, then returning them. As 
this was burdensome at times, you 
could also try having Journal A and 
Journal B. Collect journal A on 
Friday and give them Journal B to 
write in the following week and 
continue that throughout the 
semester. For the participation 
marking, if there are four entries 
per week and they do all of them, 
that’s 4/4 - fast and easy marking 
but make sure the students 
understand the marking scheme or 
they may be unpleasantly 
surprised.   

The activities 

Pair error hunt: This activity is 
done in about week three when the 
students have achieved a level of 
familiarity with the journaling 
assignment. On the day that 
journals are usually collected and 
marked, the students, paired 
together, switch journals and try to 
find the fossilized errors in their 
partner’s entries for that week. 
Once they have found the error, 
they circle it and discuss with each 
other if it is indeed an error and 
how that error would be corrected. 

Group error hunt: I rewrote four 
different short journal entries from 
the class itself or from another 
class of the same level.  I changed 
details so as not to identify the 
student, and I represented 
different L1s in each entry. I fitted 
everything on a double-sided 
photocopy. In a group, the 
students can choose an entry and 
try to find the mistakes or work 
through all the entries or focus on 
examples you suggest while 
others can do homework. The 
activity is engaging and sparks a 
bit of debate. In the end you can 
pass out an answer key to each 
table or go over the answers as a 
class taking advantage of any 
teachable moment that arises. 

Group presentation. Nearer to 
the end of the term, in groups of 5 
or 6, students are told to have their 
journals in front of them and review 
all of their entries so far. As a 
group they decide which types of 
errors (choose three or four) are 
most common among their group. 
From there they make a poster 
about these errors and present 
them to the class. Note: There will 
be overlap - groups presenting 
about the same thing - but it’s 
totally fine. 

Final activity: group quiz. I was 
surprised by how much fun this 
was. For all levels I made the 
same quiz from the fossilized 
errors of the B1 students. This 
made sense because the C1s 
were making the same errors as 
the B1s anyway. I told the students 
that this was something everyone 
could help each other with, so 
probably everyone would do really 
well. Using fossilized patterns that 
I had observed over the term, I 
designed the quiz so that it had 20 
sentences - all sentences with a 
fossilized error except for two of 
them. I was careful to use error 
patterns from all the L1s in my 
classes as different L1s make 
different kinds of errors. The 
students were told that two 
sentences are correct, but they 
didn’t know which ones. Once the 
quiz began, the students were free  

to move freely around the room to 
seek help or second opinions. I 
gave my students about 40 
minutes to complete the quiz.  
Interestingly the B1s and B2s 
scored better on the quiz than the 
C1s! That’s fossilization for you!  

Conclusion: The students 
enjoyed the in-class activities. I 
was worried that my C1s might 
resent having such a simple 
assignment and activities, but they 
enjoyed it. It added some fun and 
bonding opportunities for my 
students as well as giving 
opportunities for discussion and at 
times debate. It is not a cure for 
fossilization, but it definitely built 
awareness!  

 

Group Posters 
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In September 2019 before the 
world was hit by Corona I attended 
a conference in Copenhagen on 
“mindset”. The two speakers were 
Carol Dweck and James 
Nottingham, both of whom were 
promoting their books, 
Challenging Learning and 
Mindset. 

Mindset and feedforward (as 
opposed to feedback) seem to be 
two of the hottest items in current 
teaching theories. Nottingham 
uses a football metaphor to explain 
the difference between feedback 
and feedforward. Too often, he 
says, teachers act as though they 
were the referees, giving points 
and pointing out violations (errors); 
instead they should be the coach 
on the side lines, shouting 
encouragement and giving ideas 
on how to improve – a coach who 
instils his players with a belief in 
their ability and motivates them to 
do their best. 
 
Nottingham confirms something 
that all teachers, if they are honest, 
realise: if you give a half page of 
written feedback and a grade, the 
former is in vain. The student's 
focus will be 99.9% on the grade 
and the teacher's time-consuming 
feedback is basically wasted. 

To ensure that feedback becomes 
feedforward, Nottingham says, we 
must: 
• Teach pupils how to give 

feedback. 
• Ensure that feedback is 

formative. 
• Refer to progress rather than 

ability. 
• Encourage team spirit. 

 
Our students must be given the 
opportunity to give feedback on 
their own and each other's work. 
Classes should see themselves as 
teams who support and help each 
other and who share learning and 
learning strategies. James 
Nottingham has the following 
approach: 
• Identify goals. 
• First draft. 
• Self/peer review. 
• Second draft. 
• Teacher feedback. 
• Final draft. 
• Grade but only if needed. 

 
Dweck's theories are all about 
mindset. According to Dweck, a 
teacher's primary goal must be to 
move students from a fixed 
mindset to a growth mindset. 
A fixed mindset is when a student 
believes that he just isn't good at, 

for example German, English, or 
sports. Dweck claims that we all 
have degrees of both fixed and 
growth mindsets. Some of us 
believe we just aren't good at 
maths but great at languages, or 
great at reading books but sports – 
forget it! Students with a fixed 
mindset feel that they just don't 
have a talent for the subject, so 
therefore there is no need to try to 
be good at it. If they were to try 
(they think) they would just fail and 
look stupid, or worse have their 
stupidity and lack of talent publicly 
confirmed. If the teacher 
nevertheless convinces the 
student to make an effort, then he 
will give up at the first sign of a 
challenge because he "knows" he 
simply cannot do it. 
 
We teachers have to help these 
students to change from a fixed 
mindset to a growth mindset. A 
student with a growth mindset 
realises that she can improve if 
she challenges herself. The same 
student when unsuccessful will, 
instead of giving up, try to find new 
learning strategies. 
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Fixed mindset Growth mindset 

Beliefs 
Intelligence is fixed Intelligence can grow 
Nature determines intelligence Nurture determines 
I have an innate ability for… If I apply myself… 
I will always be bad at…X  
  

Priority 
Prove myself (I'm ok, I don't need to be good at X) Improve myself 
Succeed without effort = proof of talent Learn through challenge 
Avoid failure Seek challenges 
  

Attitudes 
Challenge... avoid it! Challenge... helps me learn 
Difficulties...prove I'm not clever enough Difficulties... are just part of learning 
Failure... shows I'm stupid  Failure... means find new strategies 

 
(Nottingham, 2016, pp. 45-47). 
 
So what have logbooks got to do 
with all this? My students are given 
considerable freedom. They 
choose: 
• What they want to work with. 
• Whom they want to work with. 
• How they want to work 
• To evaluate their work and 

learning. 
 
The price for this freedom is that 
they must document their learning 
in their logbooks. (Focus in my 
lessons is on learning, not 
teaching.) Students must tell me: 
 
• What they are doing. 
• Why? 
• How? 
• What they have learnt. 
• About their reading at  

home. 
 
Students write their logbooks in 
Microsoft Teams OneNote, and I 
read their logbooks every week. 
So I read about 130 logbooks 
every week and that takes time! I 
inherited a new class of 12-year-
olds in August (these are my 
youngest students). One of the 
brighter students in the class has 
already written nearly 9000 words. 
That's about 22 A4 pages! 
 
Most students write about MUCH 
MORE than just their schoolwork. 
They tell me about their free-time 
activities, their family, birthdays, 
pets, horses, and sometimes 
about crises in their lives. They do 
this, I think, because the feedback 

that I give is personal, always 
including their name. Here is an 
example: 
 
"I'd love to see the stuff you are 
working with at 'Ungdomsskolen', 
(a type of voluntary after school 
centre open where kids can do 
creative work or take some 
lessons on a school subject. It is 
open to students and young 
people from different schools in 
the area and is government 
financed, Arda, and if I can help, 
say so! I like your writing here, but 
please read more of the Zac 
book… finish that book quickly and 
I'll give you another Zac book… we 
have work to do, Arda, and you will 
get better!" 
 
I also make copious use of 
smileys, actually frog smileys! 
They amuse the students (and 
parents too, I am told). Every time 
they tell me about their free 
reading at home or focus on their 
learning I add a smiley – likewise 
when they tell me that they won a 
rosette in an equestrian event or 
scored a goal in a football match. 
It is almost scary how much value 
students attach to these smileys. 
 
In this way, logbooks support my 
relationship building with my 
students and give me an 
unparalleled insight into the world 
of each student. I tell my students 
that language is like everything 
else (football, swimming etc.): The 
more you do it, the better you 

become. "So write about anything, 
focus on learning and reading, the 
more you write or read, the better 
you will become." And they open 
their world to me. 
 
I basically do not make ANY 
corrections; I just read their 
logbooks. That means that 
students are not confronted with 
red corrections after I have read 
their logbooks. Logbooks are a 
"free zone” so students are not 
tempted to use google translate 
and younger students use what we 
call “children's spelling”. The 
following is a good example of 
that: 
"wantotweforfifseksevnatninten", 
written by a 7-year-old in his 
logbook after two or three weeks of 
English; say the "sounds" out loud 
and you might get “one, two, 
three...”.  I root for my students 
from the sidelines of their 
logbooks, praise their learning and 
reading, and give ideas to how 
they could improve. 
  
I do not give grades for logbooks, 
but I note in my old-fashioned 
marks book what I think of the 
students' latest entry using the 
following shorthand, e.g., vg, g, f, 
p, (excellent, very good, good, fair, 
poor). In that way I can see at a 
glance if students are improving, 
maintaining their level, or losing 
motivation. In Denmark we only 
give grades (two to three times a 
year) in the older classes, and 
here logbooks allow me to give a 
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grade based on very clear, very 
regular input from my students. So 
my grades are not based on "how 
I think my students are doing" but 
on "what I definitely know my 
students are doing." 
 
The logbook is the students' 
documentation and evaluation of 
their efforts. I regularly use class 
time to allow students to read each 
other's logbooks. In this way, 
learning and learning strategies 
are made visible. My classes are 
encouraged to see themselves as 
a team, and therefore it is 
important that we share our 
learning strategies and are proud 
of our learning. Students see the 
advice that I give to their peers, 
and my advice to each student is 
not a judgement of their level but 

an attempt to give tips about how 
to become better. 
I especially advise weak students 
to focus on quantity rather than 
quality – just do it! (Heard that 
before somewhere…) In this way, 
learning English is not about 
learning lots of complicated rules 
and vocabulary, it is simply doing 
it. And when they do, they learn, 
and I praise their efforts and 
encourage them to keep reading, 
writing, thinking and reflecting. 
 
These same students see that I 
care. And successful learning 
works best in an environment of 
care. Logbooks help me build a 
caring relationship with my 
students. 
 
Successful feedforward 
necessitates focus on learning 

progress – not results. Logbooks 
allow me to be the coach on the 
sidelines and not a judgemental 
referee. 
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I had the honour of participating as a former graduate in the Learner Advisor Educator Program and Advisor Educator 
Graduation Symposium 2021. The symposium was organised by the Research Institute for Learner Autonomy Education 
(RILAE) in association with Kanda University, Japan. In addition to awarding 16 graduates with their Learning Advisor 
certificates and four graduates with their Advisor Educator certificates, the well-organized symposium involved many 
interesting talks. These talks included opening speeches, a description of the Learner Advisor Educator Program and 
the requirements for the Advisor Educator certificate, six speeches by highly recognized people in the field of advising in 
language learning and  a few closing words. 
 
The President of Kanda University of International 
Studies, Takahisa Miyauchi, gave the opening speech. 
President Miyauchi emphasized the importance of 
dialogue as “a way of thinking and reflecting”, noting that 
dialogue is not something you do to someone else, but 
rather something to engage in with someone else. He 
also highlighted the role of technology in connecting 
people, particularly during the current Covid-19 
pandemic. He proposed that the paradigmic shift to 
online communication resulting from the Covid 
pandemic may spark further innovation. Other long-term 
consequences for autonomy learners may include 
developing and deepening dialogue.  
 

Next, the Director of the Kanda University MA TESOL 
Program, Professor Yasushi Sekiya, gave a 
congratulatory speech. Professor Sekiya has been 
working with Kanda University since 1987. During these 
years, he has been involved in many types of innovation. 
He described the development of Self-access Learning 
Centres (SALCs) from their humble beginnings to their 
current state-of-the-art locations, and the creation of 
advisor online training such as the graduate program 
being celebrated in this symposium. He encouraged all 
the graduates to continue spreading the seeds of 
autonomy in any way they can to support autonomous 
life-long learning among students. 

The Role of Advisers and What the Future Holds was 
an overview by Kerstin Dofs of personal advising 
experiences which explicitly described both the current 
state of advising and its potential in the future. Kerstin 
cited a typical question students ask: “Can you promise 
that I will pass my exam?”.  After recognizing the 
student’s need for scaffolding, and finding the balance 
between leading and enabling, Kerstin handed  the 
responsibility of determining what he needed to do and 
how to do it to the student. Initially, she asked non-
provocative questions, and scaffolded to more direct 
questions, building trust by showing she listened. The 
three most important strategies in advising mentioned 
are being honest, eliciting problem-solving solutions, 
and building trust. Kerstin has invented a new word for 
a technique to help students learn: fan-teaching. This 
technique involves the fanning out of knowledge from a 
teacher to two students, who teach  two more students, 
who then teach two more students and so on. A 
thorough understanding of a topic is necessary to teach 
it to someone else and that is why this technique is so 
effective. She explained that students must be able to 
put their studies into perspective, which creates another 
role for advisors – a catalyst-- encouraging students to 
take small steps to complete their language-learning 
journey. To demonstrate this idea, Kerstin quoted a 
student saying “I take such small steps, so I think I will 
get very far”’. Kerstin claimed that, in the future, advising 
will be needed even more. This need relates to the 
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online and distance nature of teaching, amplified by the 
COVID pandemic. A more holistic view of teaching and 
learning is essential, taking functional ideas from the 
past and adding new advising knowledge, 
simultaneously adapting strategies to suit individual 
students. 

 
In a presentation entitled Watching our Words, 
Mindful of Our Actions, the next speaker, Leena 
Karlsson,    described her 20-year long role as an ALMS 
(Autonomous Learning Modules) counsellor. From one 
of the many articles she has written, Leena selected a 
sentence that concisely summarized counselling (and 
advising), by pointing out the importance of autonomy, 
learner psychology, reflection, life-wide and life-deep 
experiences, storytelling and being non-judgmental. The 
multi-faceted nature of counselling (and advising) 
requires being careful of the words you use, listening 
both attentively and respectfully, and having 
pedagogical sensitivity. She borrowed quotes from 
others  to highlight important issues  a counsellor/ 
advisor must consider when beginning with a new 
student. These issues include having a beginners’ mind: 
that is, being willing to start from scratch with each new 
student and to learn from them as much as they from 
you. Additionally, trying to understand other people’s 
experiences, having open and honest reflective dialogue 
and creating a safe enough environment for students to 
talk are important in developing an authentic advisor-
student relationship. Other relevant issues concern 
accepting the link between experience and emotion and 
advisors/ counsellors committing to groups for their own 
support. 
 

In The Multifaceted Role of the Language Advisor: 
Garold Murray described his professional journey, from 
advice given by a French-Canadian nun to erase himself 
from his teaching to his own belief in important aspects 
regarding self-access centres and learner advising: 
mentoring, encouraging reflection, and providing 
leadership. Garold emphasized the need for teachers/ 
advisors/mentors to erase themselves to prevent them 
from getting in the way of the learner who is trying to 
learn. In addition, advisors need to be present, to listen 
and to offer guidance and advice. Giving students (and 
teachers or advisors) opportunities and instruments to 
reflect is important in facilitating the powerful and 
rewarding tool of reflection. Most beneficial is the 
creation of a reflection feedback loop, whereby reflection 
takes place on a long-term basis and can involve 
reflecting on reflections. Garold referred to the butterfly 
effect, emphasizing the notion that small steps lead to 
big changes, and continued to encourage the new 
graduates to go out and flap their wings. Indeed, 
whatever the “new normal” becomes after the current 
pandemic, it is likely that the three elements of 
mentoring, reflecting and leadership will be even more 
important than present. 
 
After these three talks, Jo, Satoko and Hayo took turns 
introducing the 16 graduates and virtually awarding their 
Learning Advisor certificates. After describing the 

requirements needed to achieve the Advisor Educator 
Certificate, they awarded the four graduates their 
certificates virtually. With this integral part of the 
symposium complete, the talks continued. 

Adélia Peña Clavel in her talk, Professional Growth 
for Language Advisers told about her experiences in 
SALCs in Mexico. She told of the development of the 
SALC, highlighting three main critical moments. The first 
occurred in 1995, when she and her team made their 
own advising material, as none was available suitable to 
the Mexican context. The second was in 2003, when 
they profiled advisors to determine the quality of 
advising by evaluating the work done. The third was in 
2017, when they realized the need to update the 
advising program due partly to the change in student 
profile. The subsequent in-service training focused on 
three topics: autonomy, learner development and 
language advising. The current pandemic has delayed 
plans for development. However, plans are set to 
continue in line with the completed first questionnaire, 
which has raised issues of socio-emotional skills, and 
increased reflection and advising strategies in teaching. 
The clear questions posed need clear answers. 

Experiencing Advising – A Personal Journal Diary 
given by Maria Giovanna Tassinari talked about her 
personal journey as a language advisor. She highlighted 
the role of encountering people along her journey and 
named a few people who were essential in her 
development. She emphasized the contextual nature of 
advising and how each situation is different. I found it 
interesting that she also advises language learners that 
she does not know. However, this fact highlights the 
point of advising being separate to teaching – strategies, 
transforming, raising awareness, beliefs, and attitudes 
towards learning are the important aspects of advising, 
not knowledge of the language being learned. Giovanna 
described some turning points in her career as an 
advisor. For example, one advisee’s  story led Giovanna 
to understand the importance of emotions in advising. 
Taking a wider perspective on advising included 
involving complexity theory, self-determination theory, 
the role of identity (both learner’s and advisor’s), and 
mindful advising. To continue the advising journey, she 
recommended that advisors keep the following issues in 
their backpack: focusing on the person (both learner and 
advisor) and their unique way of learning and growing; 
erasing the advisor from the process of advising; seeing 
the bigger picture; linking advising and reflecting; and 
sharing advising experiences. Her final quote was 
borrowed, but very suitable “Advising, like autonomy, is 
about being human”. 

Supporting Learners’ Innovative Ideas and 
Emergent Autonomy by Hisako Yamashita outlined 
some typical growing pains that advisors may encounter 
from the institutions they work in due to the instutution’s 
lack of knowledge of what advisors do. A typical 
example concerns asking an advisor to prevent a 
student from failing. However, telling a student what to 
do does not encourage learner autonomy. Instead, 
advisors encourage students to talk about their learning. 
Talking in this way is often difficult for students, as most 
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have not done this before. Therefore, the first task of an 
advisor often concerns helping students verbalise their 
feelings. Useful strategies for this include creating 
invitational spaces and environments, developing trust 
and rapport and employing both advising skills tools and 
intentional reflective dialogue. To help advisors, Hisako 
suggested the concept of prolepsis, originally developed 
by Vygotsky. One definition of prolepsis concerns 
teachers acting as if learners have abilities they do not 
yet have. Using proleptic interactions, advisors let 
learners know that their voice matters and encourage 

them to take ownership of their learning. Telling learners 
“You know best what works for you” can encourage 
learners to find both ways of learning and resources that 
suit their particular needs and lifestyle, which can 
increase learner motivation. 

The symposium finished off with a few closing words, 
which, along with the inspiring talks described above, 
left all of the graduates with a good feeling and strong 
hope for the future of advising. 
 

  

 

 

 

 

  

Correction to Leena Karlsson references, Issue 81 
The following references were unintentionally left off the reference list of Leena 
Karlsson’s article, Memories maketh an autonomous learner – and her counsellor, in 
Independence 81.  Apologies to Leena and to the authors of the publications below: 

Karlsson, L., Suojala, M. & von Boehm, S. (2020). What do we talk about when we talk 
about learner and teacher autonomy? In C. Ludwig, M.G. Tassinari & J. Mynard 
(Eds.) Navigating Foreign Language Learner Autonomy (pp. 149-186). Candlin & 
Mynard ePublishing Limited.   

Little, D. (2010). Learner autonomy, inner speech and the ELP. Advances in Research 
on Language Teaching: Selected Papers. GALA, 27-38.  

Vieira, F. (2010). Towards teacher and learner autonomy. Exploring a pedagogy of 
experience in teacher education. Revista Canaria de Estudios Ingleses, 61, 13-27. 
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Introduction by Tarik Uzun, Ankara 
Yildirim Beyazit University, Turkey 

The Self-Directed Learning and Advising in 
Language Learning Conference was jointly organized 
by Ankara Yildirim Beyazit University School of Foreign 
Languages and IATEFL Learner Autonomy Special 
Interest Group (LASIG) as the first academic conference 
in Turkey dedicated to advising in language learning.  
the event was postponed due to the COVID-19 
pandemic, and was rescheduled to an online version 
held on 24 April, 2021. The conference was held with 

the participation of around 200 registered participants 
from various countries. Two plenary talks, a total of 30 
oral presentations in four concurrent sessions, and four 
poster presentations were incorporated in  its one-day 
schedule. 

The main themes of the conference were self-directed 
learning and advising in language learning. Common 
sub-themes were fostering learner autonomy and self-
directed learning in both in and out-of-class settings, 
reflective practices, and affect in language learning. The 
event brought together researchers, teachers, and 
future English teachers from around the world and 
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provided the participants with valuable theoretical and 
practical knowledge and a venue to share their 
experiences and practices. It was gratifying to meet and 
bring together such an enthusiastic group of participants 
interested in self-directed learning and advising in 
language learning, two areas of study that prioritize 
learning and learners.  

Reflections on specific presentations  provided by the  
contributors can be found below 

Edin Omerovic leads off with Aslıhan Tuğçe Güler 
Güllü’s presentation “Analyzing Discursive Elements in 
Advising: A Way of Establishing Rapport”. This 
presentation addressed two essential points: building 
rapport through reflective dialogue and analyzing 
rapport-building discourse functions. As the researcher 
stated, most studies conducted on language advising 
are focused on the effects advising has on learners, but 
not many  deal with the quality of the language used to 
establish rapport. This study examined the effectiveness 
of advising sessions by analysing them from a 
discursive perspective.. The researcher’s primary goal, 
achieved successfully, I might add, was to provide 
answers to the questions of what rapport-building 
strategies are applied and how language advisors build 
rapport with their learners during advising sessions .  
The study was conducted following a one-week 
language advising training in Japan. Four university 
students acted as language advisees and four English 
language teachers as novice advisors.  The discursive 
functions of rapport-building  observed provided the 
researcher with practical results that showcased how 
the bond between language advisors and advisees  was 
built during the initial sessions and was reached through 
such bonding strategies  as agreeing, seeking 
agreement, offering encouragement, complementing, 
and chatting  ( Adel, 2010). Unsurprisingly, the bonding 
strategies are also the most frequently employed 
discursive strategies in reflective dialogues during 
advising sessions. This study shed light on the rapport-
building language used in advising sessions by 
successfully analyzing advising and structured dialogue 
through a discourse lens and evaluating the validity and 
reliability of the data from that pragmatic perspective.  

Pinar Ustundag-Algin reports on a presentation by 
Gamze Guven-Yalcin, Hatice Karaaslan and 
Stephanie Lea Howard entitled “Building a Model to 
Flourish Self-Determined Learners Beyond the 
Classroom”. The presenters started off with some 
powerful questions that illustrated the design of their the 
LAP Club Model.   This is an extracurricular program 
consisting of steps to facilitate integration to the 
curriculum via portfolio tasks, focusing on social 
conditions, affecting clubbers’ point of view and 
mirroring themselves at the end of the process. The 
model is based  on several theories and perspectives: 
Self- Determination Theory (Ryan & Deci, 2017), 
Subjective Well Being (Diener & Seligman, 2002), 
Advising in Language Learning (Kato & Mynard, 2016), 
and  a Content Framework for Equipped for the Future 
Standards (Stein, 2000). Six components of the model 

developed by Gamze Güven-Yalçın based on Field & 
Hoffman (2002) were listed:  knowing the self, identifying 
values, building a vision, setting goals, putting plans into 
action and reflecting on the process. The first three 
components are related to the internal processes of the 
advisees, while the last three relate to the action 
phrases. Reflecting on the process by asking inclusive 
questions is the core and key phase of the model. The 
advisees find LAP Club events fruitful in emphasizing 
their effort, respecting their power, building 
relationships, creating hope and expressing 
enthusiasm. Impressively, advisees could even 
potentially detect their own language improvement over  
time with a higher autonomy level. Personally, I found 
the presentation very inspiring, thought-provoking, and 
valuable. The model advanced by Gamze Guven-Yalcin 
was truly fascinating. I particularly like their idea of 
likening LAP Clubs and advisees to playgrounds and 
playmates. From my perspective, I have been able to 
interpret the LAP Club Model and have a chance to 
switch my point of view once again as an advisor. 

Busra Elmaderesi reflects on the session titled “You 
Can and Can’t Teach an Old Dog New Tricks” by İnci 
Keçik and Senem Üstün Kaya. In their talk, the 
presenters mainly described what learner autonomy 
looks like in and outside the classroom. İnci Keçik, who 
works as an English teacher, referred to  teachers’ 
acquired habits in connection with their teaching styles, 
the materials they generally use, and how difficult it 
might be to change their habits . Although it is 
challenging to change old habits, research indicates that 
readiness to try new approaches is important for working 
autonomously with  learners. Therefore teacher 
interaction with learners to promote learner autonomy is 
necessary. The presenters clarified that, as learning is a 
lifelong skill, interaction is also necessary  in developing 
learner autonomy. As Senem Üstün Kaya also pointed 
out, learners quickly notice what they can do if teachers 
allow them  to  be aware of the language  collaboratively.  
Until I became a teacher,  I understood the concept of 
autonomy mostly as learning in isolation. However, 
these researchers helped me understand the point that 
learner collaboration is crucial in shaping or developing 
their autonomy. The speakers described a variety of 
communication strategies and activities that could 
enhance learner autonomy in class . For example, the 
“THINK-PAIR-SHARE” trio which was highlighted during 
the presentation is a classroom collaboration fostering 
activity . In this technique, teachers need to let  individual 
learners think independently about an issue. Next, they 
talk or share in pairs to foster interaction. Finally, they  l 
share the output with the whole class. In their talk, the 
presenters mentioned a range of strategies that could 
be used productively in class to develop learner 
autonomy, but think-pair-share attracted me most 
because the interactive nature of this activity makes it  
useful  for both in- and out-of-class use. Overall, İnci 
Keçik and Senem Üstün Kaya delivered a practical talk 
for both researchers and teachers who wish to enhance 
learner autonomy in and out of class.  
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Hatice Karaaslan continues: Delivered in a clear and 
comprehensive manner, the research by Abdulkadir 
Güllü entitled “Fostering Self-Regulated Learning 
through a Learning Advisory Program: A Case Study in 
Turkish Context and its Implications” was certainly the 
first of its kind in the Turkish higher education context. 
Güllü inquired  about students' perceptions as to the 
effectiveness of the implementation with surveys as well 
as one-to-one advising sessions and focus group 
meetings. As part of this study, a group of 10 student 
voluntaryvolunteers were asked to reflect on their 
learning process and on themselves as learners with 
reference to an extracurricular Effective Learning 
Module (Lammons, 2014; Mynard and Stevenson, 
2017) over a period of eight weeks. Participants were 
encouraged to keep reflective journals and logs for each 
of  the units in the module, which ranged from setting 
goals and strategies for learning, selecting resources 
and devising learning plans, to evaluating and revising 
the whole process. The units in the module are 
organized following a similar pattern to that underlying 
the self-regulated learning theory: forethought, 
performance, and self-reflection (Zimmerman and 
Schunk, 1989). The researcher/instructor guided and 
facilitated the process using intentional reflective 
dialogue strategies and asking reflective questions in his 
written comments on student journals and learning logs 
in an effort to challenge the students’ existing beliefs and 
practices and encourage perspective-shifting. The 
participants' attention during the presentation was 
drawn to the importance of creating deeper reflection 
and mutual understanding opportunities to initiate an 
exploratory and self-directed learning journey on the 
part of the students. The module was observed to be an 
influential tool which,in most cases, resulted in positive 
student perceptions and corresponding outcomes. 
Framed as a small-scale case study with a qualitative 
focus, this presentation served the further function of 
showing how learner ownership and engagement prove 
critical in the regulation of learning and autonomy 
building. It also invited practitioners in the fields of 
education and psychology to pursue future research 
ideas in the interplay between language learning, self-
regulation, reflective practice, motivation, and related 
emotional states. My main takeaway from this 
presentation was the broader perspective it opened up 
as to how we can imagine language learning in self-
regulated, multimodal, fluid learning environments. 

Asli Ersen Yanik reports on the presentation entitled 
“The Digitalization of Self-Access and Advising Services 
in Times of Covid-19” by Tarık Uzun and Gamze 
Güven Yalçın. This presentation focused on how the 
resources, activities and services provided by the 
Independent Learning Center (ILC) and Learning 
Advisory Program (LAP) at Ankara Yıldırım Beyazıt 
University School of Foreign Languages (AYBU-SFL) 
were planned and implemented at the time of the global 
pandemic, a time of crisis which required many 
educational institutions around the world to transform 
rapidly to online education in every respect.. The 
presenters started by providing background information 
about the purposes of self-access centers, the ILC at 

AYBU in this case, and the advising units. This 
information enabled the listeners to conceptualize how 
advising is different from the other ILC services and why 
this unit deserves to be discussed separately. The 
pictures of the ILC demonstrating the physical space, its 
publications and activities as they were before they were 
digitalized helped the listeners not only to visualize the 
space but also to feel the atmosphere. This was 
reflected in the listeners’ comments stating how 
comfortable, colorful and lively the place was. This 
information helped convey the tremendous effort and 
time spent on the digitalization of these units  to reach 
the ultimate aim of establishing online ILC and LAP 
communities. As the presenters stated, the number of 
ILC extracurricular activity sessions provided and the 
number of students using these services  increased 
considerably over the past year.  Likewise, there was a 
remarkable rise in the number of LAP participants within 
the same period. This increased interest in the services 
of both units revealed that, if well planned and 
organized, online self-access activities and advising 
services could be attractive to  and of benefit for 
learners. The presenters were asked if there would be 
any changes after the pandemic when  face-to-face 
education re-started. They answered “There will be 
blended programs in these services as digitalization has 
its own strengths.” This brings us to the same prediction 
about life after the pandemic, which is that nothing will 
be the same, especially in terms of education. If this 
transformation to blended programs in self access 
centers and advising sessions is inevitable, then this 
presentation,  full of valuable and valid ideas about what 
could be done online and what could be carried out face-
to-face, will provide informed guidance for those aiming 
to digitalize their self-access centers.  

Ezgi Çelik Uzun provides a reflection on Tuba Işık and 
Ali Dinçer’s presentation entitled “A Closer Look at 
Good Learners: Learner Autonomy and Motivation 
Beyond the Classroom”. This presentation was based 
on a report documenting the presenters’ research 
conducted at Erzincan Binali Yıldırım University. 
Overall, this narrative inquiry focused on two 
undergraduate students’ foreign language learning 
experiences over six months. The researchers used the 
narrative inquiry method to investigate the success 
stories of these two students with different backgrounds. 
This study  used learner autobiographies, learning 
diaries, and a series of semi-structured interviews to 
explore each student’s learning story and preferences in 
speaking, listening, reading, and writing skills. Another 
area Işık and Dinçer investigated was the students’ use 
of technology for language learning through tools such 
as YouTube  and social media platforms. This study 
found that the common point between these two 
successful language learners from different 
backgrounds was that they were highly intrinsically 
motivated, autonomous learners. According to the 
researchers, these learners had several other qualities 
as well: they were aware of their own weaknesses, 
strengths, and interests, they made informed decisions 
and used technology wisely in their language learning 
process, They also planned, monitored, and evaluated 
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their own learning. The presentation  concluded by 
drawing attention to the fact that each individual has 
their own unique story in terms of language learning. 
The presenters also emphasized the importance of 
knowing students as individuals with their family life, 
personalities, cultural backgrounds, and other aspects 
besides their academic life. Clear and easy to follow, this 
presentation underlined the importance of self-directed 
learning. By utilizing the two success stories, this study 
exhibited a good implementation of narrative inquiry in 
practice, and was definitely in line with the main theme 
of the conference.  . I was reminded of the necessity of 
dealing with my students’ background stories and daily 
struggles more closely, as this  could potentially affect 
their learning in a positive sense.  

Additional comments are provided by Heather Baba, 
Arriving for a new post in Ankara late January 2020,  I 
was excited to note that LASIG was scheduled to hold 
an event there a couple of months later. Great! A chance 
to mingle with learner autonomy gurus as well as get to 
know some like-minded teachers locally. Alas! It was not 
to be – until a year later online. 

The plenary session, “Advising and Self-Directed 
Learning: Two Essential Support Systems for Language 
Learners” by Jo Mynard set the scene and theme for 
the day. Jo  walked the participants through the concept 
of advising, incorporating a historical perspective along 
the way, showing the development of the advising 
approach to learner autonomy. “An advisor supports a 
learner in going beyond improving language proficiency. 
The learner’s existing beliefs are challenged in order to 
raise awareness of learning, translate the learner’s 
awareness into action, and finally make a fundamental 
change in the nature of learning.” (Kato & Mynard. 2016, 
p.9).  As part of this process she outlined the Effective 
Learning Module used by the SALC at Kanda University, 
Japan, which aims at structured awareness–raising. 
Insightful case-studies with commentary demonstrated 
student reactions and involvement in the use of 
cognitive , reflective , theoretical, and practical tools to 
support the learning process. In the context of self-
directed learning, the message shining through the 
presentation was that the discussion should stay with 
the learner and it is the learner who should be driving 
and directing the learning process. 
 
“Challenges, Learner Strategies, Preferred Learning 
Materials and Interaction Patterns while Learning 
Academic Writing”, presented by Melek Altun Middle 
East Technical University also caught my interest. As a 
relatively recently-arrived teacher of academic writing in 
Turkey, I headed for this session in the hopes of gaining 
some tips and ideas, or at least some sympathy and 
moral support.The English 101 situation described by 
Melek resonated strongly with my own placement here, 
so I was all ears.  
 
When questioned about the challenges of academic 
writing, students in Melek’s research listed APA citation 
style and paraphrasing, summarizing and quoting in the 
top two slots. I was actually relieved to note that I was 

not alone:  ,  I had been concerned at my own lack of 
success in helping students assimilate these skills. 
Other responses included remembering rules, lack of 
experience with academic writing and using academic 
language and structures. Common issues listed by 
students in regards to the writing process were time, 
practice and experience, and strategies used included 
reading more, and checking course materials. The 
influence of the preparation school (foundation) 
programme was noted, with some students continuing 
to employ the ‘rules’ learnt for opinion essays there, 
while others realised such rules were made to be 
broken, especially for a different genre of essay. To my 
dismay, low scoring responses included some strategies 
I regularly encourage and utilize, such as studying 
synonyms, giving/getting feedback, studying samples, 
watching informative videos and doing exercises. The 
students largely gave positive feedback on teacher-
centred classes commenting, for example, “the teacher 
becomes the guide along the road” and “teacher is the 
most motivating factor because we can read guidelines 
on our own but the teacher helps to make them 
concrete”. However, the level of teacher involvement 
was unspecified and some students were aware of the 
need for active participation, viz.”As long as students do 
not take part in the lecture, I do not believe they would 
be effective.” One course component was 
presentations, which were generally viewed positively, 
but naturally gave rise to the narrow “not suitable and 
necessary for academic writing” and “writing is not a skill 
that can be developed by presenting” objections from 
students. The implications drawn from the study 
cheered me up, however, and vindicated my practice: 
Learners can be introduced to the conventions of 
academic writing by the instructor and a variety of 
activities can be integrated into the teaching plan to let 
the learners interact with each other and take a closer 
look at good samples of academic writing. Finally, there 
should be more explicit focus on the strategies learners 
can employ,  and metacognitive awareness of the 
learners should be raised about this issue. 
 
“Do Language Teachers Really Want Their Students to 
Be Autonomous?” by Aslıhan Bağcı Sezer, Bilecik 
Şeyh Edebali University attracted my attention, as I 
remember the good (or bad) old days when learner 
autonomy was in its infancy as a formalized concept 
being popularised by Holec and CRAPEL which left 
teachers wondering if their jobs would soon be at risk in 
view of this new-fangled concept. How much wiser we 
are today. 
Aslihan provided a very useful comparative checklist 
illustrating a controlling versus supportive approach to 
student learning which highlighted individualisation of 
the student, expressed empathy and encouraged 
reflection and self-discovery over time as positive 
approaches rather than as quick-fix, pre-packaged 
language practice-focussed solutions. Aslihan 
described her small-scale research:results were 
presented with attached rationales. The ‘moderately 
autonomy supportive’ classification was attributed to an 
inflexible syllabus and outdated educational 
beliefs;indeed, having a more flexible  syllabus was one 
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of the main suggestions for improving the situation. 
Teachers also cited these factors to explain their own 
individual autonomy orientation score: female teachers 
were found to be more open to autonomous learning, 
but , in general, years of experience and major seemed 
to exert little influence on teachers’ attitude towards 
learner autonomy. teachers’ . Ultimately, teachers 
believed that EFL teachers should be more autonomy-
supportive, recognising that learning arises from 
students’ individual efforts and supporting autonomy can 
lead to better learning. Clearly the answer to the 
presenter’s question is “Yes! Teachers do want their 
students to be autonomous.” My question is, “Are the 
students ready for autonomy?” 
 
Thank you to LASIG and the Ankara-based 
organisational team for a super event. Just wishing as 
your neighbour here we could have networked over 
coffee and I could have made some local pandemic pals 
Lockdown is a lonely place. 
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Reflections & Reviews 

LASIG Showcase, IATEFL Annual 
Conference, 20 June, 2021 

After over a year of waiting and hoping, the IATEFL Annual Conference originally scheduled for 2020 took place virtually. 
In spite of some challenges with time zone differences, the LASIG committee members below stepped up to attend and 
report on the LASIG Showcase presentations. It did feel about as close to “normal” as is possible these days.  

Michelle Tamala 
Formerly La 
Trobe College, 
Melbourne, 
Australia 

Anja Burkert 
Graz University 
Austria 

 
Christian Ludwig 
Freie Universität 
Berlin, Germany 

Sandro 
Almendolara 
University of 
Helsinki, 
Finland 

Diane Malcolm 
Formerly Arabian 
Gulf University 
Bahrain 

 

Katja Heim 
University of 
Duisburg-
Essen, 
Germany 

  
Michelle Tamala reports on the talk by Carmen Becker 
and Annika Albrecht: Everyone can succeed! 
Making space for autonomy. This was a very 
interesting presentation that addressed an issue often 
experienced by students and sometimes overlooked by 
teachers – the disconnect between what classroom 
learning presents and requires and the real world of 
language that students inhabit outside the classroom. 
The presentation described how Carmen and Annika 
created a process to address this disconnect through 
research, hypothesis, and action to create spaces in 
learning where students can work autonomously to 
achieve their own goals in learning and succeed as 
language learners. 
The presenters started by exploring students’ 
experience with in-class language that is often irrelevant 
to their needs and interests. Surveyed students said that 
they felt that the English they studied at school was of 
no use, monotonous and repetitive, while the English 
they used outside the classroom was a means of doing 
other things and accessing information. Unlike the 
institutional learning environment, students’ personal 
learning environments allowed them to choose their own 
activities and create their own “language-products”. The 
challenge was to create a connection. 
From this point the presenters developed the concept 
and design for the Makerspace, which is here defined as 
a new prepared language environment/learning space 
for foreign language learning. This concept is influenced 

by research that focusses on developing interest, 
inquiry, and student agency while at the same time 
including creativity, authenticity, and multimodality. 
Important elements are collaboration, choice and self-
expression and the development of the autonomous 
self. In the case that Annika and Carmen present, the 
makerspace that connects the class and  student needs 
is created, or made, by the students themselves. They 
design the physical, or digital space and the activities 
and the outcomes. It is important to note that the 
Makerspace starts during class time, with brainstorming 
of ideas, choosing ways of working, choosing topics, or 
products, planning of these products, including rubrics 
and outcomes. 
The product of the Makerspace is only a part of class 
time and assessment, but in the experience of the 
presenters it is positively embraced by students, and 
provides the connection between classroom and real 
world and it allows students to develop the skills and 
approaches that underpin the development of 
autonomy. 
 
Anja Burkert continues with a review of Rachel 
Paling’s presentation: Maximising learner autonomy 
with brain-friendly grammar - neurolanguage 
coaching. As a university grammar teacher myself, I 
was especially interested in Rachel’s talk on teaching 
grammar in a brain-friendly way. Rachel is the author of 
a new concept called neurolanguage coaching, which 
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incorporates principles of neuroscience and 
professional coaching into the language learning 
process. From the beginning of her talk, Rachel stressed 
the importance of understanding the needs of our 
learners and the way their brains work. So she advises 
teachers to take a step back,to “stop talking” and let the 
learners become active. At the same time, she says that 
teachers need to see to it that the learners get into the 
right brain stage. As the brain works best when 
confronted with the real and the personal and loves 
certainty, it is of crucial importance to make liberal use 
of signposting such as “We are now going to look at ….” 
and thus to create pathways through the grammar. 
Rachel used the example of the present progressive 
tense and stressed that when discussing this tense, 
teachers should not mention its use for a future 
perspective since the main objective is that the brain 
always stays calm and knows exactly where the 
conversation is going. I am very grateful for this thought-
provoking and informative talk, and will surely heed 
many of Rachel’s pieces of advice in my own teaching.  
 
Anja continues with a review of Sarah Mercer’s 
workshop: How to engage language learners: A 
three-stage plan. Sarah’s highly inspiring and 
interactive workshop focused on one of the most 
important aspects of language learning in general, and 
a pedagogy for autonomy: in particular,the engagement 
of learners. In order to get learners emotionally, 
cognitively and behaviorally involved in their learning, it 
is vital to, first and foremost, create the appropriate 
social-emotional climate in the classroom. In other 
words, to establish an atmosphere of trust and empathy 
where learners can feel safe. In this connection, Sarah 
mentioned the concept of “pedagogical caring” and 
pointed out that we teachers should “dare to care” for 
our learners and also take the time to help them care 
about each other, for instance through cooperative 
learning. After having created the necessary conditions 
to enhance learners’ willingness to engage, we need to 
trigger their engagement by making them curious, for 
example by showing pictures, asking them to make 
guesses or by creating genuine information gap tasks. 
The third stage is keeping learners on task, which can 
be achieved by using what Sarah termed “CLARA”, an 
acronym for challenging, learner-centered, active, 
relevant and autonomy-rich activities.  
Of course, most of us teachers are aware of the 
necessity to create a positive and secure learning 
environment in order for our learners to be eager to 
learn. What is more, we have all seen that we need to 
constantly think of ways to actively involve our learners 
in their own learning. However, being presented with 
such a cleverly devised tripartite model which makes 
things visible is invaluable for every teacher. In addition, 
the extremely engaging way in which Sarah led us 
thorough her workshop brought vividly home the  
positive and motivating effect putting the focus on 
engaging the audience can have. I’m sure that everyone 
of us who attended Sarah’s workshop could see how 
time flies when we are engaged in what we are doing. A 
huge thank you and “bravo” for a wonderful and 
extremely well-delivered presentation.  

 
Christian Ludwig writes about the talk by Chris Lewis: 
Using the punk rock ‘DIY’ approach to encourage 
learner autonomy brought the punk rock subculture of 
the 1970s back to life. explaining how the DIY ethics of 
punk bands can be usefully applied to the autonomy 
classroom. In the first part of the talk, Chris presented 
some of the main features of DIY punk rock (e.g., “It’s 
inclusive”, “It’s communal”, “It promotes a positive 
mental attitude”) and pointed out what we as foreign 
language teachers can learn from the punk rock 
community (“We promote inclusivity”, “We cultivate a 
supportive environment”, “We praise students on their 
efforts and actions”). The second part focused more on 
the role of the student in creating a more autonomous 
learning environment and presented possible ideas and 
activities to encourage ‘self-regulated behaviour’ in 
individual DIY students. Contrary to what one would 
expect from a ‘punky’ talk, Chris’ presentation, was 
neither loud nor aggressive, but creative and 
persuasive. It provided a practical illustration of how 
important it is to be ‘loud’, in that we must provide our 
students with the “tools and a platform to express 
themselves”. It further encouraged us, as he put it, to 
“dig deeper” into our own, but also our students’, 
passions. On a slightly cautionary note, the presentation 
once again showed how important it is to be critical and 
to carefully compare (and contrast) constructs such as 
autonomy and self-regulated learning. The talk surely 
inspired everyone to think outside the box of English 
language teaching and to make a change in the 
classroom. Most importantly, it emphasised - once again 
- how important it is to be passionate about everything 
we do in the classroom.  
 
Diane Malcolm continues with a review of Fostering 
learner autonomy through podcast development by 
Saeid Sarabi-Asl. This presentation promised a new 
and interesting approach to encouraging learner 
autonomy through creating and working on podcasts.  
Regrettably, it was marred by the presenter’s lengthy 
introduction, most of which reiterated ideas and 
practices already well covered in the learner autonomy 
field, but it did bring up some interesting ideas relating 
to the teacher’s role. The presenter promoted the notion 
that, thanks to the growth and wide availability of 
technology, artificial intelligence can take on most of the 
roles of a classroom teacher. In other words, teachers 
should change their roles from providers of information 
to promoters of learner autonomy using the resources 
provided by ICT. Since authentic material is now readily 
available everywhere, we need to think in terms of 
innovative techniques involving technology in order to 
help learners create their own authentic materials 
outside of class. The podcast is one such possibility. 
With mere minutes to spare, the presenter gave a quick 
overview of his case study involving a small group of 
professionals with high proficiency in their own field but 
with poor English language proficiency. The presenter 
acted as a monitor to help these professionals navigate 
online tools in the process of producing a podcast for 
authentic communication. This ‘real’ project resulted in 
many positive gains in terms of the professionals’ 
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improvement in all areas of English: reading, editing, 
pronunciation, fluency, complex structures, to name a 
few. Saeid concluded by encouraging the use of ‘real’ 
projects that allow the learners to take control using the 
resources readily available through ICT, while the 
teacher’s role is that of encouragement, provider of 
information and guidance. Unfortunately, we were 
unable to get much in the way of background information 
regarding the learners or the process involved due to 
lack of time. 
 
The next presentation, by Angelina Kopachevskaya, 
Empowering students to aid differentiation, is 
reported by Sandro Almendolara. In her talk, Angelina 
Kopachevskaya described an action research project on 
differentiated learning conducted with her students 
through a 45-session ESOL Skills for Life’ course. 
She began the talk by iterating the role of personalised 
learning as a means of narrowing the achievement gap 
between students, and the importance of the teacher´s 
role in creating a stimulating interactive environment 
conducive to the implementation of individual learning 
trajectories. Angelina described how this pedagogical 
approach can constitute a challenge for many teachers, 
especially those with a more traditional approach, for it 
is not always evident what is needed by each individual 
student.  
With this in mind, Angelina introduced a check-list 
designed by Wouter Smets that helps guide the teacher 
through a purposeful scaffolding process: here pre-
assessment and learning profiles play a crucial role in 
promoting teacher understanding of differences 
between students. This is also the key to planning fitting 
activities, and selecting the right tools accordingly. 
Furthermore, awareness of students’ needs, strengths 
and capabilities is not only useful for the teacher, but 
crucially boosts student motivation. Angelina succeeded 
in exposing and clarifying her methodology and 
outcomes, using both qualitative and quantitave data, 
and then wrapped up the talk with her own conclusions. 
She found that by scaffolding select pedagogical 
elements, teachers are in a position to better organise a 
course in a more confident and constructive a manner, 
which works to endorse student engagement. The 
overall experience also leads to students’ increased 
self-awareness, allowing for a more purposeful and 
stimulating goal-setting and interactive experience, 
which is conducive to a sense of fulfilment and 
successful course outcome. Furthermore, the autonomy 
and sense of agency experienced allow a student to 
develop skills for taking control of their own learning, 
which ultimately transcend the English language domain 
to encapsulate and endorse core elements of life-long 
and life-wide learning.  
 
Katja Heim reports on the final presentation of the 
Showcase by Catherine Mitsaki: Critical thinking 
unplugged. Critical thinking unplugged - 
In her talk, Caterine Mitsaki shared her exploratory 
practice on how to unplug herself, i.e. how to use Dogme 
in her university classes on Critical Thinking Skills. Her 
aim is a political one, choosing autonomy 
over (over)dependence, negotiating the course contents 

with students rather than pre-deciding what will work for 
them. The venture is documented well in a blog that 
contains diary entries on the individual 
sessions of the course that is one of several parallel 
entries on the same topic and that, in the end, will need 
to cover the required contents of the module. See: 
https://catherinemitsaki.blogspot.com/2021/02/unpluggi
ng-myself-and-critical-thinking.html) 
 
Through the diary she reveals the struggles of opening 
up her course, with the additional burden of having to 
start out doing so in the midst of the pandemic, i.e. in 
distance learning times. Mitsaki provided us with ideas 
as well as with a good insight into the hurdles and the 
doubts that come up during the process. Because of this 
honesty and the “little wins” it presents, the blog is a 
good source for everyone who seeks out to hand over 
control to learners and is looking for accounts 
of likeminded people. Very often we are presented with 
the successes of projects and with the results of long 
processes. Mitsaki’s openness was very helpful in that it 
illustrated the often slow processes towards success 
and highlights the many little decisions that we have to 
take on the way. 
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.

Conference reflection 

This three-day conference, held from Monday June 28th 
to Wednesday the 30th in Mexico, was offered online 
this year. It was a well-organized and massive event, 
with 62 participants from around the world speaking 
about autonomy. Every participant was accompanied 
and helped by around six or seven supporting staff 
members and a moderator introducing him or her. There 
were six plenary sessions given by featured writers, 
researchers, and teachers, and three or four scheduled 
events to select from in each time slot, and all of them 
interesting and attractive. This was an excellent 
opportunity for everyone to learn from different people’s 
experiences and points of view. There was camaraderie 
among the attendants during the Q&A sessions and 
workshops, definitely, joyful moments for everyone.   

The Independence Learning Association Conference 
2021 (ILAC) organization process began back in 2019. 
It was very exciting, and we had a lot to plan for, 
because after 13 years, ILA was finally taking place in 
America: Mexico National School of Languages, 
Linguistics and Translation (ENALLT) of the National 
Autonomous University of Mexico (UNAM) -the biggest 
university in Latin America. This conference 
organization was also a collaboration with the Learner 
Autonomy Special Interest Group (LASIG) of the 

International Association of Teachers of English as a 
Foreign Language (IATEFL) and ITESO, Jesuit 
University of Guadalajara. The outbreak of the COVID-
19 pandemic  initially made us hesitant about taking on 
the challenge of holding a live conference in 2020. We 
decided to postpone the ILA conference until 2021, with 
a teaser event in June 2020. In this teaser event, we had 
a plenary talk by Prof. David Little about learner 
autonomy, and presentations by Anja Burkert (Graz), 
Adelina Ruiz (ITESO), Haydee Venosa (UNAM) and 
Amelia Yarwood (KUIS, Japan) who shared how they 
were facing the confinement. 

Finally, ILAC 2021 took place virtually at UNAM. This 
conference featured 64 speakers from three continents: 
America, Asia, and Europe. The agenda consisted of six 
plenary speeches by internationally acknowledged 
professors in the field of self-directed learning, 
autonomy, and self-access centers. It comprised 60 
sessions, including 43 paper presentations, seven 
workshops, five Pecha Kuchas, three panel discussions, 
and two book presentations. The presenters and 
audience were from 10 different countries: Canada, 
China, the UK, Germany, Greece, Japan, Italy, Trinidad 
and Tobago, Mexico, and the United States. The themes 
were learner training, advising, activity design, and 
materials development to promote autonomy beyond 
the classroom. ILAC2021 also represented a great 
opportunity for the members of three associations to 
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socialize: IATEFL Learner Autonomy Special Interest 
Group (LASIG), the Japan Association for Self Access 
Learning (JASAL) and the Language Learning 
Autonomy Network (RAAL). These organizations also 
helped us to spread the word about the conference.  

 Monday June 28, 2021 

We were pleased to have Christina Gkonou in the 
opening session talking about the importance of learning 
how to manage emotions for autonomous learners in the 
plenary titled Managing emotions for learner 
autonomy. Gkonou explored the link between emotions 
and autonomy. She provided an overview of what 
research in psychology has already shown us in relation 
to emotions and language learning, including the way 
that strong emotions are associated with stronger 
memory traces, and how facilitative anxiety helps 
learners, increasing alertness and drive to learn. She 
then described the negative consequences of 
debilitative anxiety, and explained how the Managing 
Your Emotions (MYE) questionnaire has been used to 
uncover some of the strategies language learners use to 
regulate their emotions in learning settings (such as 
deep breathing and positive self-talk). Gkonou argued a 
strong case for teachers as well as learners to be trained 
in emotional regulation, so that teachers can help 
learners to become lifelong learners who persist in their 
language learning after their course is finished. 

On the first day there were 14 riveting and reflective 
talks. Leticia Adelina Ruiz Guerrero (ITESO, 
Universidad Jesuita de Guadalajara) gave an engaging 
talk entitled Collaboration in training as a learning 
advisor in which she explained how working 
collaboratively has been the key component for the 
Diploma Course “Asesoría para el Aprendizaje 
Autónomo”, of which she has been the tutor She 
described key tasks that are practiced during the course, 
such as guided reflective practice and shared 
experiences that use team work to help participants to 
learn from numerous perspectives, leading to a sense of 
community where the participants learn from each other 
and continue a formative process after the course. This 
Diploma course initially aimed to prepare teachers to 
become advisors in the Sef-Access Center at  ITESO, 
Jesuit University of Guadalajara with a view towards 
being able to support and guide learners in their learning 
development while promoting  autonomy; however, 
people at the university from different areas who are 
interested in accompanying students in their 
development of the autonomyous learning process, 
have taken themselves taken the course. This brings to 
light how autonomy can be applied in any scenario. 

In another significant talk, entitled Autonomía en el 
aula?: Creencias en los profesores de inglés 
[Autonomy in the classroom: Beliefs of English 
teachers], Roxana Hernández Narváez (ENALLT, 
UNAM, México) shares a study she undertook with 30 
English teachers from the self-access center (Mediateca 
at UNAM) to identify their beliefs towards autonomy 
used inside and outside the classroom. This 

investigation was inspired by her observing students 
depending too much on the teachers’ guidance. During 
this process, she used different tools to ensure the data 
is consistent; however, the shared results in this 
presentation come from only one tool: an interview. It 
was quite revealing to learn that 56% of the teachers 
interviewed  believe one of the obstacles of not having 
autonomy in the classroom is teachers themselves. In 
addition,  all interviewees agreed that the school system 
acts as a roadblock for both teachers and students, 
despite their being aware of this and their efforts for 
practicing autonomy during the learning process. 

During the afternoon plenary session we were honored 
to hear a presentation by Jo Mynard from Kanda 
University of International Studies, Japan, who shared 
Outside-class language learning environments: 
How can we help learners to thrive? Mynard 
discussed the exploration and evaluation of self-access 
learning environments through the lens of self-
determination theory (SDT). In her accessible and 
inspiring talk, she recapped how self-access centers 
have evolved through the decades, and how in the 
current decade SACs are focused on wellbeing and 
meeting learners' psychological needs, particularly 
during the current pandemic situation. In SDT, the three 
basic needs are for autonomy (which Mynard reminded 
us is defined in SDT as having agency over one’s 
choices), competence (feeling optimally challenged, 
with a sense of mastery) and relatedness (feeling 
belonging and warmth). Mynard, who is the director of 
the impressive center at Kanda University of 
International Studies, introduced a fascinating, large-
scale, ongoing project in which she and her fellow 
researchers are evaluating how far their space supports 
these three needs, identifying areas which need 
attention, and taking actions to improve identfied 
shortcomings. She also added curiosity, intrinsic goals 
and interest to the picture, by putting forward a model 
which can serve to advance future research into 
psychological needs and learning spaces. 

Tuesday June 29, 2021 

Tuesday began with a plenary session, followed by two 
workshops and five talks. The plenary session by María 
de Lourdes Cuéllar Valcárcel from the Escuela 
Nacional de Lenguas, Lingüística y Traducción-UNAM 
in México was entitled La experiencia del pensar en el 
aprendizaje autónomo [The experience of thinking in 
autonomous learning]. In her talk, Lourdes Cuéllar 
explored the relation between thinking and learning, 
starting from the concept that the act of thinking is 
natural to the human being and that it is a process that 
implies not only rational but also emotional experiences. 
She asserted that setting objectives is one of the steps 
needed to think clearly, which is why the process of 
thinking is intrinsically related to that of meaningful 
learning, especially in the context of autonomy. Thinking 
becomes a state of consciousness once we are aware 
of where we want to go and why, allowing for a better 
organization of our learning goals and the channels to 
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reach them; self-awareness eventually links to self-
direction and motivation. 

The afternoon began with a book presentation, followed 
by three discussion panels, and nine talks. One 
particular highlight was a presentation by Satoko Kato 
(Kanda University of International Studies, Japan) on 
Professional development through life story sharing 
in reflective dialogue. Kato, a language advisor 
promoting autonomy for more than 11 years, began her 
study with this question: “What makes students come to 
the next session?” Kato has created a one-year program 
with nine advisors which focuses on relational mentoring 
for mutual learning. The initial step is to share their life 
stories by using a pre-task drawing with a reflective 
dialogue triggering positive emotions, such as trust and 
well-being. This has brought phenomenal results, such 
as both the mentor and the mentee sharing a new 
meaning of their stories, resulting in a bond being 
created between them. More importantly, with this new 
perspective, the advisor is then able to provide more 
opportunities for autonomy, while the learner becomes 
more open to sharing struggles and thoughts and is 
motivated from the very beginning during the advising 
sessions.   

The day concluded with another plenary talk. In this 
thought-provoking session, Katherine Thornton from 
Otemon Gakuin University, Japan, discussed 
Language policy and multilingual practices in self-
access environments: What role for learner 
autonomy. Thornton explored the impact the 
"multilingual turn" is having on policy and practices in 
self-access environments, providing a theoretical 
overview and then presenting a close study of several 
language learning spaces in Japan. As we 
conceptualize language learners as emergent 
bilinguals, and perhaps begin  to question the separation 
of different languages, language policy decisions 
become more complex. This talk helped us reflect on 
how we can encourage diversity and empower learners, 
and how we can support them in constructing their 
identities as multilingual language users.   

Wednesday June 30th, 2020 

Wednesday began with a plenary talk by Anja Burkert 
from the University of Graz, Austria, entitled: Learner 
autonomy in the university classroom: Exploring 
opportunities and experiencing limits. Burkert 
commented on her own experience as a university 
teacher and explained how she managed to implement 
a paradigm shift in her teaching context, allowing her 
students to explore approaches to autonomous learning. 
Taking into account the theories on autonomous 
learning proposed by Leni Dam and David Little, among 
others, Burkert developed a personal teaching approach 
to promote reflection, evaluation and goal-setting 
through learner diaries. In addition, she conducted 
several small-scale studies which made use of 
collaborative work to foster reflection and the practice of 
autonomy in her students. Finally, she spoke about the 
importance of what she learnt through all those 

experiences to incorporate a pedagogy for autonomy in 
her online classes. 

Following the plenary, there was a round table 
discussion and four talks, with two workshops and a 
book presentation. Rebeca Elena Tapia Carlín (BUAP, 
Puebla, Mexico) gave a talk entitled: Fostering 
autonomous learning and professional 
development through e-narratives. Rebeca Tapia 
promotes the use of e-narratives (personal accounts on 
learners’ professional experiences) to facilitate the kind 
of reflection that can guide learners and teachers to 
autonomy and development in their professional fields. 
She shared her experience as someone immersed in a 
related research study, which focused on the Mexican 
context, more specifically, on 18 Master’s students in an 
ELT programme in a public university in central Mexico, 
who happen to be teachers as well. This group’s 
reflections led them to conclude that professional 
development is an ongoing process and that reflection 
itself should be present before, during, and after any 
action which took place as part of such a process, mainly 
because it enabled the connection between conception 
and practice. However, Rebeca Tapia states that further 
research needs to be done to  better understand how to 
enhance autonomy and professional development in 
teacher education. 

In her talk on Promoviendo la autonomía en 
ambientes virtuales de aprendizaje de lenguas 
[Promoting autonomy in language learning virtual 
environments] Guillermina Arias Sais (ITESO, 
Guadalajara, Mexico) seems to agree with Rebeca 
Tapia in that reflection is key for teachers, both before 
and during their academic duties. In this way they can 
be mindful and flexible enough to create the 
mechanisms to promote self awareness in their 
students. This is something that may be somehow 
difficult in the context of a virtual environment, but 
Guillermina Arias suggests a couple of strategies to 
promote self awareness in spite of the real distance 
between learner and adviser, like the use of triggering 
questions such as “What does it mean for you to be 
autonomous?”, questions about how learners feel, and 
the promotion of effective communication so the 
learners better understand the role of the adviser and 
their own role. 

Isaí Alí Guevara Bazán and Verónica Rodríguez 
Luna (Universidad Veracruzana, Xalapa, Mexico) gave 
a talk on Improving pronunciation with ICT. The 
research Isaí Guevara and Verónica Rodríguez 
developed took into consideration pronunciation issues 
related to: new sounds (as different from sounds in 
Spanish), the correlation between spelling and 
pronunciation, and intonation. In a process  based 
mainly on the reflections and production of language 
students, it was determined that the students needed 
increased exposure to the L2 in and outside of class, 
more availability of different sources (diversity of 
materials), more appropriate instruction in terms of 
pronunciation improvement, and a broader 
understanding of culture identity, as in understanding 
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the awareness of the new culture without falling into the 
false idea of losing their ownand avoiding other 
misconceptions about learning English. The researchers 
shared an important reflection: support and promotion of 
independent learning is plays a relevant role in to 
reaching the stated goal. 

In their workshop Language learning tasks for 
enhancing learner autonomy Christian Ludwig (Free 
University of Berlin, Germany), Diane Malcom 
(formerly, Arabian Gulf University) and Giovanna 
Tassinari (Language Center from the Free University of 
Berlin, Germany) proposed a revolutionary approach to 
help learners embrace their autonomous learning 
process through active participation with materials. As 
one of the core recommendations for autonomy is to 
help students own their goals, materials and learning 
development, when textbooks are used, students often 
get discouraged because they feel there is no relation to  
their own needs and preferences. For that reason, they 
encouraged teachers to guide and motivate learners to 
make changes to the suggested activities in the 
textbook. In this workshop, participants worked 
collaboratively, exploring options with textbook tasks 
and taking the opportunity to transform them into 
suitable material for these purposes by reflecting on the 
following questions: “What are your golden rules for 
enhancing learner autonomy in your class?” and “How 
much choice do you give your students when 
choosing/adapting/creating materials?”  

The final plenary session was given by Lourdes Ortega 
(Georgetown University, United States), and entitled: 
Supporting agentive language learning and 
teaching in the 21st century. Lourdes Ortega broke the 
paradigms of the concept of being multilingual, for 
instance, the expectation of using a language 
proficiently or like someone who seems like a native 
speaker; as a result, it brought an empathetic response 
among participants who heartily shared her ideas. She 
clearly explained the difference between autonomy and 
agency,where autonomy means “the ability to make 
decisions and have a say in the direction of our language 
learning” while “agency is the ability to change our place 
in the world despite known structural constraints”. She 
referred continuously to those concepts and their 
interrelation while giving examples to use in class by 
answering the following question: “How do we teach L2 

while supporting our students to be empowered 
multilinguals?” Hence, she suggested three strategies to 
support students: balancing form with meaning, 
rethinking the roles of authentic materials and native 
speakers, and boosting motivation. She also gave us a 
final piece of advice: think about learning through the 
lenses of autonomy and agency. 

Closure 

Reflection demands a process of internalization, the 
opportunity to rethink what we have learnt so far, and 
the clarity to evaluate and assimilate new findings. The 
Independent Learning Association Conference 2021 
was certainly about reflection. The attendees to the 
event had the chance to reflect, to wonder, to ask and 
have answered questions regarding autonomy in 
learning that will likely have an effect on their personal 
perception and professional actions.  

There was a whole lot to take away from the event: the 
application of autonomy in the context of the classroom, 
self-access centers and virtual environments, the 
implications and demands of those and some more 
contextual conditions and variables, the use of modern 
technology to promote self-awareness and autonomy, 
the consideration of emotions and affectivity as part of 
the process of self-awareness and autonomous 
learning, the roles of teachers and advisers as 
facilitators of autonomy in regard to their own processes 
of reflection, the adaptation of strategies and resources 
at the sight of the pandemic, and the relevance of 
collaboration and interculturality as key ingredients to 
boost autonomy, just to mention a few inspirational 
ideas to consider, review, and apply. 

The wide and varied array of topics presented during the 
conference permitted its audience to express, confirm, 
and develop subject matters that will eventually nurture 
participation in the next conference and expand the 
learner autonomy community. 
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Language Learning 
Environments: Spatial 
Perspectives on SLA 
 
ISBN:9781788924894 
 
 
By Phil Benson 
Bristol, UK: Multilingual Matters 2021 
 
 
Reviewed by Garold Murray  
Independent Scholar 
Japan 

While space is most likely not the final frontier for second 
language acquisition (SLA) research, it is certainly one 
that merits exploration. Why? Because as Phil Benson 
explains in his new book: “space matters”, the spatiality 
of language learning, or the where, is inextricably 
entwined with the how, the what, the why, and the who.  
 
In his book, Benson develops the argument that the 
spatiality of second language learning is shaped by the 
forces of globalization, which generate the demand and 
distribute the resources for language learning. It is the 
global mobilities of people, goods and information that 
produce spaces or environments for language learning 
on global and local levels. While Benson is primarily 
concerned with the global scale, on the local level, he 
sees language learning environments as emergent 
phenomena that depend on affordances generated 
through learners’ engagement with the spaces in which 
they find themselves and of which they are a part. These 
ideas form the basis of Benson’s theory of the spatiality 
of second language learning, which he labels his 
“environmental view”. In elaborating this perspective, he 
outlines a conceptual framework which could serve as a 
tool kit for reflecting on and researching the role of space 
in second language learning.   
 
In laying the groundwork for his conceptual framework, 
Benson examines relevant theories of space drawn 
mainly from the field of geography, and, in the process, 
challenges some commonly-held understandings of 
space and our relationship to it. For example, we 
intuitively see ourselves as being in a space and 
understand our interactions and events as happening in 
that space. Furthermore, we tend to see space as 
empty, as something to be filled. Benson labels this way 
of thinking the “objects-in-space” (italics in the original) 
worldview. However, he asks readers to consider a 
contrarian “objects-as-space” perspective. From this 

point of view, space is not a container; rather, space is 
comprised of objects, including us as human beings and 
the non-human things around us. Benson asks readers 
to keep the distinction between these two perspectives 
in mind as they continue reading because the objects-
as-space view is crucial to understanding the 
relationship between space and language.  
 
A second major point Benson would like readers to 
retain from his review of the literature is that space is 
socially produced. The prevailing forces of capitalism 
coupled with social demands drive the production of 
space; for example, on a global scale, they give rise to 
multilingual metropolises.  At the same time, local 
environments such as neighbourhoods are created. For 
Benson, the notion of the social production of space is 
fundamental to understanding how globalisation shapes 
second language learning environments. 
 
After discussing theories of space germane to his central 
argument, Benson shifts the discussion to how the 
academic discipline of modern linguistics deals with the 
relationship between language and space. Spoiler alert: 
apparently, it doesn’t. However, Benson argues that, 
although the field offers no theory of the spatiality of 
language as such, there is an underlying “conception of 
language as a self-contained, systemic object-in-space” 
(p. 37). Why is this noteworthy? Well, because modern 
linguistics provides SLA researchers with an 
understanding of the nature of language, which in turn 
impacts how learners go about learning languages. 
Learners influenced by the notion that languages are 
“self-contained objects in space” are likely to see them 
as objects neatly packaged in textbooks, grammars. and 
a variety of learning materials. However, as we know, 
languages are not physical objects. For Benson, this 
gives rise to an ontological conundrum: how can 
languages, which are non-physical entities or objects, 
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become spatial or manifest themselves in a physical 
environment?  
 
Benson addresses this question as he presents his 
alternative “objects-as-space” or “environmental” view of 
language learning. Central to his answer and theoretical 
framework is the construct language-bearing 
assemblages, which he defines as “any physical object 
that has language as one of its component parts” (p. 75). 
Assemblages emerge from the interaction of the parts, 
or objects, which comprise them. A language bearing 
assemblage has three parts: components of language 
(i.e. words, etc.), meaning, and mode of expression (e.g. 
speech or writing). Examples Benson provides, among 
others, include greetings to a neighbour, a Facebook 
posting, and automated instructions from a retail 
checkout machine. Benson highlights the point that 
language-bearing assemblages can take the form of 
people, goods, and information. He then turns to 
mobilities theory to explain how these assemblages are 
set in motion and the role they play in situating 
languages in second language learning environments.  
 
Languages do not move on their own; rather, they attach 
themselves to people, goods, and information. Benson 
gives the example of the multilingual city, which he 
argues results not just from the presence of migrant 
groups who speak different languages, but also from the 
availability of linguistically diverse goods and 
information. Benson contends that the global circulation 
of language-bearing assemblages is a key concept in 
understanding second language learning from a spatial 
perspective. Spaces, or settings, for language learning 
emerge from the coming together and interaction of 
language-bearing assemblages (which include 
learners). 
 
Finally, near the end of the book, Benson elucidates his 
conceptualization of second language learning 
environments. He begins by connecting the how and 
where of language learning to the previous theoretical 
discussion: “Second languages are learned in language 
learning environments, or spaces in which mobile 
language-based assemblages meet and become 
available as resources for second language learning” (p. 
91). Benson makes a distinction between an “areal” 
environment, a geographical area, and an “individual” 
environment, an assemblage of settings drawn together 
by individual learners in which they engage with 
language learning resources. He notes that ecological 
approaches to learning such as Bronfenbrenner’s 
(1979) and van Lier’s (2004) can inform an 
understanding of how languages are learned from an 
environmental perspective. However, Benson’s critique 
of these perspectives is that they do not sufficiently 
address the spatial character of the environment. To this 
end, Benson offers his framework, which eschews 
context as a construct in favour of environment and 
setting, terms which he argues are more grounded in 
space.  
 
In the final chapter, which focuses on research in SLA, 
Benson begins by drawing readers’ attention to a wide 
range of studies that have explored space in relation to 

second language learning. It is noteworthy - for this 
readership, at least - that a significant number of these 
studies were carried out by researchers with a 
background in learner autonomy in language learning. 
Perhaps this should not be surprising, given that learner 
autonomy researchers have long been interested in 
alternative spaces such as self-access centres, 
language cafés and other even less formal settings, 
which offer learners the possibility of generating 
affordances for language learning. Next, Benson offers 
a glimpse into something one is rarely privy to in 
academic work: he switches into an autobiographical 
mode and shares with readers the developmental 
trajectory of his thinking and research that led him to 
realize that “space matters” and culminated in the 
emergence of his environmental view. He concludes by 
taking a brief look at research methods suitable for 
exploring environments and settings. They include 
observation, visual methods (which encourage 
participants to produce visual materials that are either 
analysed visually or used as interview prompts) and 
walking methods (in which participants are interviewed 
as they walk through an area relevant to the inquiry). 
Whilst researchers can choose amongst these and other 
methods, Benson cautions that the important thing is to 
include spatial dimensions in the research design; in 
other words, researchers must make a deliberate effort 
to gather spatial data.  
 
How helpful is Benson’s conceptual framework? This 
question can only be answered by applying it in actual 
research projects. As Benson suggests, these inquiries 
might examine settings and environments in relation to 
the human and non-human assemblages that constitute 
them. Once these assemblages have been identified, 
researchers can explore how they interact with each 
other to shape and be shaped by learners’ engagement 
with the environment. In general, Benson proposes 
three lines of inquiry that SLA researchers might pursue: 
areal studies on settings and environments (i.e., studies 
with a geographical focus); inquiries into the 
assemblage of individual language learning 
environments; and, design-based studies, which 
experiment with pedagogical innovations. Benson’s 
suggestions point to the need to study language learning 
spaces in institutional settings. This is one area not 
addressed in the book. As Benson quipped in an 
interview shortly after its publication, “This is kind of the 
chapter that I didn’t write” (Bennett & Yarwood, 2021, 
June 29). 
 
Rather than a lacuna, I see this as an invitation to those 
interested in doing research in self-access centres, 
language cafés, social learning spaces and classrooms. 
As Benson notes, amongst other things, studies might 
explore how these spaces fit into a student’s wider 
learning environment, or what role a particular space 
plays in relation to other spaces in the student’s 
language learning environment (Bennett & Yarwood, 
2021, June 29). Fortunately, prospective researchers 
will not be forging into completely uncharted territory - 
they will be pleased to find references in this chapter to 
a fledgling body of literature. Although Benson’s book 
focuses on a more global scale, the conceptual 
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framework it provides can also serve to inform an 
understanding of space(s) in relation to language 
learning on local levels and guide the design of research 
which investigates these settings.  
 
Benson’s book came out at the beginning of summer (for 
northern hemisphere readers) and, being a slim volume, 
might have tempted a number of you to slip it into a travel 
bag, thinking you would catch up on your academic 
reading, possibly whilst poolside. Had you done that, 
probably somewhere around Chapter Three, you would 
have found yourself reaching for the sunscreen and 
ordering a mojito. The book, whose intended audience 
is clearly SLA researchers, is not light reading, 
especially in the early chapters. Destined for libraries 
and the collections of established researchers, Benson’s 
book should also find its way onto the reading lists of 
graduate courses where hopefully it will inspire a new 
generation of researchers to pursue unprecedented 
lines of inquiry. At the very least, in these courses the 
book should encourage reflection on the spatiality of 
second language learning and stimulate lively 
discussion. Benson addresses some heady questions 
(e.g., the relationship between language and thought, 
the agency of non-human objects) and explores lines of 
thinking that challenge some commonly accepted views 
of the world and (dare I say?) our place in it.  
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The idea for this review in Independence was prompted 
by David Little, who suggested it to the author, Frank 
Maschmeier. 
 
Learner autonomy in the CLIL classroom explores 
the question of whether promoting learner autonomy in 
CLIL classes represents a particular challenge to both 
learners and teachers. Let me briefly anticipate here: 
two of the strengths of Frank Maschmeier’s book are 
that it does not simply raise awareness of the challenges 
related to encouraging learner autonomy in CLIL 
contexts but also shows possible solutions and it 
explicitly addresses the vital role of pre- and in-service 
teacher training courses in preparing for and guiding 
(future) CLIL teachers on the road to more autonomy.  
 
CLIL and foreign language learner autonomy - an 
intricate relationship 
Although I knew what CLIL (Content 
and Language Integrated Learning) stands for, as well 
as what its major tenets are, and was also familiar with 
the concept of learner autonomy, I had never thought of 
whether and why implementing learner autonomy in 
CLIL classes could be a particularly challenging and, at 
the same time, fruitful endeavour. Two articles I found 
online helped clarify this issue. The first is CLIL and 
learner autonomy: Relating two educational concepts 
(2011) by Dieter Wolff.  In this article, Wolff, a renowned 
expert in the field of CLIL as well as foreign language 
learner autonomy, provides a short but comprehensive 
overview of learner autonomy and CLIL, exploring the 
links between the two approaches from both a 
theoretical and practical perspective. He argues that 
“learner autonomy and CLIL have a fairly close 
relationship with respect to a number of important 
pedagogical issues” (Wolff, 2011, p.70). In very simple 
terms, Wolff puts forward the idea that CLIL provides a 
learning environment which promotes learner self-
organisation. Moreover, he emphasises the fact that 
CLIL allows for dealing with real-world issues (what 

Maschmeier refers to as “’real’ content matter”) 
promoting authentic classroom interaction and 
discourse and overcoming the prejudice that CLIL is 
about “terminology which needs to be acquired through 
learning lists of words, ibid. p.79)”. 
 
The second article is David Little’s online publication 
Language learner autonomy: What, why, and how? 
(n.d.) in which he explicitly mentions CLIL as conducive 
to autonomous language learning:” […] general 
language learning has its limits, and learners in the 
autonomy classroom reach a point where they need new 
challenges. Within systems of schooling those 
challenges are most likely to be provided by CLIL 
(Content and Language Integrated Learning) 
programmes, in which ‘practice’ becomes the curriculum 
content in question, which should be delivered, 
explored, digested and exploited using the methods with 
which learners are already familiar” (p.10). 
 
From general language learning through CLIL to higher 
education in the target language: that is the L2 
educational trajectory that many countries are seeking 
to promote, especially when the target language is 
English. But few of those countries can boast even small 
numbers of autonomy-oriented classrooms at the first 
level, while the understanding of learning and teaching 
on which practice in the autonomy classroom is founded 
implies a major pedagogical challenge both to CLIL 
programmes and to university courses.  
 
Frank Maschmeier’s book is divided into nine major 
sections. Following a concise introduction, Chapter 2 
CLIL: between subject and language learning 
explores CLIL (and bilingual education) as an 
educational approach. While the section takes a global 
perspective, it mostly focuses on CLIL in the German 
context. The following chapter then concentrates on 
foreign language learner autonomy, examining the 
approach from a plethora of perspectives, including, 
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among others, the teacher’s role. Chapter 4 then 
discusses how learner autonomy can be supported in 
CLIL environments. Student motivation (and 
performance) is then explored in Chapter 5. Chapter 6 
then outlines the study design. The main focus of the 
study was to investigate whether CLIL learning 
environments can support the development of learner 
autonomy. While the results of the mixed-method study, 
including quantitative and qualitative data from both 
teachers and students, indicate that although teachers 
and students appear to be positive towards 
incorporating autonomous principles in their learning 
environment, performance paints a different picture 
(Chapter 7). The book concludes by presenting some 
implications of the study for (future) practice.  
 
In general, the volume is very well researched and 
continues existing discussions while at the same time 
opening up new fields of research, especially in the area 
of motivational psychology. Naturally, behind every set 
of statistics there is often more than one caveat. 
Considering the fact that the study was conducted in 
Germany means that the results are - to a certain degree 
- specific to the special context of teaching English as a 
foreign language in the federal state of North Rhine-
Westphalia. However, this does not mean that similar 
research cannot be conducted in other countries. On a 
different note, terms such as self-directed learning or 
self-regulation are used interchangeably throughout the 

publication and sometimes do not seem to be used with 
the necessary attention to the fact that they need to be 
fenced off from each other carefully.  
 
Overall, I cannot recommend this volume highly enough 
to researchers and practitioners both in CLIL and 
autonomy - a delineation which, after reading this book, 
now seems more obsolete to me.  
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LASIG is the Learner Autonomy 
Special Interest Group, one of 16 
IATEFL Special Interest Groups. 
Originally formed in 1986 by a small 
group of educators devoted to 
promoting learner autonomy, LASIG 
now has members from over 50 
countries. 
 
LASIG’s main goals are: 
 
• to address the interests and 

needs of students, teachers, 
learning advisers, teacher 
educators and researchers who 
are interested in autonomy in 
language learning and all that it 
implies, 
 

• to raise awareness of issues 
related to autonomy in 
language learning, 
 

• to explore, investigate and 
develop practices and 
strategies for the 
implementation of language 
learner autonomy, 
 

• to provide a forum for 
discussion through publications 
and events, 
 

• to offer opportunities for 
networking globally and cross-
culturally. 
 

LASIG is organised by a group of 
unpaid volunteers. We invite all 
members to help out in determining 
the direction of the SIG. 
 

Contact us: 
lasig.iatefl.org 

Contribute to Independence 
Independence comes out three times a year and includes practical and 
theoretical articles, materials reviews, technology updates, details of events and 
self-access advice. Its defining style is one of exploratory talk.  

We are looking for contributions, in a variety of formats and genres, long and 
short articles, interviews, readers’ letters, learner (autonomy) stories, teacher-
learner narratives, reflections, in short anything helping the readers of 
Independence to better understand developing autonomy in second language 
education.   

Contributions in the form of learner/teacher (autonomy) stories, articles, 
interviews, reports, letters, poems, book reviews, conference reports and 
reflections, or short notices on forthcoming events are always welcome, as are 
responses to articles appearing in the newsletter. Learners’ voices and 
reflections are also very much welcome.  

To submit a contribution, contact our editorial team at 
lasig.iatefl.org/independence 

  

Advertising 
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more information about advertising, email lasig@iatefl.org.  
 

Reprinting 
Note that copyright for individual contributions remains vested in the authors to 
whom applications for rights to reproduce should be made. While copyright of 
their material remains with contributors, LASIG, the JALT Learner Development 
SIG and HASALD (Hong Kong Association for Self-Access Learning and 
Development) have reciprocal agreements to reproduce articles from each 
other’s newsletters (with permission of the author/-s). This makes articles 
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	The symposium finished off with a few closing words, which, along with the inspiring talks described above, left all of the graduates with a good feeling and strong hope for the future of advising.
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