


 
 
SiSAL Journal Vol. 8, No. 4, December 2017, 291-293. 

 
291 

Volume 8, Number 4, December 2017 
  

Edited by Kevin Knight, Jo Mynard and Erin Okamoto 
  

● Introduction: Supporting Leadership and Academic Development 
in a SALC by Kevin Knight, Jo Mynard and Erin Okamoto (291-293) 

  
Leadership 

● Conceptualizing Leadership Development in the KUIS SALC by 
Kevin Knight (294-304) 
 

● Using Social Networks to Promote Collaboration and Leadership 
in Foreign Language Learning by Micòl Beseghi (305-322) 

 
Academic Support 

● The Evolution of a SAL Desk: From Academic Writing to Language 
Support by Shawn Andersson and Maho Nakahashi (323-333) 
 

● What Constitutes Effective Tutoring on Scripts and Oral 
Presentations? by Diletta Fabiani and Marta Soler Alemany (334-353) 

 
● Principles of my TOEIC Test-Prep Workshops and Self-Access 

Online Materials for TOEIC Preparation by Atsumi Yamaguchi (354-
357) 

   
Reviews (Edited by Hisako Yamashita) 

● Learning Japanese: Voices of Experience by Belinda Kennett and 
Yuriko Nagata reviewed by Michael Lin (358-361) 
 

● Language Learner Autonomy: Theory, Practice and Research by 
David Little, Leni Dam and Lienhard Legenhausen reviewed by Jo 
Mynard (362-370) 

  
Upcoming Events 

● Asian Conference on Language Learning (ACLL), Kobe, Japan. April 
27-29, 2018. 

● Psychology of Language Learning Conference (PLL3), Tokyo, 
Japan. June, 2018.  

● Independent Learning Association (ILA) Conference, Kobe, Japan. 
September 2018.   
 

Call for Papers: Special Issue of SiSAL Journal. Selected papers from the 
2017 Japan Association for Self-Access Learning (JASAL) Conference. 
 

● To be edited by Hisako Yamashita, Clair Taylor and Andy Tweed and 
published in June 2018. The deadline for submissions from presenters or 
participants is March 31st 2018. 

 



 
 
SiSAL Journal Vol. 8, No. 4, December 2017, 291-293. 

 
292 

Introduction: Supporting Leadership and Academic Development in a 

SALC 

  
Kevin Knight, Jo Mynard, and Erin Okamoto, Kanda University of International Studies, 
Japan. 
  
  

Welcome to the 31st issue of SiSAL Journal which is Issue 8, Volume 4. This is a 

general issue organized into two key themes: leadership, and academic support. There are 

also two book reviews, details of three relevant events coming up in 2018 and a call for 

papers for a special issue. 

Leadership  

In this section, the two papers focus on leadership, and while the scholars agree that 

leadership has been defined in different ways, their approaches to the topic of leadership 

differ. Kevin Knight based at Kanda University of International Studies in Japan argues that 

leadership is contextually bound and illuminates how leadership was conceptualized in a 

proposal for leadership development in a self-access learning center. Micòl Beseghi from the 

University of Parma in Italy selects a definition of leadership that aligns with the use of social 

networks and discusses how Facebook promotes a sense of community and leadership 

development in language learners. In the two papers, we gain insights into the leadership 

conceptualization process (i.e., how leadership is conceptualized respectively in a SALC and 

in a research paper) and are left reflecting on Knight’s question of how leadership and learner 

autonomy should be conceptualized in a SALC.    

 

Academic Support 

There are three papers in this section. The first paper is by Shawn Andersson and 

Naho Nakahashi from Osaka University in Japan. The authors provide a description of some 

of the issues encountered when the purpose and scope of a writing support help desk at their 

institution were expanded. The authors report that students who actively use the facility can 

raise their communicative confidence and participate more actively in the international 

community. This goes beyond what a traditional writing help desk normally focuses on. 

The second paper in this theme was contributed by Dileta Fabiani and Marta Soler 

Alemany from Waseda University in Tokyo, Japan. Again, the focus is on support offered in 

a writing center. The authors examine tutors’ experiences specifically in giving feedback on 
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presentations. They argue that training is needed for writing tutors so that they might 

adequately support learners with issues related to presentation materials. 

The final article deals with principles of effective workshops and learning materials 

for TOEIC test preparation, discussed from a practical first-hand point of view. From 

personal experience and anecdotal evidence from other SAC colleagues, Learning Advisor 

Atsumi Yamaguchi of Meijo University in Nagoya, Japan questions whether or not 

workshops offered in SACs are successful in achieving the goal of promoting learner 

development. Whilst she asserts that workshop attendance is often a challenge, the author has 

seen some success with a series of TOEIC workshops. The principles, tools, and best 

practices she has used are shared in this short article. 

 
Book Reviews 

The reviews section, edited by Hisako Yamashita, contains reviews of two books that 

were published in 2017. The first, Learning Japanese: Voices of Experience by Belinda 

Kennet and Yuriko Nagata, was reviewed by Michael Lin. The second, Language Learner 

Autonomy: Theory, Practice and Research by David Little, Leni Dam and Lienhard 

Legenhausen, was reviewed by Jo Mynard. Both books are relevant to the field of self-

access language learning. 
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Conceptualizing Leadership Development in the KUIS SALC 
 
Kevin Knight, Kanda University of International Studies, Chiba, Japan 
 
 

Abstract 
 

On the campus of Kanda University of International Studies (KUIS) in Chiba, Japan, a 
proposal was presented for the leadership development of KUIS students in the KUIS Self-
Access Learning Center (SALC) (Knight, 2017). Following Scollon (2001) and his mediated 
discourse analysis (MDA)-based nexus of practice concept, this paper explores how and why 
multiple storylines and histories intersect so that ‘leadership development’ is conceptualized 
as consulting programs in the SALC. The paper shows that Knight’s (2013) conceptualization 
of leadership as involving communication for creating and achieving visions is the basis for 
the proposed consulting programs and concludes by asking how leadership and learner 
autonomy should be conceptualized in a self-access learning center. 
 

 
Keywords: Kanda University of International Studies (KUIS), leadership conceptualization, 

leadership development, learner autonomy, mediated discourse analysis, nexus analysis, 
nexus of practice, self-access learning center (SALC) 

 
Introduction/Background1 

 
Little (2016) writes that ‘learner autonomy’ is “a slippery concept because it is 

notoriously difficult to define precisely.” Similarly, ‘leadership’ has been said to elude 

“comprehensive definition” as Southwell and Morgan (2009, p. 18) note in a review of 

leadership literature. The purpose of this paper is not to define (or to argue for a definition of) 

either learner autonomy or leadership but rather to explore how and why ‘leadership’ was 

conceptualized in a new facility for learner autonomy. Specifically, this paper investigates the 

creation and presentation of a proposal for the leadership development of undergraduate 

students at a self-access learning center in Japan (Knight, 2017). By providing an account (of 

the leadership conceptualization process) that illuminates the intersection of multiple 

storylines and histories in a nexus of practice, this paper shows that leadership 

conceptualizations are contextually bound. The paper ends with a discussion of Scollon’s 

(2001) mediated discourse analysis (MDA)-based nexus of practice concept and ties together 

the various factors that generated the leadership conceptualization in Knight’s (2017) 

proposal. In its conclusion, this paper promotes further discussion by asking how leadership 

and learner autonomy should be conceptualized in a self-access learning center. 

																																																													
1 This paper replicates and adapts the content of Knight (2015, 2017, in press). 
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The proposal for the leadership development of undergraduate students was presented 

on the campus of Kanda University of International Studies (KUIS) in Chiba, Japan at a 

KUIS Self-Access Learning Center (SALC) Advisory Board meeting. According to its 

website, the mission of the KUIS SALC is “to foster lifelong learner autonomy” by 

supporting learners in: 

 

• utilising appropriate communities, spaces, and resources for learning 

• maximising their opportunities for interdependence and interaction with others 

• becoming more aware and in control of their learning processes 

• achieving their language-learning and other goals 

• becoming confident language users 

• developing language skills for future study and careers 

• developing leadership skills 

 

The KUIS SALC’s inclusion of leadership development in its mission provided justification 

for Knight’s (2017) leadership development proposal. In the following sections (2 to 4) of 

this paper, the various factors that contributed to the creation of the leadership 

conceptualization in the leadership development proposal are explored. 

 

The Leadership Connection Project Website 
  

The conceptualization of leadership in the leadership development proposal was based 

on programs that had been created by Knight and published on his website, which is titled 

The Leadership Connection Project: 

 

• KUIS Career Education Center: Kevin’s Company (a business consulting 

internship program) 

• KUIS IC Department (International Business Career major): English for 

Business Career (EBC) courses and Leadership seminars 

• TESOL International Association: ESP Project Leader Profiles and other 

professional development projects 

• KUIS SALC: Global leadership competition in the SALC 
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• KUIS International Affairs Division: Inaugural Global Challenge program and 

KUIS-SolBridge workshop – Exploring leadership as a conceptualization 

 

According to the website, Knight (2013) conceptualizes leadership to be a “creative” 

activity that involves: 1) “communicating to create visions” and 2) “communicating to 

achieve visions,” and in the programs above, KUIS students in the roles of consultants work 

in teams (or alone) to create visions for organizations (i.e., the clients) through the following 

activities: 

• interacting (through email and/or face to face) with leaders of the organizations 

• conducting research about the organizations online and onsite 

• analyzing the internal and external environments to identify strengths, weaknesses, 

opportunities, and threats, etc. 

• delivering recommendations (to the leaders of the organizations) in PowerPoint 

presentations 

 

The connection between consulting and leadership is the concept of “vision” which is 

defined in Carnegie, Levine, and Crom (1995) as articulating “…a view of a realistic, 

credible, attractive future for the organization, a condition that is better in some important 

ways than what now exists” (p. 20). 

Gardner and Miller (2014) also write about leadership and vision for managing self-

access language learning: 

 

Leadership…is crucial for change, innovation and development. Important 

expressions for organizations are those which show their vision for where they see 

themselves going, the mission they have been charged with by their institution, and 

their rationale for existing….Even in a position of middle management it is important 

for SALL managers to have a sense of direction about SALL if they are to do more 

than maintain the status quo (i.e., management rather than leadership). (p. 32) 

 

Knight (2017) proposes the leadership development of students in the KUIS SALC by 

empowering them to create and achieve their visions in their roles as consultants.  
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Leadership Seminar 
 

Another factor that had an impact on the creation of the leadership development 

proposal was Knight’s leadership seminar for KUIS students with an International Business 

Career (IBC) major in the Department of International Communication (IC). The seminar 

students address the following questions (replicated from the course syllabus) in connection 

with their activities to learn about and experience leadership:  

• What is leadership? 

• How do leaders practice leadership? 

• How do leaders communicate? 

• What are leadership skills? 

• How can leadership (skills) be developed? 

• What can we learn from leaders? 

• How can research on leadership be conducted? 

 

In order to obtain answers to these questions, the students conduct semi-structured 

interviews with leaders. They are also introduced to various leadership publications with a 

focus respectively on leadership research (Nohria & Khurana, 2010), leadership experts (Liu, 

2010), and leadership communication (Fairhurst, 2011). 

In addition to conducting research in the seminars, the students experience project 

leadership that involves creating and achieving visions (Knight & Murphey, 2017):  

 

In order to provide students with leadership experiences for internship/job interviews 

and business career development, a project-based learning (PBL) approach is utilized 

in the leadership seminars. The PBL approach integrates language and content 

learning, and it complements an ESP [English for specific purposes] approach 

(Stoller, 2002). In the leadership seminars, the students must work in teams to achieve 

their own socially responsible and original visions, which requires the students to be 

creative and to effectively collaborate. Creativity in this case may involve finding new 

ways of responding to situations and to be willing to take risks (Richards, 2013). Risk 

taking is associated by Candlin (2002) and Benner (1984) with expertise. The expert 

intuitively knows what to do to get the desired result. Although an expert intuitively 
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knows how to create, the students in the leadership seminars are not experts and need 

to struggle to create collaboratively. (p. 2) 

 

In their efforts to create and achieve such a leadership project, one team of students in 

the seminar made arrangements for the Director of the KUIS SALC to make a presentation to 

the class. As discussed in the next section of this paper, all of the students in the seminar 

would later work together to create a pilot program for a leadership competition to be held in 

the new SALC facility that was to be constructed the following year. For this purpose, the 

SALC Director met again with the students to show them the blueprints of the new SALC 

building. 

 

The Global Leadership Competition in the KUIS SALC 
 

The idea for a global leadership competition in the KUIS SALC was initiated by a 

meeting between Knight and the Chairman of the Sano Educational Foundation. The 

Chairman was wondering if Knight’s leadership development activities with KUIS students 

could be conducted in the new building on campus where the SALC would be located. The 

SALC Director wanted to attract students who did not normally use the SALC and to increase 

student engagement and ownership in the new facility so Knight and the SALC Director 

agreed on the following: 

 

• The purpose of the competition would be: a) to provide KUIS students with 

leadership development experiences and b) to increase the number of visitors to the 

SALC.  

• The competition would be designed in collaboration with the seminar students and in 

accordance with self-access learning principles.  

• Knight’s seminar students would be the participants in a pilot competition. 

 

This approach had mixed results. As Knight and Murphey (2017) write above, the 

students struggled to create collaboratively for various reasons. One reason was that the 

students would be participants in the pilot competition so some of the students wanted the 

competition to be easy and not time consuming, including the students to whom Knight 

assigned leadership for creating the project. For example, in a pilot competition, the students 



SiSAL Journal Vol. 8, No. 4, December 2017, 294-304. 

 
 

299 

held individual presentations in the (old) SALC, but the project leaders chose not to use the 

promotional resources offered by the SALC to increase the number of visitors. In contrast, in 

a different project, one of the seminar students, who was highly motivated to share his 

internship and educational experience in the Republic of South Africa, conducted research to 

identify and recruit two other KUIS students (not in the seminar) who had also studied in 

African countries. He led his team to create and deliver an impressive presentation about 

Africa to the campus-wide audience that included a former member of the Government of 

Japan, and he thereafter obtained a two-year internship working at a Japanese embassy 

overseas.  

As Knight reflected on his seminar students’ performances above and his objective to 

create a global leadership competition in the KUIS SALC, he realized that a good model for 

the competition was Kevin’s Company in British Hills (BH) (Knight, 2012). Kevin’s 

Company is a one-year internship program for KUIS students, who act as business 

consultants in a simulated company where BH (which is part of the Kanda Gaigo Group) is 

the client. As noted in section 2 of this paper, in Kevin’s Company, the student consultants 

conduct research about BH in teams and compete to give the best recommendations (to the 

leaders of BH) in PowerPoint presentations. Knight discussed his idea with the SALC 

Director who suggested that SALC experts become involved so that the competition would 

be a global one. An outline of the proposal for the global leadership competition in the KUIS 

SALC is as follows: 

• KUIS students in Japan will compete in teams.  

• SALC experts overseas will be team mentors/coaches.  

• The teams will investigate the SALC (online and onsite through multiple research 

methods). 

• The teams will provide competitive presentations about how to improve the SALC.  

• Prizes (including a cash prize) will be awarded. 

Knight and the SALC Director recognized that the inclusion of a cash prize would depend 

upon the approval of the Chairman. 

In addition to the global leadership competition in the KUIS SALC, Knight listed five 

additional consulting programs that could be offered in the SALC. As in the case of the 

global leadership competition, the consultants would also compete in teams to investigate 

(online and onsite, etc.) the SALC and provide competitive presentations about how to 

improve the SALC. The participants could include: 
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• International students visiting KUIS (e.g., SolBridge students) 

• KUIS seminar students (e.g., Knight’s leadership seminar students with mentor/coach 

who is graduate student at University of California, San Diego’s School of Global 

Policy and Strategy) 

• Business leaders from the global community who lead teams of students and/or 

professionals 

• SALC interns and/or  

• SALC advisors 

 

Each of these could be different consulting programs. In addition, scholarly research 

of student consulting activities could be related to languages for specific purposes (LSP), 

professional communication, project-based learning, content-based instruction, soft-assembly 

(Knight & Murphey, 2017), self-directed learning, and leadership development. 

Seven advantages of the proposed consulting programs are also included in the 

proposal. The first is leadership experience for students. When program participants are 

acting as consultants and giving recommendations to the SALC administrators, they are 

communicating (and competing) as leaders to “create a vision.” Second, a wide range of 

perspectives from different stakeholders would be provided through a variety of research 

methods. Third, the ongoing feedback about how to improve through the consulting programs 

would be “built into the system,” and it could be free of charge, for the most part. Fourth, the 

SALC can control the focus of the consulting activities. For example, in Knight’s leadership 

seminars, the students were seeking ways to expand student participation in the SALC at the 

request of the SALC Director. Fifth, the participants in such consulting programs would be 

engaged in (self-access) learning about self-access learning. Sixth, the SALC could become a 

global leader in leadership development. In this connection, the SALC could become a model 

for others (individuals and institutions) interested in such leadership development. Finally, 

SALC consulting projects can be related to marketing, materials, facilities, activities, 

personnel, projects, etc., and the number and types of stakeholders could be expanded. 

 

Discussion and Conclusions 

 

Scollon’s (2001) nexus of practice approach illuminates how storylines and histories 

intersected in the creation and delivery of the proposal for consulting programs for leadership 
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development in the KUIS SALC. Scollon & Scollon (2004) define a nexus of practice as “the 

point at which historical trajectories of people, places, discourses, ideas, and objects come 

together to enable some action which in itself alters those historical trajectories in some way 

as those trajectories emanate from this moment of social action” (p. 159). Jones and Norris 

(2005) discuss a nexus of practice in terms of Scollon’s (2001) mediated discourse analysis 

(MDA): 

 

MDA strives to preserve the complexity of the social situation. It provides a way of 

understanding how all of the objects and all of the language and all of the actions 

taken with these various mediational means intersect at a nexus of multiple social 

practices and the trajectories of multiple histories and storylines that reproduce social 

identities and social groups…. (p. 5) 

 

A nexus of practice can be investigated with a nexus analysis. The nexus analysis 

approach provides for the exploration of social power, mediated actions, and cultural 

patterns. Three guiding questions for conducting a nexus analysis are representative of 

critical discourse analysis (CDA), interactional sociolinguistics, and linguistic anthropology 

(Scollon & Scollon, 2004): 

 

1. How are social power interests produced [and reproduced] in this discourse? 

2. What positions and alignments are participants taking up in relationship to each 

other, to the discourses in which they are involved, the places in which these 

discourses occur, and to the mediational means they are using, and the mediated 

actions which they are taking? 

3. How are sociocultural or historical thought or cultural patterns [expressed] in the 

language and its genres and registers providing a template for the mediated 

actions of participants in the nexus of practice? (pp. 173-175) 

 

In this paper, these questions are applied to the creation and the delivery of the 

leadership development proposal, and the respective influence of various stakeholders and 

meditational means is clarified. 

How effective would the proposed consulting programs in the KUIS SALC be for 

leadership development? Nohria & Khurana (2010) of Harvard Business School identify “a 
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set of dualities that…seem to be at the heart of research on leadership” including a dyad 

focused on “leader development” (p. 7) 

  

a. Leader development should be thought of in terms that emphasize leaders’ capacity 

for thinking and doing (which puts an emphasis on various competencies).  

b. Leader development should be thought of in terms that emphasize leaders’ capacity of 

becoming and being (which puts an emphasis on an evolving identity).  

 

These two approaches to leadership development are both inherent in the consulting 

programs proposed for the KUIS SALC. In addition, Knight’s leadership development 

proposal and conceptualization of leadership as involving communication for creating and 

achieving visions reflect and promote the mission of the KUIS SALC (i.e., empowering 

KUIS students for “achieving their language-learning and other goals, becoming confident 

language users, developing language skills for future study and careers, and developing 

leadership skills”) and the Bergen definition which “views learner autonomy as ‘a capacity 

and willingness to act independently and in cooperation with others, as a social, responsible 

person’ (Dam, Eriksson, Little, Miliander, & Trebbi, 1990, p. 102)” (Smith, 2008, p. 396). In 

a TESOL Blog post, Knight (2016) writes of leadership and learner autonomy as creative 

activities: “Leadership and learner autonomy are both focused on ‘achieving your dreams’!” 

In sum, this paper provides an account of how leadership was conceptualized in the KUIS 

SALC and leads to another question for scholars to investigate: “How should leadership and 

learner autonomy be conceptualized and conducted in a SALC?” 
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Using Social Networks to Promote Collaboration and Leadership in 

Foreign Language Learning 
 
Micòl Beseghi, University of Parma, Italy 
 

Abstract 
 
The importance of using Web 2.0 tools such as social networking sites to enhance the 
learning experience has been increasingly recognised in the literature (Blake, 2013; 
Blattner & Lomicka, 2012; Blattner & Fiori, 2009; Lomicka & Lord, 2009; Mazer et 
al, 2007; Mynard, 2011; Peeters, 2015). Social networks foster autonomous learning, 
encourage student motivation and increase their social relationships (Promnitz-
Hayashi, 2011). This article discusses how the use of Facebook can promote not only 
a sense of community of learners but also leadership development in language 
learners. Through the creation of an online learning community of practice and the 
use of Facebook groups, students’ interactions and interventions were analysed in 
order to explore the relationship between social networks, foreign language learning, 
collaborative learning and leadership development in a university context.  
 

Keywords: social networks, Facebook, leadership, collaborative learning, learner 
autonomy 

 
 

No one today can deny the importance of exploiting new technologies to 

enrich the learning experience, and the field of language learning is no exception to 

this (Blake, 2013). Among the different Web 2.0 tools that can be used in foreign 

language learning, both inside and outside the academic setting, are social networking 

sites (SNSs), whose popularity has increased exponentially over the last few years. A 

growing number of studies have explored how SNS can be usefully exploited in 

foreign language learning, as they foster target language input and output while 

promoting learner autonomy (Promnitz-Hayashi, 2011).  

Not only can SNSs be used to share resources, materials and news, but they 

also have the potential to encourage students’ engagement and motivation, and 

increase self-confidence in the target language (Akbari, Pilot, & Simons, 2015; 

Akbari, Naderi, Pilot, & Simons 2016; Brick, 2011; Lomicka & Lord, 2009; Mazer, 

Murphy, & Simonds, 2007; Mills, 2011; Mynard, 2011).  

Moreover, together with other Web 2.0 tools, SNSs allow for the development 

of online communities based on higher levels of interactivity, collaboration, inclusion 

and participation, thus opening new opportunities to explore new and different 

relationships between students, their peers and their teachers (Harrison & Thomas, 
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2009, p. 112). Social networks have been described as “a collaborative space” 

(Peeters, 2015, p. 188), a social environment where the language learning process can 

become more communicative and participatory as well as more reflective (Mynard, 

2011). 

On the basis of these premises, the aim of this study is to investigate how the 

integration of SNS (i.e. Facebook) in university language learning, and more 

specifically in a blended learning course, can lead not only to increased peer 

collaboration and enhanced learner autonomy, but also to an evolution in students’ 

roles in the learning process. In fact, the use of SNS in the target language can help 

students take charge of their own learning and become more confident learners, and 

this can lead to more effective language learning experiences, both individually and 

collectively. The present study thus explores the impact and influences that the 

incorporation of Facebook into the language learning environment can have on 

students’ behaviour and their changing role as learners.  

 

Leadership: From Teachers to Students 

The present study takes the view that the concept of leadership is closely 

connected to teaching and learning. Knight (2010, p. 121) affirms that “it is 

recognized that leadership, learning and teaching are strongly interconnected” and 

quotes Liu (2010, p. 16), who states that a leader’s main role is that of a teacher, and 

that a teacher is also a learner:  

[…] if you are not teaching, you are not leading. In a teaching organization, 

everyone teaches, everyone learns, and everyone gets smarter everyday. […] 

Being a teacher also means being a learner. It isn’t only that you learn first 

and then teach, but that you learn through teaching. 

The important connection between the role of teacher and that of leader is thus 

quite obvious. However, since new learning environments are becoming increasingly 

learner-centred and self-access learning is increasingly fostered in higher education 

settings, the role of the teacher is changing as a result, as well as that of the student. 

The language teacher often acts as a mediator or facilitator in the learning process 

while the students have the opportunity to take control of their learning.  
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Knight (2010, p. 121) also argues that peer teaching enhances student 

responsibility and collaboration and that  

 

having students learn through teaching (i.e., the sharing of what they have 

learned) is a promising approach for preparing students to succeed in the 

global workplace where leadership, learning, and teaching skills are highly 

valued. 

 

Based on these assumptions, it can be argued that not only teachers, but also 

learners can act as leaders, and SNS seem to offer the ideal space to explore these 

dynamics, as they allow students to “become autonomous in a socially interactive 

environment by exploring the target language through communication, collaboration, 

and experimentation” (Blake, 2013, p. 156).  

 Various definitions and conceptualizations of leadership have been put 

forward by different scholars. However, very few studies have concentrated on the 

concept of leadership in language learning environments. Indeed, leadership is rarely 

mentioned in the literature. Knight (2015) reported two definitions that may be useful 

in the context of this study: 

 

Leaders are agents of change – persons whose acts affect other people more 

than other people’s acts affect them. Leadership occurs when one group 

member modifies the motivation or competencies of others in the group. 

(Bass, 1990, p. 19-20)  

 

Leadership does not denote radically different things for different scholars. 

One can detect a family resemblance between the different definitions. All 

of them discuss leadership as some kind of process, act, or influence that in 

some way gets people to do something. (Ciulla, 1998, p. 11) 

 

These two definitions shed light on two fundamental features of leadership: change 

and influence, that is, how leaders are able to change a given situation and encourage 

people to do things. The conceptualization of leadership as an ‘influence relationship’ 

provides a useful framework within which to interpret student interactions in the 

context of an online community of practice.  
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 Another conceptualisation of leadership that may be applicable in the context 

of SNS is the one that emphasises the importance of collaboration. Collaborative 

leadership1 is the result of a collaborative effort, where responsibility is shared by 

everyone and there is no one leader in the traditional sense; collaborative leadership is 

about the process rather than the people. Collaborative leaders encourage and 

motivate potential leaders and help people make real connections with one another. 

The concept of collaborative leadership can be applied to a variety of situations, and it 

seems particularly relevant in the context of learning, where teachers may act as 

collaborative leaders who encourage new leadership from within the group. As this 

paper will argue, SNS provide opportunities for the emergence of both traditional and 

collaborative leadership in a learning environment. 

 
Social Networks: Collaborative and Autonomous Learning  

In a social constructionist view of learning, SNS in an educational context can 

be exploited to create a collective, shared and collaborative learning environment, 

which may result in higher achievements than just individualistic learning (Johnson & 

Johnson, 2004; Mason & Rennie, 2008). Collaborative learning online places students 

at the centre of the learning experience which takes place in authentic language 

settings (Karpati, 2009). By promoting common ground, collaboration, friendship, a 

sense of belonging and a feeling of affiliation (Pugliese, 2017), SNS allow students’ 

social relationships to increase. As highlighted by Chartrand (2012, p. 97),  

 

Advances in technology mean that today, learners of a language can easily 

interact with their peers in meaningful practice that helps foster language 

acquisition and motivation. That is, tasks that make use of Web 2.0 

interactivity can significantly raise students’ potential to generate 

meaningful output and stimulate their interest in language learning. 

 

As noted by Blake (2013, p. 161), “increased motivation and improved performance 

in language classes have long been associated with the feeling of classroom 

community”, and “Facebook can clearly enhance a student’s sense of belonging”. In 

                                                
1 http://ctb.ku.edu/en/table-of-contents/leadership/leadership-ideas/collaborative-leadership/main 
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this online environment, students can develop empathy, self-confidence and social 

awareness, and construct an image of themselves as autonomous language learners.  

Crucially important for the use of SNSs in language learning is the notion of 

autonomous learning: social networks can be used as a way to encourage autonomous 

and student-centred learning, allowing learners to develop a voice (Little, 2007) and 

use the target language, individually and collaboratively.  

SNSs in this study are integrated in a blended learning environment which 

combines classroom learning and self-access/online learning, thus creating “a social 

network enhanced blended learning environment” (Mynard, 2011, p. 302).   

 
Facebook: A third space for learning 
 

Social networks have revolutionised communication, especially among young 

generations as well as students in Higher Education (Akbari et al, 2016). Facebook 

(FB), with more than two billion users, is undoubtedly one of the most widespread 

and successful SNS (Blake, 2013; Blattner & Lomicka, 2012; Chartrand, 2012) 

and has become the most popular in Western countries (Godwin-Jones, 2010).  

Since their inception, SNS have had a strong appeal for language teachers and 

learners (Harrison & Thomas, 2009). However, only recently have teachers and 

educators started to experiment with targeted ways to use this well-known SNS for 

language learning purposes (e.g. Hamilton-Hart, 2010). Indeed, FB can be used as an 

extension of the classroom (Schwartz, 2009) and as a support network for effective 

self-access learning (Peeters, 2015) to motivate students and encourage them to share 

ideas, thoughts, videos, resources and activities and to express themselves in authentic 

ways (Chartrand, 2012).  

There are a number of reasons why FB has the potential to be an effective tool 

in language learning in a university context. First of all, today’s students are for the 

most part familiar with Web 2.0 and with SNSs, which are usually part of their 

everyday lives and often define their communication style. Today’s students, who are 

part of the so-called “Net Generation” (Jones, Ramanau, Cross & Healing 2010), are 

accustomed to using Web 2.0 tools in different aspects of their lives. However, the 

use of new technology is not just related to age or generation. White & Le Cornu 

(2011) distinguish between “Residents”, people who see the Web as a place where 

they enjoy spending time and who are comfortable expressing their identity in virtual 

spaces, and “Visitors”, who use the Web as a tool whenever they need it but do not 
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“reside” there. The Visitors and Residents typology has been put forward as an 

alternative to - and an evolution of - Prensky’s (2001) famous binary opposition 

between digital Natives and digital Immigrants. White & Le Cornu’s distinction is not 

based on age or gender and is not a polar distinction but rather a continuum. 

Individuals, and as a consequence learners, may sometimes function more as Visitors 

and sometimes more as Residents, according to their motivation (White & Le Cornu, 

2011). This paradigm, based on the metaphor of place and grounded on the 

importance of motivation, has important implications for online learning. Today’s 

students may operate mainly as Residents, but this does not necessarily mean that 

they have the digital literacy to use technology for specific purposes (i.e., learning).  

Most university students have a FB account, and associate it with their 

personal sphere and identity; they use it for self-presentation and to establish personal 

identity, for social interaction (through a one-to-one or one-to-many communication 

style) and to share their views, emotions and experiences (Blattner & Lomicka, 2012). 

From an educational perspective, FB can function as a ‘third space’ of learning which 

bridges the gap between the academic setting and the students’ personal sphere, 

between the online and offline social networks, between self-access or autonomous 

learning and social learning. 

 
The Study 

 
This study seeks to investigate how the use of SNSs (i.e. Facebook) integrated 

with blended language learning environments can influence students’ attitudes and 

behaviour, leading to a negotiation of roles through enhanced peer interaction and 

collaboration. The following research questions were formulated: 

1. How do students shape their learning behaviour through online 

collaboration? 

2. How does the social environment of FB establish or encourage different 

roles among teachers and students?  

3. How can the social framework of FB be used to explore and promote 

different kinds of leadership?  

The research project (FB project) involved two classes of university students 

in their first year attending an English Language and Translation Course at the 

University of Parma, taught by the same teacher in two different Departments 
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(Foreign Languages; Communication Studies). Although involvement in the project 

was voluntary, a significant number of students attending the two courses decided to 

participate: a total of 266 students took part (85% of the total number of attending 

students). Both courses adopted a blended learning approach consisting of traditional 

classroom hours and online learning using the University e-learning platform 

(Moodle), which provides students with opportunities for self-access learning. The 

integration of FB therefore offered an extension both of the physical environment of 

the classroom and of the virtual space of the e-learning platform. While the university 

platform is mainly used in relation to the contents of the course, FB provides a virtual 

space where students can discuss not only topics and materials of the course but also 

communicate freely in the target language and interact with each other, establishing 

and negotiating different kinds of relationships and roles, as well as expressing their 

identities as learners of English as a foreign language. 

A preliminary survey was administered to the students, asking general 

questions about their familiarity with FB and their FB usage (See Table 1). What 

emerged from their responses is that the majority of students already had a Facebook 

account (95%) and that the main reasons for using it were of a personal and social 

nature rather than for educational or learning purposes. Furthermore, students’ 

responses revealed that while most of them followed the University’s official 

Facebook page to obtain news and information (90%), no one had ever used FB in a 

foreign language course and only 10% had used it in a different course. Students’ 

responses thus indicated that FB is an everyday tool that is part of their lives but they 

are not accustomed to using it in an educational context. In other words, the students 

had never used FB for learning purposes, inside or outside the English classroom. 

 

1. Do you have a FB account? YES (95%) NO (5%) 
 
2. Do you open FB every day? YES (100%) NO (0%) 
 
3. Do you follow the University of Parma FB page? YES (90%) NO (10%) 
 
4. Have you ever used FB in a university course? YES (10%) NO (90%) 
 
5. Have you ever used FB in a language course? YES (0%) NO (100%) 
 

Table 1. Preliminary survey 
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Facebook Groups: A community of learners 
 

The integration of FB in the English course mainly took advantage of 

Facebook Group functions. As stated by Blake (2013, p. 160), “the Group application 

can be utilized in language classes in a variety of socially constructive and 

psychologically satisfying ways”. Moreover, the social framework of FB, by 

encouraging peer-to-peer communication, “seems to be highly applicable to support 

learners in developing self-regulated learning strategies through peer collaboration” 

(Peeters, 2015, p. 177).  

The teacher created two closed FB Groups, with the aim to generate 

communities of practice (Blattner & Fiori, 2009). The Group was joined by 177 

students of Foreign Languages (90% of the total students attending the course) and by 

89 students of Communication (80% of the total students attending the course). Since 

privacy and “friending” can be delicate issues (Blattner & Lomicka, 2012), students 

were not required to add each other as FB friends. In this context FB primarily 

functioned as a network connecting students who already knew each other relatively 

well, because they were all attending the same course. What is interesting to 

investigate is how the use of FB impacts on social connections in terms of learning 

attitudes and behaviour. 

Joining the group was voluntary, as well as participation in the forum through 

different kinds of interventions. The Group Forum is a way of bringing the 

community of learners together (Blattner & Lomicka, 2012), allowing students to 

interact freely in a stress-free environment: they can express their opinions, attach 

links, share ideas, photos, videos, event invitations and add comments.  

FB in this context is used as a complement and extension to the classroom and 

to the e-learning environment as an interactive tool to encourage learner autonomy, 

student communication and peer collaboration through weekly discussions of topics 

and sharing of materials, resources, links and ideas. The social environment of the FB 

Group promotes socialisation and community building (Peeters, 2015), while at the 

same time enhancing the potential of self-access learning, since students explore new 

possibilities of learning outside the traditional academic environment and they do so 

in independent and personal ways. 
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Diffusion of power 
 

This study is based on the assumption that a collaborative environment 

enables active learning and the collective construction of knowledge, which are 

fundamental aspects in the social process of learning (Harrison & Thomas, 2009).  

The collaborative nature of learning is strictly linked with the “decentralisation of 

power”, which entails the “breaking down of socially-constructed power/knowledge 

hierarchies” (Simmonds, 2016, p. 40). 

Within the FB community, power relations were decentralised as a result of 

the different roles played by the teacher, who functioned as a facilitator of online 

interaction, a mediator or moderator, initiating the first discussions and occasionally 

commenting on students’ posts. By refusing to act as a deliverer of knowledge, the 

teacher placed the students at the centre of the learning experience, viewing them as 

“contributors of knowledge” (Beldarrain, 2006, p. 149) and creating a more 

“egalitarian” learning environment (Simmonds, 2016, p. 38). 

In this way, FB becomes a space for the diffusion of power: when the teacher 

loses power, the student gains the opportunity to contribute to the construction of 

knowledge through peer collaboration and peer mentoring/teaching. In this way, FB 

can have an impact on the student-to-student relationship as well as the teacher-to-

student one, because “it decreases the asymmetric power relationship normally 

maintained in the standard classroom hierarchy by putting everyone on more of an 

equal footing” (Blake, 2013, p. 161). As observed by Everhard (2015, p. 301) in her 

study on peer-mentoring in self-access language learning, “a mentoring relationship is 

one between equals and is therefore not hierarchical”. This type of relationship, based 

on cooperation and mutuality, results in the “empowerment of all the people 

involved”. Ruegg, Sudo, Takeuchi, and Sato’s (2017) study on peer tutoring shows 

how collaborative learning provides opportunities not only to support academic 

achievement, but also to improve learners’ communication and leadership skills.  

 

The FB project 

The FB project was mainly aimed at  

- verifying whether students feel more confident and comfortable to express 

themselves in the target language in an online, informal environment than when they 

take part in oral face-to-face discussions in the classroom,  
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- promoting a sense of group outside the university classroom and more 

generally outside the academic setting, in order to allow students to interact in the 

target language in a social environment and to explore and acquire new roles, such as 

mentors, mediators and group leaders.  

The FB project started with topic discussions in the Group Forum. The topics 

could range from themes belonging to the course syllabus to any other cultural, social 

or linguistic aspect, event or news regarding the target country. The first topic was 

introduced by the teacher, and the students were then free to intervene and interact by 

publishing their comments under the main post. The teacher had the initial role of 

‘breaking the ice’ and afterwards let the students initiate and manage the subsequent 

discussion topics. The students were also free to share videos, images and links on the 

Group Wall. The teacher, who acted as a peer, continued to sporadically take part in 

discussions, occasionally initiating further topics. By acting as a simple member of 

the group, the teacher decided to tolerate mistakes in the target language in order to 

reduce students’ inhibition and to encourage social interactions in the target language. 

 

Analysis and Discussion 
 

This study aims at drawing conclusions regarding the integration of FB in a 

blended language learning environment and its implications for the emergence and 

negotiation of new roles. The collection and analysis of data was carried out by the 

teacher herself, who analysed the FB posts produced by the students during the 

semester and observed students’ changing attitudes and behaviours.  

In order to investigate students’ attitudes and behaviour, data was collected 

and analysed using a qualitative approach, through the analysis of discussion boards 

and posts. A qualitative methodology was preferred in order to explore the students’ 

subjectivity: the analysis of discussion boards focused on the kinds of topics chosen 

by the students, the degree of student participation to each post and the attitude 

displayed by the students. 

 

Discussion boards 

The first discussion topic initiated by the teacher (Example 1) was a question 

asking students to name their favourite film and an average of 20% replied in both 

Groups. 
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TEACHER’S POST 
Good evening everybody! I have a question for you: what is your favourite film? 
You can post the trailer and write a short comment explaining why you like it. 
 

Example 1. First discussion topic initiated by the teacher 

 

The subsequent discussion topics, initiated by the students, ranged from 

simple questions concerning their favourite books or favourite actors to more detailed 

topics concerning linguistic issues and current or past cultural events. It is interesting 

to note that students’ responses increased when the topic was initiated by a peer (40% 

to 50%), thus showing that involvement is fostered not only when students talk about 

what they like but also when communication is initiated and encouraged amongst 

themselves. The total number of posts for each topic varied not only according to the 

students’ interest in the topic but also due to the voluntary nature of the project. In 

fact, there was no ‘reward’ (grade or extra credits) for participating in these activities, 

hence students decided to intervene only when they actually had something to say or 

when they felt that the topic was interesting for them.  

Another way of promoting participation was by engaging students in 

discussions about current events. For instance, one of the most commented posts 

(50% participation) initiated by the teacher concerned the Academy Award 

Ceremony: several students intervened making predictions about the possible winner 

of Best Picture (see Example 2). 

 

TEACHER’S POST 
Which film will win the Oscar for Best Picture tonight? Let’s guess!  
 
STUDENT 1 
I think "la la land" will win the Oscar for the best picture! It makes you jump to the 
legendary Hollywood, and the actors’ performances are simply mesmerizing! 
 
STUDENT 2 
I think Moonlight will win the Oscar, just to make Trump really angry. 
 
STUDENT 3 
I think La La Land will win the Oscar for Best Picture, although I really liked 
Manchester by the Sea. 
 

Example 2. Discussion board about current event 
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Students also generated new posts related to previous ones, for example commenting 

on the actual winners of the Academy Awards. The analysis of the discussion boards 

revealed that the students who started a new topic then acted as ‘moderators’ in the 

discussion when other peers intervened.  

 
Collaborative learning, peer mentoring and leadership development 
 

The FB project left the students free to post all kinds of resources and 

materials, such as videos, images and links on the Group Wall. In terms of topics, the 

analysis of discussion boards and posts revealed that the students of Foreign 

Languages showed a preference for linguistic topics (70%). The most frequent posts 

were videos exploring a variety of linguistic aspects (see Example 3) or images (e.g. 

memes, gifs) explaining the idiomatic meaning of English phrases or expressions. 

 

STUDENT’S POST 
Looking through TED videos I’ve found "How to Use a Semicolon" and I think can 
clarify when we should use this type of punctuation. 
 

Example 3. Video shared by a student 
 
Communication studies students, on the other hand, showed a distinct preference for 

cultural topics (80%). Regardless of the topic, the approach to communication in both 

Groups was informal and relaxed and the approach to learning was collaborative and 

participatory.  

Indeed, what was apparent from the analysis of the posts was a collaborative 

attitude to the learning experience which emerged spontaneously in both FB Groups. 

In a significant number of cases (80% of total posts in the Foreign Languages Group 

and 60% in the Communication Group) students commented on peers’ posts asking 

for clarifications or additional examples. It is interesting to note that these queries 

were never directly addressed to the teacher, who in truth was not acting as such, but 

rather to their peers, who were always ready to provide an answer, without being 

afraid of being judged or corrected. Example 4 shows students actively (co)-

constructing knowledge through collaboration and peer mentoring.  
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STUDENT 1 
It’s a piece of cake. 
 
STUDENT 2 
Sorry but I can’t get the meaning… can someone explain it to me? 
 
STUDENT 3 
I think it means that something is very simple. Perhaps the cake is so delicious that 
it’s simple to eat it!  
 

Example 4. Collaborative learning and peer mentoring 

 

This kind of collaborative approach, which is obviously more difficult to 

achieve in a face-to-face classroom context, can help enhance students’ self-esteem and 

make them more aware of their active role as members of a community of learners. 

Moreover, it should be noted that unlike other forms of peer mentoring/teaching where 

the students are ‘officially’ assigned their role as tutors/teachers, in the FB context their 

role as mentors/teachers emerged naturally and each student more or less consciously 

chose a role for her/himself.   

The numerous examples of peer mentoring/teaching indicate how students were 

ready to take on new roles in a stress-free online environment, actively contributing to 

the construction of knowledge and bringing change to the community of learners. 

Through the co-construction of knowledge, learners are more involved not only in their 

own process of learning, but also in the community’s overall learning process, thus 

acting as collaborative leaders. Breaking down power hierarchies led to a more 

comfortable learning and social environment where students not only felt free to 

express themselves without any inhibition or obligation, but also one where they took 

responsibility for the community’s learning. The social environment of FB thus seems 

to stimulate collaborative leadership. Indeed, the overall tendency observable from the 

students’ posts is one of enhanced participation, interactivity and collaboration.  

What also emerged is that some students spontaneously took on the role of 

group leaders and contributed to promoting a sense of community outside the classroom. 

Indeed, the FB Group is also as a group of friends who share common interests, such 

as films, music, art, and so on. The group leaders frequently intervened on the Group 

Wall by suggesting or promoting activities, thus establishing an influence relationship, 

literally encouraging other students to do things (see Example 5-6-7). 
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STUDENT’S POST 
I would like to signal to everybody that tonight will be broadcasted on TV8 channel 
the Rom-com “Did you hear about the Morgans? 
I wish you all a good evening. 
 

Example 5. 

 

STUDENT’S POST 
This is the Original Version Movie programme. Don’t miss it! 
 

Example 6. 

 

STUDENT’S POST 
In case you don’t have any plans tonight, don’t miss Macbeth in the original 
language! 
 

Example 7. 

 

Although the use of FB in an English course was a totally new experience for 

students, both groups participated actively in the discussion topics and students 

interacted with each other, helped each other and established new roles. In this online 

environment, which is both social and educational, students create roles for 

themselves, acting as mediators, mentors/teachers and leaders. Collaborative 

leadership is thus something that students build themselves through communication 

with others and through a process of shared learning which can help them in their 

personal development as language learners. 

 
Conclusions  

 
This study has shown how Facebook can function as a third space of learning 

that allows students and teachers alike to participate in collaborative learning 

processes and that also fosters students’ social relationships. The use of SNS is 

relevant not only in terms of their impact on active language learning and in target 

language output but also how they influence students’ overall personal development 

as learners and their relationships with peers and teachers, enabling them to express 

their identities and to negotiate their role in an online environment.  
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Overall, the incorporation of Facebook into an English blended course 

highlighted the positive and beneficial impact of using SNS in the context of higher 

education:  

1. The motivational and social components (Tassinari, 2012) of learner 

autonomy are promoted: students independently decided when to intervene in 

discussions, what to say and what to share with their peers. 

2. Learners feel free to express themselves in the target language without being 

judged, which naturally leads to reduced inhibition, increased self-esteem and 

self-confidence to the point that some students spontaneously take on the role 

of mentors and even that of group leaders. 

3. Collective and interactive learning, together with the disruption of power 

relations, can lead to a shared, communal process of learning and to the 

emergence of collaborative leaders, who help other students make real 

connections with one another. 

 

This study has highlighted the applicability of Facebook in blended learning 

environments in creating a third space that promotes the development of “processes of 

democratisation” (Simmonds, 2016, p. 41) and encourages students to become more 

proactive learners, whose actions can cause change and have an influence on other 

learners. Therefore, SNS provide a virtual and collaborative space for students to 

explore different roles in their language learning process, ultimately making them 

more aware of the social nature of learning. 

 

Notes on the contributor 
 
Micòl Beseghi is a lecturer of English language and Translation and a language 

advisor at the University of Parma. Her research interests include audiovisual 

translation, the didactics of translation and learner autonomy in foreign language 

education.  

 
 
 
 
 
 
 
 



SiSAL Journal Vol. 8, No. 4, December 2017, 305-322. 

 
320 

References 
 

Akbari, E., Naderi, A., Pilot, A., & Simons, P. R. J. (2016). Student engagement and 
foreign language learning through online social networks. Asian-Pacific 
Journal of Second and Foreign Language Education, 1(4). Retrieved from 
https://sfleducation.springeropen.com/articles/10.1186/s40862-016-0006-7  

 
Akbari, E., Pilot, A., & Simons, P. R. J. (2015). Autonomy, competence, and 

relatedness in foreign language learning through Facebook. Computers in 
Human Behaviour, 48, 126-134. doi:10.1016/j.chb.2015.01.036 

 
Bass, B. M. (1990). Bass & Stogdill’s handbook of leadership: Theory, research, and 

managerial applications (3rd ed.). New York, NY: The Free Press.  
 
Beldarrain, Y. (2006). Distance education trends: Integrating new technologies to 

foster student interaction and collaboration. Distance education, 27(2), 139-
153. doi:10.1080/01587910600789498 

 
Blake, R. (2013). Brave new digital classroom. Technology and foreign language 

learning. Washington, DC: Georgetown University Press.  
 
Blattner, G., & Fiori, M. (2011). Virtual social network communities: An 

investigation of language learners’ development of socio-pragmatic awareness 
and multiliteracy skills. CALICO Journal, 29(1), 24-43. 
doi:10.11139/cj.29.1.24-43 

 
Blattner, G., & Lomicka, L. (2012). Facebook-ing and the social generation: A new 

era of language learning. Apprentissage des langues et systems d'information 
et de communication, 15(1). Retrieved from http://alsic.revues.org/2413 

 
Brick, B. (2011). How effective are web 2.0 language learning sites in facilitating 

language learning? Compass: The Journal of Learning and Teaching at the 
University of Greenwich, 2(3), 57-63. doi:10.21100/compass.v2i3.48 

 
Chartrand, R. (2012). Social networking for language learners: Creating meaningful 

output with web 2.0 tools. Knowledge Management and E-learning: An 
International Journal, 4(1), 97-101. Retrieved from http://www.kmel-
journal.org/ojs/index.php/online-publication/article/viewArticle/170 

 
Ciulla, J. B. (1998). Ethics: The heart of leadership. Westport, CT: Praeger.  
 
Everhard, C. (2015). Implementing a student peer-mentoring programme for self-

access language learning. Studies in Self-Access Learning Journal, 6(3), 300-
312. Retrieved from https://sisaljournal.org/archives/sep15/everhard/ 

 
Godwin-Jones, R. (2010). Emerging technologies: Literacies and technologies 

revisited. Language Learning & Technology, 14(3), 2-9. Retrieved from 
http://llt.msu.edu/issues/october2010/emerging.pdf 

 



SiSAL Journal Vol. 8, No. 4, December 2017, 305-322. 

 
321 

Hamilton-Hart, J. (2010). Using Facebook for language learning. Innovation in 
Language Teaching and Learning. A Blog for Language Teachers and 
Learners. Retrieved from https://iltl.wordpress.com/2010/11/11/using-
facebook-for-language-learning/ 

 
Harrison, R., & Thomas, M. (2009). Identity in online communities: Social 

networking sites and language learning. International Journal of Emerging 
Technologies and Society, 7(2), 109-124. Retrieved from 
http://clok.uclan.ac.uk/1682/ 

 
Johnson, D. W., & Johnson, R. T. (2004) Assessing students in group. Thousand 

Oaks, CA: Corwin Press. 
 
Jones, C., Ramanau, R., Cross, S., & Healing, G. (2010). Net generation or Digital 

Natives: Is there a distinct new generation entering university? Computers & 
Education, 54(3), 722-732. Retrieved from http://oro.open.ac.uk/19890/ 

 
Karpati, A. (2009). Web 2 technologies for net native language learners: A “social 

CALL”. ReCALL, 21(2), 139-156. doi:10.1017/s0958344009000160 
 
Knight, K. (2010). English for specific purposes (ESP) modules in the Self-Access 

Learning Center (SALC) for success in the global workplace. Studies in Self-
Access Learning Journal, 1(2), 119-128. Retrieved from 
https://sisaljournal.org/archives/sep10/knight/ 

 
Knight, K. (2015). Analysing the discourses of leadership as a basis for developing 

leadership communication skills in a second or foreign language (Doctoral 
dissertation). Sydney, Australia: Macquarie University. Alma MMS ID: 
99244356901302171 

 
Little, D. (2007). Language learner autonomy: Some fundamental considerations 

revisited. Innovation in Language Learning and Teaching 1(1), 14-19. 
doi:10.2167/illt040.0 

 
Liu, L. (2010). Conversations on leadership: Wisdom from global management gurus. 

San Francisco, CA: Jossey-Bass. 
 
Lomicka, L., & Lord, G. (Eds.). (2009). The next generation: Social networking and 

online collaboration in foreign language learning. San Marcos, TX: CALICO 
Monograph Series. 

 
Mason, R. & Rennie, F. (2008). E-Learning and social networking 

handbook. Resources for Higher Education. Abingdon, UK: Routledge. 
 
Mazer, J. P., Murphy, R. E., & Simonds, C. J. (2007). I’ll see you on “Facebook”: 

The effects of computer-mediated teacher self-disclosure on student 
motivation, affective learning, and classroom climate. Communication 
Education, 56(1), 1-17. 

 



SiSAL Journal Vol. 8, No. 4, December 2017, 305-322. 

 
322 

Mills, N. (2011). Situated learning through social networking communities: The 
development of joint enterprise, mutual engagement, and a shared 
repertoire. CALICO, 28(2), 345-368. doi:10.11139/cj.28.2.345-368 

 
Mynard, J. (2011). Learning environments that facilitate reflection on language 

learning. JALT CALL Journal, 7(3), 293-306. Retrieved from 
http://journal.jaltcall.org/articles/7_3_Mynard.pdf 

 
Peeters, W. (2015) Tapping into the educational potential of Facebook: Encouraging 

out-of-class peer collaboration in foreign language learning. Studies in Self-
Access Learning Journal, 6(2), 176-190. Retrieved from 
https://sisaljournal.org/archives/jun15/peeters/ 

 
Prensky, M. (2001). Digital natives, digital immigrants. On the Horizon, 9(5). 

Retrieved from 
https://www.marcprensky.com/writing/Prensky%20-%20Digital%20Natives,
%20Digital%20Immigrants%20-%20Part1.pdf 

 
Promnitz-Hayashi, L. (2011). A learning success story using Facebook. Studies in 

Self-Access Learning Journal, 2(4), 309-316. Retrieved from 
https://sisaljournal.org/archives/dec11/promnitz-hayashi/ 

 
Pugliese, C. (2017). Creating motivation. Activities to make learning happen. Torino, 

IT: Loescher Editore. 
 
Ruegg, R., Sudo, T., Takeuchi, H., & Sato, Y. (2017). Peer tutoring: Active and 

collaborative learning in practice. Studies in Self-Access Learning Journal, 
8(3), 255-267. Retrieved from 
https://sisaljournal.org/archives/sep2017/ruegg_et_al/  

 
Schwartz, H. L. (2009). Facebook: The new classroom commons? The Chronicle 

Review. Retrieved from http://facultycenter.ischool.syr.edu/wp-
content/uploads/2012/02/facebook-the-new-classroom-commons1.pdf  

 
Simmonds, J. (2016). Youth and the disruption of power: Student-run conversation 

workshops in a Mexican self-access centre. Studies in Self-Access Learning 
Journal, 7(1), 30-45. Retrieved from 
https://sisaljournal.org/archives/mar16/simmonds/ 

 
Tassinari, M. G. (2012). Evaluating learner autonomy: A dynamic model with 

descriptors. Studies in Self-Access Learning Journal, 3(1), 24-40. Retrieved 
from https://sisaljournal.org/archives/march12/tassinari/ 

 
White, D. S., and Le Cornu, A. (2011) Visitors and residents: A new typology for 

online engagement. First Monday, 16(9). Retrieved from 
http://www.uic.edu/htbin/cgiwrap/bin/ojs/index.php/fm/article/view/3171/304
9. 



SiSAL Journal Vol. 8, No. 4, December 2017, 323-333. 

	 323	

The Evolution of a SAL Desk: From Academic Writing to Language 

Support 

 
Shawn Andersson, Osaka University, Japan. 
 
Maho Nakahashi, Osaka University, Japan. 
 
 
 

Abstract 
 
The Center for International Affairs within the Graduate School of Engineering at Osaka 
University created its own Self-Access Learning (SAL) desk initially as an effort to support 
its students' writing capabilities. The Academic Writing Help Desk, as it was initially called, 
soon became popular after opening in 2015. For the 2016 school year, several issues, 
opportunities and additional needs were addressed, and the Center decided to expand the 
desk's purpose and services to incorporate the English output capabilities of writing, 
presentations and conversation. The desk was renamed to the Language Support Desk, and it 
has continued to show impressive results in adding value for the engineering students. This 
paper briefly describes the creation of the Academic Writing Help Desk, and then explains its 
substantial changes, as well as the results for the 2016 operations. Discussion points are 
finally provided for future considerations. 
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With the world becoming more globalized and interconnected, it becomes necessary 

for Japanese students to have the ability to interact with people around the globe. To 

accomplish this, English communication abilities are essential to share research and 

participate in global dialogs. Unfortunately, English proficiency remains a struggling point 

for many Japanese college students including those at Osaka University. Particularly, there is 

a significant deficit regarding English output skills such as writing and speaking. For 

example, research has shown a large gap between Japanese students' English writing level at 

the time when they graduate from High School, and the English proficiency level required for 

university academic writing (Yoshida, Johnston, & Cornwell, 2010). The implication of this 

is that even if research demonstrates outstanding results, or if students have great ideas worth 

sharing to the world, the significance and value will be diminished unless they can express 

them in English properly. If students could gain support to better their English output abilities, 

it can motivate them to be confident and positive towards global interactions. Students at 

Osaka University's Graduate School of Engineering are therefore encouraged to increase 
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these competencies by writing their theses in English and participating in international 

conferences. However, access to guidance in these areas was nearly nonexistent, and several 

students voiced their concerns. Under this situation, The Center for International Affairs 

within the Graduate School of Engineering decided to create a writing desk in 2015 called the 

Academic Writing Help Desk. Before introducing our writing desk, a brief history of writing 

centers will be provided. 

Writing centers are a form of Self-Access Learning (SAL), in that they are 

supplemental services freely accessible outside of the classroom. The first writing centers 

were established in the United States in the 1930's (Williams & Severino, 2004). There is 

therefore an abundance of research regarding how to open an American writing center 

(North, 1984) including prior research showing the necessary way of training employees, and 

the specific contents of carrying out effective sessions (Lipsky, 2011; North 1984). However, 

given the short timespan that writing centers have been implemented in Japan, there are 

relatively fewer studies on creating writing centers (Ota & Sadoshima, 2013; Yoshida et al., 

2010). The value of writing centers is increasingly becoming recognized across universities 

in Japan as a beneficial supplemental learning system outside of the classroom (Iwasaki & 

Mibuchi, 2013).   

When facilitating a writing center, researchers argue certain basic philosophies. For 

writing support, the focus should be on making better writers out of students rather than 

making their sentences better (North, 1984). In other words, it is important to nurture 

independent writers (Ota & Sadoshima, 2013). The International Writing Centers Association 

defines the following six points as the concept of a writing center: 1.) Sessions are offered in 

a one-to-one setting; 2.) Tutors are considered coaches and collaborators, not teachers; 3.) 

Each student’s individual needs are the focus of the sessions; 4.) Experimentation and 

practice are encouraged; 5.) Writers work on writing from a variety of courses; 6.) Writing 

centers are available for students at all levels of writing proficiencies (Harris, 1998).  

Based on the definitions above, each university sets its own purpose and format 

according to students' needs, the available budget and the school's goals. The instructors of 

writing centers can be hired as either full-time or part-time employees, or as student tutors 

after undergoing certain training. There are a variety of reasons for students utilizing a SAL 

desk's services, and educational institutions decide whether their participation is mandatory, 

voluntary, or a mix between the two. 
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Creation of our Writing Desk 
 

The Center for International Affairs at Osaka University is involved in several 

activities including increasing the English abilities of students. This is because in order for 

the students to have meaningful international exchanges, it is also required that they are able 

to communicate their ideas through a common language such as English. As mentioned 

earlier, we expressed a goal of increasing the English research output ability of the 

engineering students by opening our Academic Writing Help Desk. Previously, students often 

came to the Center and voiced their concern that there was no available service to help them 

write their academic papers or complete application forms for studying abroad or 

international internships. While there were English classes available to the students, they 

required a service that could address their individual needs. 

Initially, we visited several writing centers at universities in Japan for guidance on 

establishing a writing desk. In addition, we interviewed various teachers involved in 

academic writing at Osaka University regarding students’ needs and writing abilities. We 

compiled this information and repeatedly contemplated the type of writing desk that would be 

necessary for the students of the School of Engineering.  

In considering our facilities, (Yoshida et al., 2010) points out that it is not necessary 

to have exquisite amenities and equipment from a writing center's beginning. Many 

university writing centers start with small-scale operations and gradually improve and expand 

by maintaining a positive record and showing their importance to decision makers. We were 

therefore able to start the desk by utilizing the minimal available facilities of tables and chairs 

within an open multipurpose space. 

After the planning was completed, the desk opened in April of 2015; its purpose and 

goals would eventually be expanded a year later as will be explained in the later portion of 

this paper. The Academic Writing Help Desk was established within the Center for 

International Affairs (Nakahashi & Andersson, 2017). The hours of operations were set to 

9:30 to 17:00, Monday through Friday, as well as occasional availability outside class periods 

such as during summer vacation. The target students included undergraduates and graduates 

belonging to the School of Engineering. The format of the sessions included 1-on-1 

interactions lasting 45 minutes at a time. The writing support that the students received help 

on included reports, essays, conference presentation scripts and more. Importantly, unlike an 

editorial service, the focus was on creating independent writers by supporting students' 

learning. We recruited native-level international students in the school's doctoral course as 
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tutors, and they underwent initial training. Finally, we prepared an online booking system for 

students to freely make reservations.  

Despite minimal facilities and budget, the desk had approximately 200 sessions in its 

first year, far exceeding our initial expectations. In addition, the satisfaction level of the user 

questionnaires was exceedingly high. Therefore, we considered the first year of the Academic 

Writing Help Desk a great success. Despite the desk's accomplishments, however, some 

problems arose that prompted the necessity to make significant changes for the 2016 school 

year. For an additional breakdown of the results, please refer to (Nakahashi & Andersson, 

2017). 

Among the desk's issues, the most significant included the management of tutors, 

convenience for the students and additional needs being required beyond writing support. 

First, managing the tutors' scheduling was tremendously time-consuming. While the hours of 

operations were posted as five days a week, our budget could not allow for the tutors to be 

working during the entire time. Instead, when a student booked a session, we needed to 

manually find an available tutor every time to conduct the session. Due to the tutors being 

students themselves, their school lives sometimes interfered with their availability. We 

therefore needed a new system with set hours where someone could be assured to be in the 

office to conduct the session.  

Next, since many of the students have complicated theses that are intended for 

international journals, it became apparent that they needed to see the same tutor every time to 

avoid having to repeatedly explain their papers. We also wanted the tutors to be able to build 

rapport with the students and track their progress over time. Unfortunately, we were not able 

to guarantee this given the issues with the scheduling system. The scheduling system made it 

even more inconvenient for the students by requiring them to book sessions and submit 

documents ahead of time at least one week in advance. Students frequently needed assistance 

much sooner than this. 

Finally, students expressed additional needs besides writing. Particularly, they wanted 

to improve other output capabilities such as becoming proficient with public presentations 

and oral communication. Therefore, after running the writing desk for a year, it became clear 

that we were only covering the surface of the students' needs. For all the reasons mentioned 

above, we decided to overhaul the writing desk for the 2016 school year. Part of this process 

included visiting the writing centers of three U.S. universities to obtain a better understanding 

of managing a SAL desk (Andersson & Nakahashi 2016). 
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Creating the Language Support Desk 
 

Given the above issues and additional needs, we reopened our SAL desk in April of 

2016 with a different model and name. The desk's name was changed to the Language 

Support Desk, and its goal was to focus on the broader English output services of writing, 

presentation and conversation. With the implementation of the desk and its services, the 

administration and operations substantially changed. 

Whereas we previously hired exchange students to conduct the sessions and matched 

them with students whenever a reservation was made, the new desk now includes just one 

dedicated instructor to manage and conduct all sessions. The desk also minimized its hours 

from five days a week to three days, and the instructor works at the desk regardless if there is 

a reservation or not. When there are no reserved sessions, the instructor is responsible for 

managing the desk's operations and creating learning materials. Together, this allowed us to 

ensure coverage for each session while simultaneously alleviating the need to manually 

match instructors with students.  

Besides the benefit of having a systematic desk that minimized its administrative 

requirement, the new changes created convenience for the students as well. Without the need 

to manually match tutors with reserved sessions, we are now allowing students to book 

sessions and submit their documents just two days in advance (or even earlier in urgent 

situations). Additionally, students can see the same instructor every time who is familiar with 

their work. We can also make notes on students' goals and progress that are made over time. 

The session lengths remain unchanged at 45 minutes, and we now offer tea, coffee and 

sweets to make the students feel more comfortable. 

Given the success of the writing desk in 2015, we continued offering writing 

assistance sessions with the same format. That is, the focus is not simply on correcting 

essays, but on encouraging students to become independent writers. Students often need to 

come back several times to finish essays, as we limit each session's word count to ensure an 

adequate pace. Many of the writing sessions revolve around academic papers, but also 

include assistance with internships and study abroad applications, as well as studying for the 

writing portions of English proficiency exams. 

Presentation sessions were created in response to students wanting assistance with 

explaining their research in front of an audience. For example, many of the students have 

never presented their research in English at international conferences, and they expressed 

their anxiety in doing so. The presentation sessions usually consist of a start-to-finish process 
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where we first work with the students' presentation script and slides, checking for grammar 

and usage of visuals. We then practice pronunciation of difficult words and pacing. Finally, 

the students practice in front of a projector while the instructor coaches on proper delivery 

and provides advice. 

The third service, conversation sessions, is focused on preparing students for English 

oral interactions both in academic and social environments. For example, some students are 

preparing for dialogs at international conferences, while others are practicing for interacting 

with foreigners while studying abroad. There are also many students that are preparing for the 

speaking portions of English proficiency examinations. Focus is given on keeping 

conversations flowing and using correct grammar and pronunciation. We take notes on 

common mistakes and work with the students during the sessions, aiming towards gradual 

improvement. Most importantly, we want to build the students' confidence, and we therefore 

do not concentrate on correcting every mistake. 

 
2016 Statistics 

 
We calculated that The Language Support Desk had 371 accumulated sessions for 9 

months of operations from July 2016 to March 2017. This far exceeded the prior year despite 

limiting the hours of operation to three days a week. 

A breakdown of the types of students can be seen in Figures 1, 2 and 3. The results 

show that approximately three quarters of the writing and presentation sessions consisted of 

masters and doctoral students. A reason for this may be because these students are required to 

write their research in English and have a greater probability of attending international 

conferences. Alternatively, the greatest proportion of conversation sessions consisted of 

undergraduate students. 
 

 
Figure 1. Writing Session Users 
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Figure 2. Presentation Session Users 

 

 
Figure 3. Conversation Session Users 

 
 

Figure 4 shows the types of sessions that were reserved. Writing sessions were the 

highest, while presentation and conversation sessions were similar to each other. A reason for 

the presentation sessions being the lowest might be due to students using the desk only when 

they had a specific presentation they wanted to work on. Likewise, some students may be 

motivated to improve their general writing and conversation abilities, and therefore reserved 

sessions on a weekly-basis.  
 

 
Figure 4. Session Type 
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Along with a higher number of sessions compared to the previous year, the Language 

Support Desk had other accomplishments. Since students continued booking sessions over 

the course of multiple months, they were able to report to us the results of the items we 

worked on. For the writing sessions, a number of the students who frequently returned said 

that they had their English papers accepted to international journals. Additionally, other 

students told us that their applications were accepted into international internships and study 

abroad programs. 

For the presentation sessions, several of the students that had sessions over the span of 

multiple weeks traveled to international conferences in various countries and presented their 

research in English. Additionally, other students stated that they are confidently presenting 

their current research to their Osaka University lab professors. One particular student 

qualified as a finalist in a national English presentation competition after reserving sessions 

every week for several months. 

The results of the conversation sessions are also impressive, and we believe the 

students are gaining confidence in sharing their ideas in English. They express enthusiasm 

about improving pronunciation difficulties, and are diligently preparing for face-to-face 

interactions with foreigners by asking about communication strategies and cultural 

differences. In addition, the desk has also helped many students practice for speaking 

portions of English proficiency exams; this would otherwise be difficult to prepare for 

without one-on-one interactions and coaching. We use several textbooks for proficiency 

exams, as well as create our own teaching materials. 

In future years, we would like to collect specific data related to the results mentioned 

above rather than relying on students coming back and reporting to us. This will be important 

in gauging the impact that the desk is having on students, as well as providing more concrete 

results to portray the value of continuing the desk. 

 
Discussion 

 
In looking back at the desk's operations while also looking to the future, we have 

noticed several issues and opportunities that can be addressed. Regarding the issues, the 

budget continues to be a hindrance in terms of long-term focus and future expansion. The 

desk's budget is approved annually, and this has in turn created a short-term administrative 
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focus in our goal setting. And given that the budget remains the same each year, we cannot 

hire additional instructors or increase available session slots regardless of demand. 

Another issue is that some students are coming in last-minute to get help, either of 

their own accord, or they hear about our services too late. Their timeframe of completing 

assignments or improving their English proficiency is therefore sometimes short, and this 

makes it difficult to spend the required time to instill independent writing, presentation or 

conversation skills. We hope to fix this by increasing our advertising efforts and partnerships 

with faculty members and other campus programs. 

A third issue relates to the consistency rates of students' participation, as is the issue 

with several SAL entities. Given that sessions are completely voluntary, some students will 

be diligent in using the services over the span of several weeks or months, but will stop 

coming for unknown reasons. Others will continue coming for specific projects, and will 

disappear once their assignment is completed. We would like to see students returning 

consistently to focus on gradual improvement rather than short-term goals. Therefore, the 

ability to collect data on why students stop coming would be beneficial in the future. 

As for the discovered opportunities, we found that offering multiple services has 

indirect benefits in that students who come for one service often come back for other 

services. For example, a student who comes back weekly to practice conversation may find 

the need to write a paper or conduct a presentation in English. Since the student already 

knows about our services and how to reserve an appointment, we believe they are more likely 

to take full advantage of the desk's other features. 

Another opportunity we found is that many students are using word-of-mouth 

advertising. Oftentimes when asked how students heard about the desk, they say that their 

friend already uses the services and recommended them to come. It is our hope that this type 

of advertising will naturally increase as the number of sessions grow. 

 
Conclusion 

 
2016 marks the second year of our SAL desk. It continues to be run as a small 

operation at minimal cost while remaining popular. Through trial and error, it has now 

become a place to support the English output skills of many students. By actively using the 

desk, students can acquire abilities to raise their communicative confidence and cultivate 

positive attitudes in participating in the international community.  

As mentioned earlier, the ability to produce English communication output results is 

an important key to nurturing globally active students; we hope that the desk can continue 
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contributing towards this. However, several issues remain, and the desk's future role remains 

unclear. To that end, securing an adequate budget for long-term operations will become a 

major concern for the future, and we will need to continue emphasizing the importance of the 

desk within the university. A wide range of collaboration with other campus entities such as 

libraries and regular classes for English academic assistance will also be required. If allowed 

to continue and expand, we hope to create additional services such as drop-in hours, weekly 

scheduled appointments, and host various workshops. Ultimately, our long-term goal is to 

one day turn our Language Support Desk into a Language Support Center. 
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Abstract 

 
While speeches and oral presentations are categorized as being oral communication, they also 
have a written component. Therefore, how can Writing Center tutors give effective feedback on 
such materials? By looking at the tutors’ experiences at one Writing Center in Japan, this paper 
aims to explore how tutors give feedback on presentations, and what could be improved in 
dealing with such texts. By analyzing writers’ ‘Welcome Sheets’, tutors’ comments and notes, as 
well as a session transcript, we discovered that tutors are more focused on achieving structural, 
logical, content and grammar goals during the sessions. They tend not to give feedback on the 
presentation script, or the coherence and content of additional material such as slides, that we 
also consider relevant written matter. Hence, this paper suggests that while focusing on High 
Order Concerns (such as structure and content) must be the priority, tutors should also address 
issues related to timing, the usefulness of visual support and its integration with the presentation 
flow and script. For this reason, specific training for tutors on presentations is needed.  

 
Keywords: writing center, Japanese university, presentations, scripts 

 
 
Currently, writers bring their oral presentation scripts, speeches and slides to the Waseda 

Writing Center, expecting relevant feedback on such materials. However, while presentations are 

written, they also have a fundamental spoken component. Mainly in Anglophone countries such 

as the US and UK, training and education specifically related to presentations is offered as part 

of the university curriculum and supported by Writing or Speaking Centers; nevertheless, as the 

present report will illustrate, this pattern of differentiating presentations from other writing 

materials does not seem to be generally applied in the Waseda Writing Center, one of the leading 

writing centers in Japan. 

As teaching associates tutoring at the Waseda Writing Center since 2015, the authors 

noticed that while presentations are accepted at the center, they are not the object of specific 
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tutor training1 like research proposals or specialized papers among others, and seemed to be 

treated by tutors as regular written materials, despite the aforementioned differences.  

Considering the educational importance of developing both writing and presentation skills, the 

aim of this report is to shed some light on the following issues: what are the most common 

methods currently used by tutors at the Waseda Writing Center  when addressing  presentations 

with and without scripts? Since presentations have both a written and oral component, are the 

specific needs and issues of such materials addressed? If not, what could be improved?   

The paper is divided in seven sections: literature review, experience of other writing 

centers, research methodology, analysis of research findings, discussion and further research, 

references and appendix.  

 

What Constitutes a Good Presentation 

 Before addressing the issue of how presentations are handled in writing centers, it is 

important to know what constitutes a good presentation, and what criteria it should follow to be 

compelling. In order to give effective feedback on materials brought to writing centers, it is 

fundamental for tutors to know what the gold standard for presentations is. 

The issue of how to give effective presentations is often addressed in books and articles by 

public speakers or advisors/teachers of rhetoric, among others. Their advice mainly covers the 

following categories: structure and title, visual support, presentation delivery and mental 

preparation. 

It is commonly agreed that there are three basic parts in a presentation: an opening, which 

introduces the topic and catches the attention of the public; a body that proves the idea and the 

existence of  the problem; and a closing, summarizing the whole message and indicating  the 

results or conclusive points (Britton, 2007). Leaving the audience with a final thought or 

reflection can also create a persuasive ending.  

The title is important to catch the listener’s attention, and should clearly summarize the 

topic and be easy to understand: this can be achieved by using familiar, simple language or 

image-producing words such as metaphors (Britton, 2007). Also, the message and purpose of the 

presentation should be concise and clearly stated. Additionally, it is important to understand the 

                                                
1 At the Waseda Writing Center, tutors have a weekly training session with the aim of improving tutors’ skills and 
the quality of feedback during sessions. In the training, tutors reflect on different types of papers and strategies 
utilized in various kinds of sessions.  
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audience in advance to uncover their expectations, concerns and desires, to build rapport and to 

identify with the group in order to catch and keep the attention (Britton, 2007).  

Visual support is also a fundamental part of a presentation. According to experts, slides 

should support rather than replace the speaker, and to this end, objects on screen should be 

reduced to a minimum: text and images should be big enough for everyone in the audience to 

see, and slides should avoid unnecessary clutter (Reynolds, 2009). Additionally, data should be 

presented in a clear and captivating way: when using tools such as tables and figures, they should 

work as a stand-alone without further explanation, and only include the data relevant to the 

presentation at hand (Giba & Ribes, 2011).   

In terms of delivery, verbal devices and body language seem to be considered among the 

most important elements. Specific rhetorical devices can help presenters catch the audience’s 

attention: among those often suggested are repetitions, examples and metaphors, compare and 

contrast, rhetorical questions and anecdotes. They can create an emotional response in the 

audience and help listeners remember, understand and focus on the key points of the presentation 

(Atkinson, 2005). As for body language, the emphasis is on confidence and engagement with the 

audience: presenters should stand straight, smile and make eye contact with the attendees. One’s 

own body can also be used to keep the audience’s attention level high, by slowly pacing around 

the stage and/or pointing at important elements on the slides (Gallo, 2010).  

Nervousness can also make a difference between a good and bad presentation. To confront 

it, some authors suggest to prepare a script or notes to organize ideas and plan the speech ahead, 

especially keeping in mind the timing (Kerber, 2008), to prepare additional slides that can 

answer questions one anticipates (Adler, 2010) and to identify problems by recording one’s own 

speech and listening to it (Britton, 2007). Practicing the talk in front of a diverse audience, 

including lab mates, friends or family outside one’s research area, is also advisable, and in the 

end, it is better to think about the panelists and the audience as friends (Adler, 2010). Finally, 

checking the room and logistics in advance can give security to the speaker (Kerber, 2008). 

Once basic criteria for effective presentations are established, attention can be focused on 

how writing centers generally address this hybrid piece of academic writing.  
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Experience of Other Writing Centers: A Brief Overview 

In order to get a clearer picture of how presentations are generally addressed in writing 

centers (Centers from here on), a random sample was selected and their practices analyzed by 

looking at publicly available documentation,. The sample consisted of 12 centers located in US 

universities, 12 in European countries, and 10 in Japan, all accepting English material 

(sometimes in combination with material in other local languages)2. The objective was to 

investigate if they offer specific sessions/workshops on presentations, and if so on what aspects 

they focus.     

Looking at the data, US Centers are divided in offering a special focus on presentations 

and speeches. While around half of the universities do not specifically mention presentations, the 

other half does focus on the oral elements that differentiate them from papers, providing either 

specialized tutoring or educational handouts on matters like rhetoric, stage fright, slides design 

etc.. In the case of specific feedback being offered, experts and scholars of public 

speaking/rhetoric tend to be part of the Center’s staff.   

 The situation in the European Union seems to be quite different. 75% of the analyzed 

European centers do not have a specific focus on presentations or speeches, even though they are 

accepted as possible materials to work on. The centers that do offer specific feedback seem to be 

run only by faculty, i.e. no peer tutoring is available.  

The case of Japan is similar, as most centers do not seem to deal with presentations in a 

specific manner, even though they are accepted as materials to work on. In 20% of the cases3 in 

which some specific work on presentations is done (usually in the form of workshops), it is left 

in the hands of full-time faculty.           

To sum up, it seems that a specific focus on presentations is offered when faculty trained 

on the matter work at the center, suggesting that such faculty might be able to either personally 

tutor students or train peer tutors on the matter. This happens more often in the U.S., where 

                                                
2 Writing Centers were selected looking at Centers’ lists provided by the European Writing Centers Association 
(which also includes US Writing Centers) and the Writing Centers Association of Japan. Writing Centers were 
selected based on the availability of public documentation concerning the types of sessions addressed.  
The Japanese case was used as baseline in terms of sample number: out of the 12 University Writing Centers’ 
websites listed, after excluding the Waseda Writing Center, only 10 had an accessible website.   
3 By looking at the publicly available data, 2 Centers out of the 10 university Centers affiliated with the Japanese 
Writing Center Association hold tutoring or events explicitly focused on presentations. 
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universities include presentation-related material on their websites4, and often offer courses in 

rhetoric, effective speech writing5 and public speaking6- something not common in Europe7, and 

even less common in Japan. The lack of focus on presentation-related training in Japan might 

also be due to the features of the Japanese school learning system, a mostly “teacher-centered” 

system (Hyland, 1993, p. 73), in which the students listen to the teacher’s explanations to learn. 

Up to university level, not much focus is placed on oral examination, or on students researching 

and presenting their own findings (Stephens & Blight, 2005).  

In this context, it is easy to understand why not much attention is put on presentations. One 

finding in the current survey also seems to confirm this. An analysis of the Waseda Writing 

Center sessions showed that graduate students brought presentations much more often than 

undergraduate students. This suggests that students do not find it necessary to obtain feedback on 

presentations in their early university career, either because they are not given such assignments 

or because they do not deem them important enough for feedback.  

After analyzing what the common practices outside and inside Japan are, in the following 

section we present data related to feedback on presentations and speeches collected at the 

Waseda Writing Center, located in Tokyo, Japan.  

 

Overview of the Survey 

The Waseda Writing Center (WWC hereafter) was chosen among the Japanese centers 

because of the access it offered to its archived materials. Additionally, tutors working at the 

WWC have received education in different countries and belong to a wide spectrum of 

specialties. This increases the chances that they will have been exposed to presentations in the 

course of their academic career. We investigated the WWC sessions in which students looked for 

                                                
4 Just to give a partial example, all the Ivy League universities include advice on giving effective presentations in 
their websites, usually as part of their learning center materials or library websites.   
5 A partial list of U.S. based rhetoric programs can be found here:  
https://www.universities.com/programs/rhetoric-and-composition-writing-studies-degrees  
6 A partial list of U.S based public speaking programs can be found here   
http://www.hotcourses abroad.com/study/training-degrees/us-usa/public-speaking-courses/loc/211/cgory/kb.31-
4/sin/ct/programs.html   
7According to the Rhetoric Society of Europe, in Europe there are less than 10 programs specializing in rhetoric 
http://eusorhet.eu/programs-in-europe/ . There do not seem to be any programs specifically dedicated to public 
speaking in Europe, but sometimes courses might be offered under the communication studies umbrella or in 
summer school programs.      
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feedback on scripts and presentations, and analyzed archived materials available in the WWC. 

We also analyzed the full transcript of one session related to a presentation.    

 

Data background 

In most cases, given the fact that a transcript is not present, it is difficult to know precisely 

what kind of commentary was given during the session. However, writer/tutor interactions and 

the tutor’s feedback can still be inferred by session-related documents archived at the end of the 

session. Usable material includes the writing center’s ‘Welcome Sheet’ compiled by the writer, 

archived presentation/script material that the writer brought to the session (including the tutor’s 

comments written on the paper), and the ‘Tutor’s Evaluation of the Session’.  

 The ‘Welcome Sheet’ is filled out by the writer before the start of the session, and 

includes some personal information8, information about the paper (such as type of assignment, 

length and deadline) and desired purpose of the session. The session material is the printed paper 

itself and/or any note that writers and tutors might have written on it. The ‘Tutor’s Evaluation of 

the Session’ is filled at the end of the session: tutors have space to freely write notes on the 

session, leave memos for the other tutors, evaluate how important the session would be in terms 

of possible usage in future trainings and also highlight some key features of the material, for 

example its being a highly specialized piece of writing. This sheet is valuable to understand if the 

tutor takes into consideration the differences between ‘paper-only’ material and presentations, 

and consequently adopts specific feedback strategies.   

Nevertheless, by looking only at the aforementioned elements, a tutor’s diagnosis of 

presentations and the consequent feedback might not be fully captured. Thus, one full recording 

of a session9, related to a presentation, was analyzed. The writer was an ESL graduate student: 

the recording includes both an audio file and a transcribed written file. These data were analyzed, 

searching for common patterns in tutors’ feedback on these types of sessions. The interest laid in 

finding out if tutors at the WWC utilize strategies and address concerns specific to presentations.   

 

 
                                                
8 Personal information includes name, department, native language, level in the session target language, experience 
with writing classes. 
9 Since 2013, the Waseda Writing Center requires that all tutors record one session per semester for research 
purposes. The recordings and relative transcripts are then archived and made available for consultation to all tutors 
working at the center.  
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Sampling and analysis method 

We focused on sessions with English presentation material: this includes both English-

English (written material in English discussed in English) and English-Japanese sessions (written 

material in English, but discussed in Japanese). The writers have been randomly selected among 

schools specializing in a wide range of disciplines, from humanities to social sciences to STEM 

fields10. When collecting data, we included the following material (the number of analyzed 

sessions followed by the percentage is included in brackets): 

● 16 Presentation scripts with no slides (44.44%) 

● 5 Presentation scripts plus slides (13.88%)  

● 15 Slides only, with no script, including 1 recorded session (41.66%) 

(Total: 36) 

As for the analysis method, we read through the aforementioned archived materials  

looking for traces of remarks specifically related to presentations, such as mentions of timing, 

usefulness, comments on visual support and persuasiveness. Our findings are also based on the 

number of observations in Welcome Sheets and Tutors’ Evaluation Sheet (see Tables 1 and 2 in 

the appendix). 

 

Analysis of Findings 

When analyzing the Welcome Sheet, session material, and Tutor’s Evaluation of the 

Session across various types of sessions (see appendix), three interesting points emerged.  

The first interesting point concerned how presentations materials with and without slides 

are identified and evaluated in terms of usefulness by the tutors at the WWC. The evaluation of 

the session is particularly important because upon permission of the student and consequent 

anonymization, some of the session material might be used for tutors’ training. In terms of 

evaluation, there was a stark difference between sessions dealing with scripts (with or without 

slides) and those dealing only with slides. While the former were considered by tutors as useful 

                                                
10 More precisely, the writers belonged to the following Waseda University schools: Graduate School of Asia-
Pacific Studies (GSAPS), School of International Liberal Studies (SILS), School of Advanced Science and 
Engineering, Graduate School of International Culture and Communication Studies (GSICCS), Graduate School of 
Fundamental Science and Engineering, Faculty of Letters Arts and Science, Life Science and Medical Bioscience, 
School of Political Science and Economics, School of Creative Science and Engineering, Graduate School of 
Letters, Life and Science. 
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or very useful, in most cases the latter were considered “not useful”. This implies that 

presentations without scripts will not be thought of as useful examples for tutor training. 

Regarding the identification, in the evaluation sheet, all tutors recognized presentations and 

scripts as belonging to their own specific category: writers also commonly identified them as 

their own specific category. Nevertheless, by looking at tutors’ notes when dealing with scripts, 

even though presentations are identified with the specific category of presentation, PPT or script, 

they are treated as regular essays since issues addressed in session were related to structure, 

mechanics and content (see Table 2 in the appendix). Issues related to presentation practice, 

rhythm, persuasion, connection between slides and paragraphs, were not generally checked (see 

Tables 1 and 2 in the appendix). In the recorded session, a point related to such issues was raised: 

 

Writer: Do you think it will make my presentation very boring if I read 

only? [...] 

Tutor: Yes, if you only read the slides yes, it’s going to be a little boring. 

But, if you read the slide and then comment on what you have said, then 

it’s fine. And you don’t have to necessarily read everything, yes? I mean, 

here you have the points in detail. You can just talk a little bit of… 

Writer: Yes, point the important. 

 

While this feedback was appropriate, it was the only mention in the session on how to 

present effectively. During the other sessions, only in two cases of similar feedback (orally 

mentioning a certain part of the slide instead of writing it on it) was given.  

A second important point concerned one key feature of presentations: timing. In the 

Welcome Sheet, students defined the length of the presentation in terms of time (see Table 1), 

but looking at the tutors’ notes and memos, that point did not seem to be addressed. A full, timed 

rehearsal seems to be rarely carried out; even in the recorded session, while the tutor and writer 

planned and started a rehearsal, it was interrupted after a few minutes and never concluded.  

The third and final finding was the way feedback was given on visual aids, i.e. slides, 

which can be considered as written materials. While some of the slides brought at the WWC 

followed the criteria of effectiveness as outlined previously in this paper, many others did not. 

However, feedback on visual support was mostly minor (dealing only with issues like typos or 
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bolding/italicizing) or was absent. More fundamental issues typical of presentations, such as 

logic and structure of the slides, cluttered slides or unclear usage of images, were only 

marginally addressed and only in one of the analyzed sessions.  

To sum up, it seems that even when the writer only brought visual aids, the session was 

generally led as a session on a regular paper, and while attention was given to High Order 

Concerns (HOCs11), such as content and structure, it was not given to aspects unique to 

presentations, for example the quality of visual aid. Considering the aforementioned findings, the 

following section explores the implications on tutoring practice.    

 

Discussion and Further Research 

Giving feedback on HOCs should be the first priority of a tutor, as the main goal of the 

writing center is to address the main issues or points of improvement for written pieces. But 

presentations are an hybrid case, mixing both writing and speaking: it is thus important to 

recognize this special nature. Tutors treating presentations as regular essays and considering 

them not useful for training implies that specific training on this kind of academic material is 

perceived as less necessary. However, at the same time training on how to deal with writing that 

needs to fulfill specific requirements in terms of content, structure or both (for example, study 

abroad applications or research proposals) is a common practice. Thus, specific discussion on 

what makes an effective presentation should also be included in the tutors’ toolbox: even when 

experts on presentations are not available among the WWC staff or faculty, training could be 

designed on the basis of previous literature on the topic, or by looking at other Centers’ practices. 

Yet, it must be considered that writing centers dealing with multiple languages and non-

native speakers present specific challenges. The level of fluency of the writer in the target 

language might have an impact on several factors; for instance, on the writer’s level of “comfort” 

while presenting - stage fright might become more challenging for a writer who has to deliver the 

presentation in a language they are not comfortable with, and they might not be able to carry out 

a presentation without reading from a script or from the slides. In an EFL setting, tweaking of the 

effectiveness criteria (as expressed by experts in Section 2) might be required to meet the 
                                                
11 Higher Order Concerns (HOC) refers to the points that should be addressed and considered first when revising a 
paper or, in other words, the ones that deal with “macro-level issues” (Zent, 2001). These major problems can be 
related to thesis, organization, logic, development of ideas and format. Low Order Concerns (LOC) are secondary 
issues, to be addressed only after the HOC issues are solved, and refer to grammar, sentence structure, punctuation, 
word choice and spelling, basically “errors that interfere with comprehension” (University of Washington, 2017) 
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writers’ needs: for instance, a writer with difficulties in speaking in a foreign language might 

find text-heavy slides helpful or utterly necessary. Further considerations on how to cater for 

feedback on presentations matching it to the level of fluency of the writer should thus be 

addressed. Additionally, as mentioned in Section 3, students in Japan seem to face presentations 

only when proceeding from graduate studies. The centers could play a key role in giving 

feedback on a type of assignment that undergraduate and graduate students might not be familiar 

with and might not be able to discuss with their professors or peers. Thus, we believe that centers 

can start providing relevant support from an undergraduate level as well. 

  The specific nature of presentations also leads to another important implication for 

tutoring practice: while oral expressions might not be part of  a writing center’s scope and tutors 

might not be able to give feedback on such matters, it would be advisable to at least address 

issues related to visual aids. Slides are “written”, and as such they can be considered as 

belonging to the material centers deal with: visual aids should be considered a fundamental part 

of a presentation in addition to images and tables in a paper. Even simple feedback could help 

writers develop better presentation skills, which they would find advantageous for both their 

academic life and their career. Slides are also intrinsically linked with the structure and content 

of a presentation, and giving feedback on one would reflect on the other.  

Given the importance of visual aids and rehearsal, it would also be useful to have a specific 

space for writers where they could fully practice their presentations with the necessary tools and 

space, if desired. Hence, a space could be reserved in the centers for interested writers. 

Finally, creating a presentation script is important, as it can help writers organize and 

express their ideas clearly by writing them down. Bringing a script to the center also increases 

the chances of receiving relevant feedback on how to better structure the argument and deliver it 

in a logical and persuasive way, as scripts are more similar to a standard written essay. In fact, 

being able to read and visualize the speech that will be presented helps tutors give more accurate 

comments and advice.  

This survey only provides a general view of the current state of presentations’ tutoring at 

the WWC, and faces various limitations. The first important limitation is related to the in-session 

language. Given the tutoring language of the authors, the study focused on sessions with English 

material; no Japanese sessions on Japanese materials were analyzed. It would be interesting to 
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expand the observations to include Japanese language presentations, and investigate whether 

Japanese tutors adopt different strategies when giving feedback during such sessions. 

A second limitation is related to the experiences of other writing centers. Material used to 

train tutors on peer-tutoring is not commonly available to the public, thus the information 

presented here might be only partial. Hence, it would be interesting to learn more about the 

training of centers that offer specific sessions on presentations, or to investigate if some centers 

that do not specifically address presentations on their publicly available material still train tutors 

on this topic.    

A third limitation is the availability of only one full transcript of a session related to a 

presentation at the time of writing, and the limited amount of material observed. It would be 

useful to record more sessions related to presentations and analyze a larger number of sessions 

featuring presentations in order to have a more accurate picture of what kind of feedback tutors 

give in those situations.   

 

Conclusions 

To sum up, this report pointed out that analyzed materials related to presentations were not 

considered useful for tutor training sessions, implying that there is a lack of reflection on 

presentations among tutors. Also, it assessed shortcomings in tutors’ feedback on presentations 

in terms of lack of attention to timing and visual aids. As a consequence, we highlighted the need 

for tutors to focus more on scripts and coherence of additional materials with the presentation, 

and to receive specific training on presentations.  

Ultimately, we believe that Waseda Writing Center can play an important role in 

developing its tutors’ training and helping students to improve their presentation skills, which 

will have important implications for their future career.  
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Appendix 
  
36 sessions  

● 16 Presentation scripts with no slides (44.44%) 
● 5 Presentation scripts plus slides (13.88%)  
● 15 Slides only, with no script, including 1 recorded session (41.66%) 

 
 
 
TABLE 1. Welcome sheet  
Session category: EE and EJ 
 

Type of assignment Number of observations (%) 

 

Writing or language skills 
assignment 

Class report or term paper 

Journal article, abstract or 
conference paper 

Thesis 

Other 

Other- Journal Club 

Other-Zemi presentation 

Other-presentation paper for 
workshop 

Other-presentation materials related 
to 1-5 

Non specified 
 

 
5 (13.88%) 

5 (13.88%) 

10 (27.77%) 

5 (13.88%) 

4 (11.11%) 

1 (2.77%) 

1 (2.77%) 

1 (2.77%) 

7 (19.44%) 

1 (2.77%) 

 

Course Number of observations  
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Concept building and discussion 

Journal club 

English III 

English Academic Presentation 

Political Science and Culture in 
Southeast Asia 

Seminar 

Others non specified 

Not understandable 

 

6 (16.66%) 

2 (5.5%) 

1 (2.77%) 

2 (5.5%) 

1 (2.77%) 

6 (16.66%) 

16 (44.44%) 

1 (2.77%) 
 

Assignment topic Number of observations 

 
Presentation 

Final presentation 

Research proposal presentation 

Presentation paper for workshop 

Specific topic12 

Speech 

Script 

 
4 (11.11%) 

2 (5.5%) 
 

1 (2.77%) 

1 (2.77%) 

5 (13.88%) 

2 (5.5%) 

1 (2.77%) 

                                                
12 Introduce about my country; political philosophy; supercomputer; conference 
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Shinjuku Pedestrian Environment 

Alternative Teacher Preparation 

Teach for all replication in different 
cultural contexts  

The Americanization of the 
Holocaust 

The National Japanese American 
Relocation Council 

Non specified 

 

1 (2.77%) 

1 (2.77%) 

1 (2.77%) 

2 (5.5%) 

2 (5.5%) 

15 (41.66%) 
 

What do you want to achieve? Number of observations 

 
Grammar 

Persuasion 

Logic 

Make it shorter 

Flow 

Content 

Format 

Check the slides 

Presentation Skills 

Structure 

Rhythm 

Style  

How to write the essay 

Specific Paragraph 

 
11 (30.55%) 

1 (2.77%) 

4 (11.11%) 

2 (5.5%) 

1 (2.77%) 

2 (5.5%) 

1 (2.77%) 

1 (2.77%) 

1 (2.77%) 

5 (13.88%) 

1(2.77%) 

1 (2.77%) 

1 (2.77%) 

1 (2.77%) 
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Conclusion 

Practice Presentation 

Clarity 

Connection between slides and 
paragraphs 

Native expressions 

Word usage 

Further ideas 

Advice on academic writing 

Research objective 

Outline 

Methodology 

“I got used to this presentation so I 
don’t understand” 

Non specified 

 

1 (2.77%) 

2 (5.5%) 

2 (5.5%) 

2 (5.5%) 

1 (2.77%) 

3 (8.33%) 

1 (2.77%) 

1 (2.77%) 

2 (5.5%) 

1 (2.77%) 

1 (2.77%) 

1 (2.77%) 

4 (11.11%) 

 

Stage of writing Number of observations  

 

Outline 

Rough Draft 

Final Draft 

Non-specified 
 

 

2 (5.5%) 

11 (30.55%) 

19 (52.77%) 

1 (2.77%) 
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Length, defined by Number of observations 

 
Timing 

Words or pages 

Non Specified 

 

 
12 (33.33%) 

5 (13.88%) 

4 (11.11%) 

 
 
 

  



 
 
SiSAL Journal Vol. 8, No. 4, December 2017, 334-353. 
 

 351 

TABLE 2. Tutor comments in the “Tutor’s Evaluation Sheet” 
 

Issues of the writing Number of observations 

 

Brainstorming/outlining 

Structure 

Content 

Mechanics 

Citations/bibliography 

Other-ppt slides 

 

 

8 (22.22%) 

23 (63.88%) 

21 (58.33%) 

18 (50%) 

4 (11.11%) 

1 (2.77%) 
 

Dealt in session Number of observations 

 
Brainstorming/outlining 

Structure 

Content 

Mechanics 

Citations/Bibliography 

Other-ppt slides 

 

 
8 (22.22%) 

18 (50%) 

17 (47.22%) 

15 (41.66%) 

3 (8.33%) 

1 (2.77%) 

 

Remaining issues Number of observations  

 

Structure 

Content 

Mechanics 

 

7 (19.44%) 

8 (22.22%) 

8 (22.22%) 
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Citations/Bibliography 

 

1 (2.77%) 
 

Notes on the session Number of observations 

 

Yes 

No 

 

 

35 (97.22) 

1 (2.77%) 

 

Level of usefulness Number of observations  

 
Not very useful (1) 

Useful (2) 

Very useful (3) 

 

 
15 (41.66%) 

16  (44.44%) 

4 (11.11%) 

 

Key words Number of observations 

 
Short essay 

Long paper 

Communication style 

Repeater 

Issues of paper are clear 

Interactions with tutor 

Specialized writing 

Other (ppt;presentation; script) 

Non specified 

 

 
12 (33.33%) 

2 (5.5%) 

3 (8.33%) 

5 (13.88%) 

10 (27.77%) 

2 (5.5%) 

2 (5.5%) 

14 (38.88%) 

1 (2.77%) 
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Memo for the next tutor:  Number of observations  

 
Yes 

No 
 

 
14 (38.88%) 

17 (47.22%) 
 

 
 

Language used Number of observations 

 

English 

Japanese 

Mostly Japanese 

 

 

8 (22.22%) 

6 (16.66%) 

1 (2.77%) 
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Principles of my TOEIC Test-Prep Workshops and Self-Access Online 
Materials for TOEIC Preparation 
Atsumi Yamaguchi, Meijo University, Japan. 

 

Abstract 

This short article summarizes my reflections and opinions toward my optional workshops on 
TOEIC preparation. The workshops have taken place weekly in a self-access center (SAC) in 
Chubu district, Japan. Many SACs, in fact, offer workshops as a part of their services 
encouraging learners to enhance their target language proficiency and become more self-
regulated and autonomous (Gardner & Miller, 1999; Sekiya, Mynard, & Cooker, 2010). 
However, few have researched whether SAC workshops are achieving such goals. Thus, I 
aim to share my perspectives based on my reflections on having instructed the series of 
workshops for the duration of four semesters. In particular, I will present my three principles 
to make the workshops attractive and effective: 1) learner development; 2) implications from 
second-language acquisition (SLA); and 3) guidance on learning resources. I will also 
illustrate learning resources found to be most popular by my workshop attendees. Finally, I 
will discuss key elements that may make SAC workshops more meaningful and distinguished 
as extra-curricular lessons. 
 

Keywords: Self-Access Center, Self-regulation, Learner Autonomy, Workshop 

 

This short review article aims to share a summary of my personal experiences in 

instructing workshops at a self-access center (SAC). Many SACs offer workshops as a part of 

their services. In fact, self-access learning experts suggest that successful SACs should 

provide workshops that aim to promote learner development (Gardner & Miller, 1999; 

Sekiya, Mynard, & Cooker, 2010). Such workshops are usually not credit-bearing or 

mandatory. Examples of topics might range from: external test preparation, vocabulary 

learning, conversation tips, writing tips, pronunciation, and learner development (e.g., 

learning strategies). However, it is uncertain whether SAC workshops are successful in 

achieving their goals. This leads to a question, are SACs reaching a large enough number of 

attendees to warrant running the workshops? The experience of having worked at two SACs 

and listening to comments and anecdotes from colleagues working in different centers tell me 

that we are not. For instance, at the SAC I am currently involved in, each workshop 

accommodated an average of 6.4 attendees at one center and 2.9 at the other center in the past 

two semesters. Unfortunately, there has been a dearth of discussion or investigation 

concerning SAC workshops. Given these challenges and constraints, this short article 

presents one successful example of workshops at a SAC, Global Square (GS) on two 
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campuses in the Chubu district of Japan. Although GS has had similar struggles as others 

regarding attendance numbers, one specific set of workshops on TOEIC Listening & Reading 

Test,i luckily continues to bring in high attendance. With this in mind, I hope to share my 

principles in designing this workshop series and share online resources introduced in the 

workshops. 

GS offers four optional non-credit workshops per week at each campus. Each of the 

four learning advisors leads one of the workshops on their respective chosen topics. One set 

of workshops includes a series of four workshops on the same topic and each focuses on a 

different aspect of the same topic. These workshops target students from all faculties, but in 

reality, the vast majority of attendees are from either the Faculty of Engineering or the 

Faculty of Foreign Studies. Since the workshops are voluntary, few students participate in all 

of them. In light of this circumstance, I designed my workshops on a one-off basis. For 

example, one week, students work on Part 1 of a mock-test book for TOEIC test. Then, the 

following week, students work on Part 2. At each session, students receive advice on test-

taking strategies. These two features may be common in other workshops, but incorporate 

three principles that differentiate my workshops from others: 1) learner development; 2) 

implications from second-language acquisition (SLA); and 3) guidance on learning resources.  

The first principle is guiding attendees toward designing their own self-directed 

learning by using a model of self-regulated learning (Zimmerman & Schunk, 2007). In 

practice, students learn about the basic theory of self-regulation and engage in reflective 

dialogue about what they have learned at the end of each workshop. Students are also 

encouraged to review materials used in the workshop once the workshop has ended. 

The second principle is equipping students with ways to learn toward TOEIC test-

taking beyond the workshop. Drawing on SLA, I explain about ways to build up vocabulary 

(e.g., spaced retrieval, intentional learning, incidental learning), ways to improve reading 

comprehension skills (e.g., enhancing reading fluency, word recognition skills), and ways to 

enhance listening comprehension skills (e.g., top-down processing, bottom-up processing). A 

survey conducted with my 13 workshops attendees, revealed that they appreciated that the 

workshops provided them with not only the chance to work on practice tests and learn test-

taking strategies, but also to learn tips from SLA. One attendee stated, “I like this workshop 

because I can get to know my instructor’s recommended books for TOEIC and gain 

knowledge about ways to learn.” 

The third principle is providing giveaways at each workshop, which aim to 

incentivize learners to take action toward their self-directed learning. The giveaways can be 
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learning resources (print or digital), which learners can easily access. According to the 

survey, Quizlet was the most popular (50.0%), followed by NHK World (41.67%) amongst 

the six recommended learning materials. Quizlet is one of the largest online learning 

communities and is available as a website/app. It also allows learners to make their own 

folders with the words that they wish to learn, make flashcards to test themselves in a type of 

a quiz format, and to play with automatically-created matching games. My students were 

astonished at how convenient Quizlet was to use. In fact, many of them continue to use it 

after they were introduced to it in my workshop. The second most popular, NHK World, 

provides a variety of content such as live news, on-demand videos, radio and so forth. NHK 

World is available as a website/app also. Other websites, which similarly provide videos and 

audio files (e.g., Voice of America, English Central), were being introduced in my 

workshops, yet students preferred NHK World. I assume that its popularity is due to familiar 

content on Japan and the rest of Asia. They would find it more challenging to listen to 

unfamiliar content in a foreign language, although they could make use of existing 

background knowledge to understand NHK World’s content. One limitation of NHK World 

is that there are no subtitles provided. To remedy this challenge, I suggested that the students 

watch similar news in Japanese so that they could predict unknown words from context. 

Students reacted very positively to the two applications explained above, as well as all 

websites and apps introduced in my workshops. I offered many such options in the hope that 

students would try multiple options, and consequently find the ones they feel most 

comfortable with.  

 

Figure 1. An Example of Quizlet’s Flashcard Function 
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In conclusion, TOEIC preparation can be a perfect topic for workshops being held at 

SACs by incorporating three aspects that facilitate autonomous learning: guidance on self-

regulation, SLA, and hands-on-tools. Because learners need to spend a lot of time in 

preparation for the test beyond the classroom, it is crucial to equip them with ways to manage 

their own learning. It is important to note that constructing workshops in ways that allow 

learners to continue learning after workshops are over is critical. Also, we practitioners 

cannot forget the fact that maintaining motivation and continuing learning can be the most 

challenging thing for learners. In this sense, workshops at SACs could play an important role 

in supporting learners toward becoming increasingly more self-regulated and autonomous. 

We hope that workshops in SACs will be further investigated and shown to improve learner 

development and autonomy. 
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Footnotes 
 

i	TOEIC Listening & Reading Test is a part of TOEIC Program, a set of standardized tests to 
assess communicative skills in English. TOEIC Listening & Reading Test is a high-stake test 
for university students/graduates because its score is often required at job-hunting.    
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Book Review: Learning Japanese: Voices of Experience by Belinda Kennett 

and Yuriko Nagata 

 
Reviewed by Michael Lin, Kobe Shoin, Konan, and Konan Women’s University, Hyogo, Japan 

 
 

 Learning Japanese: Voices of Experience, written and edited by Belinda Kennett and 

Yuriko Nagata, published by Candlin & Mynard ePublishing, is an e-book specially designed for 

students and teachers of the Japanese language. By utilizing the power of narrative and open 

sharing to inspire its readers, the book offers many helpful ideas and suggestions on how one can 

improve their Japanese proficiency. With their wide array of backgrounds and experiences, 

contributing authors share genuinely about their joys, struggles, and victories. The book is 

excellent not only for Japanese learners but Japanese teachers as well, because the collected 

stories demonstrate the importance of social factors in furthering a student’s language learning. 

They also serve as a poignant reminder of the need to pedagogically and strategically address 

student apprehension of language learning. Particularly insightful is the book’s emphasis on how 

students can always make tangible progress no matter one’s background or proficiency level. 

 The book spans 13 chapters with each chapter covering a contributing author’s personal 

story of learning Japanese. Following each story is a section called, ‘Sensei’s Tips’, in which 

main instructors, Belinda Kennett and Yuriko Nagata, and guest instructors, Kristen Sullivan, 

and Todd Allen, provide commentary and lessons learned. Concluding each chapter is a ‘Points 

for Consideration’ section wherein insights and questions are given to help readers connect 

lessons with one’s personal journey with Japanese language learning. Artwork after each chapter 

captures a memorable aspect of the contributing author’s story while downloadable materials 

sprinkled throughout the book provide further opportunity for reflection and consideration.  

 The introduction previews the stories to be shared and explains how learners and teachers 

may best utilize the book for self-study or within a course. Emphasis is placed on reflection, 

which is described as “the conscious process of thinking back and examining what [one] has 

done or what has happened, in order to gain a better understanding of the situation.” (p. 22). 

Readers are also encouraged to exchange ideas with other learners, teachers, and speakers of 

Japanese. Online worksheets are provided to help readers set goals and keep track of their 
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progress in learning and using Japanese. For example, readers are challenged to ask themselves: 

‘Where am I at with my Japanese?’, ‘How far have I progressed toward achieving [my goals]?’, 

and ‘Is what I am doing working?’ (p. 24). 

 One of the strongest aspects of this book is its careful selection of stories that are very 

relatable to readers at varying levels of Japanese proficiency. For instance, beginning learners 

can identify with and gain from the experiences of several contributing authors who described 

their difficulties in learning Japanese. Some lacked motivation to learn while others became 

frustrated or discouraged by their lack of progress. But many discovered how helpful it was to 

learn Japanese organically by incorporating it into their passions, interests, and daily lives. For 

example, in Chapter 1, Lachlan Jackson describes how he came to Japan during the ‘bubble 

period’ and taught English but never learned much Japanese. It wasn’t until he witnessed kendo 

(Japanese fencing) for the first time and passionately pursued it following his return to Australia, 

that he found the sustained motivation to learn Japanese. In Chapter 5, Bill Fryer details how his 

love of reading Japanese literature and novels gave him insightful cultural and linguistic 

knowledge of the language. In particular, he found that Japanese contained intriguing 

ambiguities and humorous wordplays that made language learning fun and interesting. Similarly, 

in Chapter 3, Terry Martin explains how his obsession with sumo wrestling and linking a new 

language with something familiar, such as grocery shopping, aids in vocabulary and usage 

retention. 

 Another strong point of this book is its focus on language learning and instruction from 

an international perspective, and more particularly, the benefits and challenges that come with 

cultural differences and educational backgrounds. In Chapter 7, Oi Yee Claudette Chan describes 

her experiences learning Japanese as a third language at an intermediate level, and how she 

utilized a strong understanding of Kanji due to her Cantonese Chinese background to improve 

her Japanese proficiency. In Chapter 8, Hulya Park, a native Turkish speaker, recalls her journey 

of learning Japanese at her university in Turkey and then going on exchange to Shimonoseki in 

Japan. She candidly admits to having a false sense of confidence in her knowledge of Japanese 

and shares how she overcame her struggles by intentionally spending more time with local 

Japanese rather than other foreigners.  

 Lastly, this book is exceptionally unique in calling attention to how complex social 

identity issues can impact the study of the Japanese language. For example, in Chapter 11, Lucy 
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Fraser sheds light on gendered language, which is the use of language with a more masculine, 

feminine, or neutral connotation. Through interactions with local Japanese, Fraser developed a 

heightened awareness of what was and was not socially appropriate depending on the type of 

gendered language used, and was able to instruct her students accordingly when she became a 

Japanese instructor. In Chapter 12, Naverone Feekery traces his exploration of gay identity 

within the Japanese language. Finding few materials in Japanese that concretely expressed 

homosexual identity or challenged prototypical relationships and nuclear families with traditional 

roles, Feekery used dating apps to research descriptions and grammar reflective of homosexual 

and heterosexual attitudes. 

   In sum, Learning Japanese: Voices of Experience is a must-read for both students and 

teachers seeking inspirational and practical advice in improving their Japanese language 

proficiency. Particularly poignant are the thirteen stories from contributing authors who share 

their deeply personal and moving experiences in overcoming their learning and teaching 

difficulties. The ‘Sensei’s Tips’ section at the end of each chapter draw out lessons from these 

stories to guide readers towards practical application, while the Points for Consideration sections 

contain well-thought-out questions that are beneficial for individual and group reflective 

learning. Finally, the last four chapters provide a unique perspective on how identity is linked to 

Japanese language learning and furthers the discussion on how learners obtain, develop, and 

sustain motivation. 
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SiSAL Journal Vol. 8, No. 4, December 2017, 362-370. 

 
362 

Language Learner Autonomy: Theory, Practice and Research1 by David 

Little, Leni Dam and Lienhard Legenhausen 
 

Reviewed by Jo Mynard, Kanda University of International Studies, Japan 

 

This is a long-awaited book by three colleagues I have greatly admired throughout my 

career, so it is my pleasure to write this review. As I would expect from Little, Dam and 

Legenhausen, this volume starts with a clear and practical description of an autonomous 

language classroom where even at a beginning level, learners are involved in using the target 

language while managing their learning from day one. This sets the scene for the book which 

is rigorous and theoretically grounded, yet also practical in nature. After giving a brief 

overview of the contents, I will explore some themes that resonated with me. These are 

related to theoretical ideas, and practical and political implications. 

 
Brief Overview of the Contents 

Part 1 comprises chapters 1 to 4 and explores how learner autonomy is 

operationalised in a classroom in four key ways, drawing on the case of a real class of Danish 

teenagers learning English. Part 2 comprises chapters 5 and 6 and explores evidence of 

success in autonomous classrooms. This evidence comprises a longitudinal study 

investigating linguistic gain, and two case studies of very different learners demonstrating 

inclusion in an autonomous classroom. Part 3 (chapters 7 and 8) starts with a premise about 

the need to respond to large-scale migration before going on to present two case studies. The 

first case study is related to language education for adult refugees, and the second to 

linguistic inclusion in a classroom in Ireland in a primary school catering for immigrant 

children with some 49 home languages. Chapter 8 discusses matters related to teacher 

education for learner autonomy. The authors conclude with some comments on 

plurilingualism (i.e. being able to speak two or more languages) where the best way of 

reaching language learning outcomes would be through widespread application of the 

autonomous classroom. 

Features of the Volume 

The best feature of this volume is the significant contribution that each of the authors 

has already made to the field of learner autonomy and the ways in which they draw upon 

                                                
1 I reviewed the ePub version as an iBook, but the volume is also available in hardback and paperback. 
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their substantial experience to bring together a cohesive, compelling, and decisive message. 

Key points are presented clearly and returned to time and time again. Each chapter is situated 

appropriately in the existing literature and all of the chapters are seamlessly interconnected. 

In short, it is a real pleasure to read. At the end of each chapter there are some reflection 

questions to help readers engage with the ideas, to intentionally reflect, and to make 

connections with their own contexts. There are also some helpful pointers for further reading 

along the way. Although many of the ideas are not necessarily new, especially to those of us 

who have been interested in this field for a long time, they are very well pulled together and 

form a thorough and engaging overview of decades of dedicated research and practice in 

learner autonomy. For colleagues unfamiliar with the field, this book is an excellent – and 

essential – starting point. 

 
Theoretical Stance 

The theoretical stance is carefully and clearly articulated and runs consistently 

throughout the entire book. Apologies to the authors for my rather simplistic review here, but 

to summarise, they take the view that autonomy is a universal human capacity and is a 

successful and appropriate view of language education as it is grounded in behavioural drive 

and emotional need. The authors draw on work by scholars such as Barnes, Deci and Ryan, 

Vygotsky, Bakhtin, and Lave and Wenger in order to develop several general principles: 

• Knowledge is socially constructed; i.e. interaction is necessary for learning. 

• Learners are full participants of the learning process. 

• Learner reflection is key. 

• The target language (TL) plays an important role not only in communication, but also 

in metacognitive growth. 

• TL use / output (i.e. writing and speaking) is necessary in language classes and 

requires deeper language processing and more mental effort than receptive skills. 

• The TL is a tool used not only for communication, but also for the development of 

metacognition. 

• Dialogue is crucial and human development is a “never-ending interaction between 

the social-interactive and individual cognitive domains” (Chapter 2, Paragraph 14 

where the authors draw on Bakhtin and Vygotsky). 

• Learners need to have opportunities to build on “existing knowledge and interests to 

support the acquisition of proficiency” in a new language (Chapter 3, Paragraph 1 

where the authors draw on Deci and Ryan). 
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Some Important Themes 

It is impossible to do this book justice in such a short review, but there are several key 

themes that I would like to share. These themes are: target language use; the importance of 

writing in the language classroom; and language as an instrument of communication and 

thought. 

 

Target language (TL) use 

I have read much by the authors over the past 20 years, so I am familiar with their 

stance on target language (TL) use, but the message is particularly well explored throughout 

this book. The authors give three reasons for taking such a strong view on TL use. The first is 

the obvious one that if we are learning to speak a language, we need as much practice as 

possible in that language. This will help us to internalize the language, pay attention to 

grammatical and phonological features, and develop fluency. The second is that substantial 

TL use within an L2 classroom leads to the promotion of incidental learning as well as 

intentional learning. Thirdly, there is still uncertainty about the role of explicit grammar 

instruction in language education, but whatever view you take towards grammar instruction, 

TL use spontaneously allows for grammar to emerge naturally through authentic 

communication. Another key point the authors make is that the TL serves both a 

communicative and metacognitive purpose: the “TL itself is the channel through which, as 

far as possible, the learner’s agency should flow” (Chapter 3, Paragraph 2). This means that 

planning, monitoring, evaluating, making choices, exercising responsibility, and developing a 

capacity for managing learning should all be done through the TL so that the TL becomes an 

instrument of discursive thinking and reflection. The authors note “TL use that is at the centre 

of the learning process is authentic and spontaneous, metacognitive as well as 

communicative, and calculated to exploit learners’ interests” (Chapter 6, paragraph 1). 

 

The role of writing 

Writing is a “precondition for reflection that lies at the heart of autonomous learning” 

(Chapter 1, Paragraph 13). The authors claim that writing enables learners to express their 

autonomy “in and through the TL” (Chapter 1, Paragraph 13) as is a way of documenting the 

learning process. In practical terms, Dam’s classrooms have famously made use of logbooks 

and posters which I will elaborate on in the next section on practical implications. 
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Language as an instrument of communication and thought 

Whereas some researchers/practitioners choose to separate the development of 

language proficiency from the development of learner autonomy, Little, Dam and 

Legenhausen make a strong case for considering language and autonomy development 

together. Language is seen as the medium of communication and also the instrument of 

thought. The authors advocate the strong version of communicative language learning 

concerned with teaching language through (and not simply for) communication. 

 
Practical Applications 

As I mentioned earlier, this book is also practical in nature and there are several 

applications that even veteran teachers can consider in order to enhance their own 

classrooms. The practical applications discussed here will relate to learner roles, logbooks 

and other artefacts, managing learner control, interactive and collaborative learning, and 

evaluation. 

 

Learner roles 

There are three roles that learners undertake in an autonomous classroom (explained in 

the introduction, Paragraph 4): 

1. Communicator. 

2. Experimenter whereby they gradually develop "explicit analytical knowledge of the 

TL system".  

3. Intentional learners who gradually develop "an explicit awareness of affective and 

metacognitive aspects of language learning". 

 

Logbooks and other artefacts 

The basic principal of the autonomous classroom is that “learners take responsibility 

for what they do" (Introduction, Paragraph 4) and this is demonstrated through the practical 

classroom activities. For example, learners keep a logbook in order to document their 

learning, where they write down details related to the content of lessons, vocabulary, details 

about projects and evaluation on their progress. Students also create portfolios of their work. 

An important point to note is that although the teacher collects the logbooks periodically, 

she/he does not correct any errors. Written comments take the form of positive feedback and 

suggestions. The logbook serves as a tool for documenting learning while reinforcing the 

important role of writing in the TL. Dam’s autonomous classrooms also make use of posters. 
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Posters are a way for learners to collaboratively explore language use related to a topic of 

interest within an autonomous language classroom. Other written artefacts that are explored 

in part 1 of the book are portfolios of work, word cards, learner-produced games, learner-

produced books and magazines, and other communicative texts with accompanying pictures. 

 

“Managing” learner control  

Whereas choice and promoting learner autonomy are fundamental, the teacher in an 

autonomous classroom needs to manage the learning environment carefully and focus on 

shifting control to learners. The authors give six principles for thinking about increasing 

learner control in the classroom: 

• Focus on learning rather than teaching. 

• Give the learners models for managing their learning (at different phases). 

• Always use the TL. 

• Respect learners’ contributions to their learning. 

• See problems as obstacles that can be overcome collaboratively. 

• Keep learners (and parents) informed about the teaching/learning approach. 

Some practical tips are given for helping learners to become willing to take control, 

e.g. inviting their input and opinions about classroom management and activities, drawing up 

some dos and don’ts together, making learners aware of the curriculum requirements, and 

giving them choices. 

One way that incorporating learner interest and choice into the classroom activities is 

through a series of work cycles. These cycles provide a necessary structure and sense of 

security for the learners. The cycles contain planning, decision making, implementation, 

documentation, and evaluation. With each cycle, the learners become more proficient at 

managing their learning. Naturally, this is done as much as possible through the medium of 

the TL. The structure of the class might contain “Teacher’s time” where the teacher can 

introduce the aims and structure of the lesson, “Learners’ time” where groups work on 

projects that they themselves have decided; then “Together time” where learners can share 

their work. This portion always includes some kind of evaluation. The logbooks (the learners’ 

and teacher’s logbooks) document all of these learning activities.  
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Interactive and collaborative learning  

Chapter 2 gives plenty of examples of activities that get learners working and talking 

together either in pairs or in small groups. One such activity is a two-minute talk where 

learners not only communicate in the target language, but also reflect and evaluate 

themselves afterwards. Other activities include discussion cards, collaborative text 

production, and board games. Tasks such as these illustrate how the theoretical 

considerations are enacted in practice and are activities that other teachers can adapt for their 

own autonomous classrooms. Of prime importance are the opportunities for dialogue, and 

socially constructed learning within a safe and engaging learning space. 

 

Evaluation 

In an autonomous classroom, learners evaluate their own learning processes from an 

early stage and monitor their progress and proficiency over time. For example, learners can 

evaluate a lesson and their own contribution during the lesson or activity. They may also be 

involved in peer assessment. This can be done using a scale, but a written reflection might 

also be appropriate. 

 
Case Studies and Research Projects 

A compelling aspect of the book is the case studies and projects that are presented in 

detail. For example, the authors outline in detail the Language Acquisition in an Autonomous 

Learning Environment project (LAALE) which was a longitudinal project which looked at 

students in schools in Denmark (an example of a mixed-ability autonomous classroom) and 

Germany (a high ability class using a textbook). The project investigated learners’ 

grammatical and pragmatic performance (but did not attempt to generalise). Chapter 5 

highlights several findings, but the striking one is how favourably the autonomous classroom 

students performed in measures of vocabulary, grammar and pragmatics. 

Chapter 6 begins with an explanation of ‘inclusion’ which is defined by UNESCO 

(1994) to be an all-embracing concept designed to ensure that schools accommodate all 

leaners regardless of their background, challenges, or gifts. There are some affinities between 

inclusive education and the autonomous classroom in that “all learners are respected and 

valued equally” (Chapter 6, Paragraph 1) and are given choices which they are accountable 

for. The chapter contains two case studies drawing on multiple data sources (students’ 

logbooks, teacher’s logbook, and classroom artefacts). The first student was a disruptive and 

restless student, while the second student had severe dyslexia. For both these learners, the 
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autonomous classroom created a safe and supportive environment that enabled them to 

progress well and enjoy English. The authors write that they were “two learners who for very 

different reasons could easily have been left behind in a more traditional classroom. Both of 

them, however, responded to the challenges of the autonomous classroom, accepting 

responsibility for their own learning and taking control” (Chapter 6, Conclusion). 

Chapter 7 continues the focus on inclusion and on case studies, this time on inclusion 

of immigrants. The authors claim that “in an age of large-scale migration, autonomous 

learning is also the surest way of providing for the linguistic, social and educational inclusion 

of immigrants” (Chapter 7, Paragraph 1). The first case study focuses on Integrate Ireland 

Language and Training (IILT), which is a not-for-profit company, funded by the Irish 

government, based at Trinity College Dublin. The organisation operated from 2000 to 2008 

with the aim of providing intensive English language education for adult refugees. The 

students were from diverse backgrounds and in order to cater for different interests, needs 

and goals, students were encouraged to find ‘real world’ materials relevant to them. As with 

other examples of autonomous classrooms, students were engaged in planning, monitoring 

and evaluating their own learning right from the beginning, which needed mediation, 

modelling and support. The European Language Portfolio proved to be a useful tool for the 

mediation.  

The second case study presented in Chapter 7 concerns the language development 

programme offered to primary school students at St Brigid’s School for Girls in Dublin. In 

this case, a central role was assigned to the learners’ interests and prior knowledge which was 

used to trigger their intrinsic motivation. Learners were also engaged in documenting, 

managing, planning and monitoring their own learning. 

 
Political Implications of Learner Autonomy 

Chapter 8 is concerned with teacher education and begins by challenging traditional 

language teacher education in the “question-and-answer tradition”. This helps us to see the 

essentially political role that promoting learner autonomy inevitably has: 

 
…the question-and-answer tradition has its origins in the hierarchical organization of 
our societies, and the responding role that it assigns to learners implies the 
subordination of a passive majority. The promotion of autonomous learning is a 
political act because it challenges entrenched tradition, notwithstanding the fact that 
national curricula routinely include many of the features of autonomous learning 
among their goals – critical thinking, reflective learning, sometimes even learner 
autonomy itself. Programmes designed to help teachers establish autonomy 
classrooms must be clear about their political implications (Chapter 8, Paragraph 7). 
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 Teachers may operate on the assumption that simply embedding choice and learner 

control into classroom practices is effectively promoting autonomy. However, the authors 

help us to look more deeply at the underlying political motives. Learner autonomy is a 

pursuit of democracy, and we should start with this political assumption in order to frame our 

classroom practices. For example, the Council of Europe’s educational projects have always 

focussed on developing the capacity of individual citizens to contribute to the democratic 

process. Language learning has the potential to enhance an individual’s range in relation to 

their social, cultural, political, intellectual/academic and vocational/professional capacities. 

After challenging traditional teacher education programmes, Chapter 8 gives a thorough 

account of the Common European Framework of Reference for Languages (CEFR) which 

could be an alternative tool. The authors describe how the CRFR could be effectively used to 

promote the autonomous language learning process particularly as its focus in on real 

language use.  

 
Conclusions 

 To summarise, this is an excellent book and one that will become a key reference for 

language teachers and researchers. It draws upon years of dedicated practice, research and 

collaborative theorising. It shares some important and compelling theoretical ideas supported 

by research-based principles and practical applications. In addition, it suggests some future 

directions. Plurilingualism is playing an increasingly central role in language education 

projects in Europe, mass migration is adding an interesting and complex dimension to our 

linguistic landscapes, and the concept of inclusion is reaching our school systems. The 

obvious response to this is an approach which promotes ownership and learner autonomy. 
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