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Sum m ary

In this thesis I explore how teachers may develop their understanding of and a positive attitude 

towards learner autonomy. Part 1 of the thesis consists of two chapters. In Chapter 1 I compare 

definitions of learner autonomy found in the relevant literature and examine how theorists differ in 

their interpretation of the term. The discrepancies are attributed to 1) the social context in which 

each author works, 2) the fact that our understanding of learner autonomy is always tentative and in 

flux, and 3) loose definitions of some technical terms in psychology. I do not make any value 

judgement of existing definitions because each must be evaluated against the context in which it is 

put to use and examining each context was beyond the scope of the present thesis. I give, instead, 

the definition of learner autonomy I have developed in my work context and elaborate on it. For me, 

learner autonomy is a modular capacity that exists in relation to others and in one's social context, 

allowing one to make choices concerning one's own learning in the service of one's wishes and 

aspirations. My definition emphasizes the interdependent nature of learner autonomy and social 

and affective as well as cognitive aspects of the concept. In Chapter 2 I review the literature on the 

teacher's role in the development of learner autonomy. A common claim in these writings is that 

learning to support the development of second language learner autonomy involves much more 

than acquiring a new set of knowledge/skills. It entails acquiring a particular kind of personal quality. 

My review of second language teacher educators' accounts of their practice indicates that many 

treat reflective practice, action research and teacher autonomy almost as synonymous. The 

successes which those practitioners claim are found to be either rather limited or not fully specified. 

The rest of the chapter examines the concepts of reflective practice, action research and teacher 

autonomy separately and discusses their relevance to teachers' capacity to support leamer 

autonomy.

Part 2 of the thesis comprises eight chapters. Chapter 3 describes the research procedure and 

explains the rationale behind my choices. I chose Polkinghorne's (1988; 1995) narrative analysis as 

my research methodology, but with some modifications. Six teachers of Japanese as a second 

language who in my view have a positive attitude towards learner autonomy were interviewed twice 

about significant events and people that influenced their thinking about learner autonomy. The 

interviews were recorded, transcribed and edited. The edited transcriptions were checked by each 

interviewee. Then a story starting from each teacher's childhood and running through to the 

present was written by the present author and checked by each teacher. Each of Chapters 4 to 9 

presents a life story. In Chapter 10 I draw together the threads of the six stories and claim 1) that the 

kind of commitment pro-autonomy teachers have is commitment of self to learners; 2) that the seed 

of this commitment is likely to be the development of their personal autonomy, their early interest in 

and empathic understanding of what may be called the foreign, social awareness, and autonomous



foreign language learning experience; and 3) that the factors which may accelerate the process of 

becoming a pro-autonomy teacher include observing and talking to learners, teacher autonomy as 

freedom, supportive colleagues and teacher educators, and knowledge of some academic 

disciplines and other genres of relevant literature. Based on these claims I suggest 1) that 

participation in a teacher education programme specifically focused on learner autonomy should be 

voluntary; 2) that interest in foreign and social awareness may be screening criteria, where possible, 

while second language competence, degree of personal autonomy and commitment to the 

profession may not make good criteria; and 3) that one way to develop the required commitment in 

teachers may be to build a community of learner autonomy practitioners in which pre-service 

teachers and newly initiated in-service teachers can participate. I also offer some recommendations 

on curriculum and teaching practicum and emphasize the need to cultivate teachers' narrative 

knowledge. In concluding the thesis I suggest that rewriting a curriculum is not enough to change 

educational practice in favour of learner autonomy.
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Introduction

This thesis presents six Japanese as a second language (JSL) teachers' stories of professional and 

personal development in relation to their understanding of and attitude towards learner autonomy. 

Theorists of second language learner autonomy have claimed that teacher education needs to 

provide teachers with opportunities to experience autonomy-oriented learning arrangements in 

order to produce teachers with the capacity to support their learners' autonomy, but the 

relationship between such experiences and the development of the capacity to support learner 

autonomy still remains undertheorized as Benson (2001) points out. In his foreword to Michael 

Huberman's The Lives of Teachers Hargreaves (1993, p.vii) observes as follows:

"Teachers teach in the way they do not just because of the skill they have or have not 

learned. The ways they teach are also grounded in their backgrounds, their biographies, in 

the kinds of teachers they have become. Their careers - their hopes and dreams, their 

opportunities and aspirations, or the frustration of these things - are also important for 

teachers' commitment, enthusiasm and morale."

Hargreaves (ibid, p. viii) also argues as follows:

"Teachers don't just have jobs. They have professional and personal lives as well. Although 

it seems trite to say this, many failed efforts in in-service training, teacher development and 

educational change more widely are precisely attributable to this neglect of the teacher as a 

person - to abstracting the teacher's skills from the teacher's self, the technical aspects of the 

teacher's work from the commitments embedded in the teacher's life. Understanding the 

teacher means understanding the person the teacher is."

It is hoped that the stories in the present thesis offer insights into how teachers might develop their 

capacity to support learner autonomy, adding a new perspective to "teacher-based approaches" 

(Benson 2001) to foster learner autonomy in language learning. In carrying out the research 

leading to the composition of the six stories, I have followed narrative analysts' thinking that "[t]he 

storied analysis is an attempt to understand individual persons, including their spontaneity and 

responsibility, as they have acted in the concrete social world" (Polkinghorne 1995, p. 19). 

Understanding necessarily involves interpretation on the part of the researcher with their own 

knowledge and viewpoint of the world. The researcher's person therefore cannot be eradicated 

from the research process and it is important that the researcher specifies who they are in order to 

make their interpretations transparent to the eyes of the readers. In this introduction I shall first 

share my story of development with the readers and then outline the structure of the thesis.
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My story

I was born in 1954. My relationship with my parents was rather a rocky one. My propensity for 

independence may have been my nature, but it was certainly reinforced by this problematic 

relationship which made me view the parents not as someone you could fall back on in trouble but 

as someone you had to hide troubles from. My parents had their own way in raising me. My mother 

often said to me, "Others are others." To be the same as my friends was not considered a justifiable 

reason for me to want to do something. I often found myself in a dilemma between what was taken 

for granted at school and my parents' values. I was not able to disclose the problem to my friends or 

teachers. Although I was bright enough to be academically successful, I was not at all happy at 

school.

One thing I must thank my parents for is that they exposed me to English very early in my life. They 

had met while working on an American base during the American occupation of Japan. Both spoke 

a bit of English, rudimentary though their competence might have been. They used English words 

in their conversation. I remember I was surprised to discover that my classmates used the Japanese 

word for milk and never said "milk". Learning that there were at least two languages in the world in 

my early childhood may have sensitized me to languages. I had no problem whatsoever when I 

started formally learning English at the age of twelve as everyone else did. I decided to major in a 

foreign language at university because I assumed it would not take any effort.

I spent my teens in the late sixties and early seventies when every kind of authority was brought 

into question. I liked it although I was not involved in any political actions. I came across the idea of 

learner autonomy and its related concepts around this time through a friend who was doing courses 

leading to a teaching qualification at secondary level. The atmosphere of the times and my 

rebellious nature both contributed to my positive reception of the idea. But I never made a 

connection between learner autonomy and what I did in my part-time job — teaching English to 

primary and junior high school children. I taught in the teacher-fronted format, giving few choices to 

the children. I never thought of asking them how they felt about my classes even in my wildest 

dreams.

A couple of years after that 1 had fairly intensive experiences of learning English for a few years. I 

learned to voice my views then. I particularly remember one teacher who stopped a Japanese 

middle-aged businessman who tried to shut me up by saying something like; "You don’t know 

because you're young." This was an earth-shattering incident. "Do I have the right to be listened 

to?" was my first reaction. My English drastically improved after that.
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I started teaching JSL in 1980. It was not because I had any commitment to the profession. It was 

because, being a woman in her mid-twenties, it seemed to be the easiest way to develop a career, 

although 1 wanted to do a good job if I was ever going to do it. My model then was those English- 

speaking teachers — their friendly attitude and the mixture of situational and communicative 

approaches they employed in their teaching. Unfortunately my JSL colleagues did not have the 

foggiest notion of what I was trying to do. They criticized me for patronizing my students and said 

that I should be more authoritative. I did not have a counter-discourse to defend myself. I did not 

know what I was doing myself first of all. So I started my graduate work in applied linguistics.

The field of JSL was seeing a dramatic change during these years. When I was considering 

teaching as my career in the late seventies, the number of learners was rather small and most of 

them fell into one of three categories: students and researchers in Japanese studies, missionaries, 

and foreign executives. Soon after that, however, Japanese children left in China after the defeat 

of Japan in World War II started returning to Japan, grown up of course and with their families. 

Refugees from the Indochinese peninsula also started coming into the country. Those two groups 

were unknown types to most JSL teachers then and presented an enormous challenge. Young 

talented teachers and researchers tried to meet this challenge by having recourse to the emerging 

discipline of applied linguistics. Needs analysis and syllabus design became hot issues. I happened 

to jump onto this bandwagon with my background in EFL and applied linguistics.

I taught while I studied. I worked for a school which offered both EFL and JSL courses, and some 

English-speaking teachers became my personal friends, and through them I met more JSL learners 

outside the classroom. I learned from them how they viewed traditional JSL classrooms and their 

anger and frustrations with how foreigners were treated in Japanese society in general. I 

sympathized with them much more than with my JSL colleagues.

In 1983 the then prime minister, Yasuhiro Nakasone, launched a plan to increase the number of 

overseas students studying in Japanese universities from slightly over 8,000 to 100,000 by the 

end of the century. The government relaxed their visa control policy for this purpose and the 

number of Japanese language schools and learners learning there skyrocketed in the mid eighties. 

The Ministry of Education issued guidelines for JSL teacher preparation programmes in 1985 and 

the first teacher qualification examination was administered in 1988. Many universities set up new 

Japanese language programmes. JSL teacher preparation programmes of both undergraduate and 

graduate levels came into being. Quite a number of teachers found their way to a university 

position, myself being one example.
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I got a full-time job at a junior college in 1986. Some of my colleagues were Suggestopedians. I also 

met Silent Way practitioners at teachers' meetings. I also read extensively. I found writers such as 

Earl Stevick, Mario Rinvolucri and Alan Maley particularly stimulating. They were influential in forming 

my personal theory of learning. I developed skills to make learning cognitively easier. Colleagues 

working in the JSL department let me do whatever I wished to as far as what happened in the 

classroom was concerned. When I started coordinating a pre-college language programme in that 

school, I had no senior teachers to turn to, though (as I had never done in the context of teaching 

JSL for that matter). I was desperate for information, and read even more. I also attended summer 

courses for teachers. I tried to make my skills visible in the materials I developed for other teachers. 

But I was still taking control of learners' learning process. I taught study skills and communication 

strategies, but my approach was very much top-down. In terms of professional development of 

teachers I coordinated, I was rather prescriptive. Although I had learned by then that the 

Communicative Approach was a movement to democratize foreign language education (Brumfit 

1987) and it appealed to my passion, I only had a partial understanding of its implications.

My first awareness as a teacher that teaching might involve more than developing linguistic 

knowledge and skills came when a Taiwanese female student came up to me at a graduation party 

of the pre-college programme and said she had learned from me what it was to work. She was a 

graduate of a Taiwanese university and intended to continue her academic work in Japan. In that 

sense she and I had something in common, and she obviously perceived me as a role model. The 

awareness was frightening. Me as a role model? I could hardly take care of myself in my private life!

The sudden increase in the number of learners created a confusion in the society. The quality of 

language schools varied greatly and some learners registered there worked illegally. The 

government tightened their visa control policy again in 1988. As a result the number of learners 

decreased. By the time I moved into teacher education at tertiary level in 1991 quite a number of 

those who had finished their initial teacher training had become redundant.

I taught a small JSL teacher preparation programme in a school of education at a middle-ranking 

university. My objective was originally to introduce a basic procedure of course design with 

underlying theories of language use, learning and language learning. I also hoped that I might be 

able to show the students that learning could be fun as a by-product of the process of achieving my 

objective. There were a substantial number of students, however, who were not in the programme 

because of their interest in JSL. Very few of those who were interested in JSL planned to go into 

the teaching profession because of the gloomy job prospect. I felt I was responsible for the well

being of all students in the programme which I was in charge of. I didn't want to exclude anyone 

from my courses because they had no desire to teach. After I discovered that the students wanted
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to learn and grow as persons in spite of their seeming reluctance, I transformed the original 

objective. My new aim was to provide the students with opportunities to reflect on their learning 

experiences and introduce alternative ways of learning. In other words, as I wrote in answer to a 

student's question, I wanted to show them that being an autonomous learner feels good. I started 

negotiating with students on the content and process of the courses. I had them set their own 

goals and evaluate the outcome of their learning. I did not include the acquisition of any particular 

teaching skills in my new agenda. I focused on developing an accepting relationship among the 

participants (the teacher and the students), partly because I wanted everyone to feel comfortable in 

the class, and partly because this accepting relationship was thought to support the development 

of learner autonomy (Nedelsky 1989, Ryan 1991, Rogers & Freiberg 1994).

Like many other teachers teaching at Japanese universities, I had quite a high degree of autonomy 

in terms of the content and the process of the courses I taught. I had to write syllabi, but I did not 

have to account for my decisions to anyone. There was a tacit agreement among teachers not to 

criticize each other's teaching. I did not feel any pressure to teach in any particular way. I was able to 

make moment-by-moment decisions through interaction with my students without worrying about 

whether my decisions were acceptable to someone other than the students or myself.

The Japanese economy was booming in the mid to late eighties and the industry needed labour for 

the so called "Dirty Hard Dangerous" work. There were many abuses of the foreign technical 

trainees system which enabled companies to bring foreign workers to Japan for the purpose of 

training. To alleviate this problem, the government amended the immigration laws in 1990, which 

made it possible for foreign nationals of Japanese origin and their family members to legally engage 

in non-professional work in Japan. The number of Brazilians registered as residents in Japan, for 

example, increased by 81.7 times during the period between 1984 and 1994. Internationally 

arranged marriages were on the rise, too, because many male farmers in remote areas were finding 

it difficult to find a marriage partner and they looked for a bride in other Asian countries. In 1992 the 

number of the foreign residents, excluding those staying illegally, reached one per cent of the 

country's total population.

In contrast to the Japanese war orphans and Indochinese refugees who were provided with the 

opportunity to learn Japanese with government funding, those immigrant workers and wives were 

left mostly in the hands of volunteer workers with only a little financial support from local 

governments. Quite a few volunteers came to view the problems those immigrant workers and 

wives face in learning JSL as part of the human rights issue. Linguists and applied linguists are no 

longer viewed as the sole arbiters of JSL pedagogy, although they may still consider themselves to 

be so. Adult education, social work, and neo-Vygotzkian psychology all have become resources for
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leaders and researchers of JSL volunteer work.

I occasionally worked with local volunteer workers. I also got involved in a research project in the 

acquisition of JSL by immigrant workers. My understanding of the sociopolitical aspects of second 

language acquisition and use was sharpened through these experiences.

In 1994 a friend persuaded me to jointly coordinate a teachers' special interest group on learner 

development. The experience opened up an entirely new horizon. I met a lot of people through my 

work as joint coordinator. Everything that I had been concerned with seemed to have formed one 

picture like a completed jigsaw puzzle. I realized that I had a lot to say about learner autonomy, and 

those newly made friends showed interest in my writing. I felt that I belonged to the community of 

learner autonomy practitioners. This experience turned me into a die-hard believer in the value of 

learner autonomy.

I was very much annoyed by the widely accepted view that Asian learners were not up to learner 

autonomy. I reported on my experiences of teaching Japanese university students who welcomed 

the opportunity to practice their learner autonomy. I also tried to build arguments that the cultural 

stereotyping of learners was disempowering. In everything I wrote i quoted my students' writings. 

Through this process I have come to want to give voice to Japanese teachers and learners who 

have been wrongly positioned as non-autonomous by the mainstream academic discourse on 

learner autonomy.

A real change in my teaching style, however, came with my developing confidence as a person who 

could take care of herself. It took a divorce and psychotherapy. Trying to grow as a person often 

involves emotional turbulence. I had, consciously and unconsciously, tried to avoid situations 

where I had to deal with students' negative feelings and emotional confusion. It was only when I 

gained some psychological strength that I became able to relate to students' fear, anger, anxiety, 

and many other feelings, although I still often make mistakes.

Towards the end of my tenure at the university I had another frightening experience. A student 

who had never been seriously involved in classroom activities and had seemed interested only in 

lavish make-up wrote a long term-end reflection. There she told me how she had been sceptical 

about enthusiastic teachers and detached herself from the values which schools tried to impart, 

and how her experiences in my classes changed her view of learning. She softened herself after 

that. She was a completely different person. 1 had actually given up working with her. 1 had never 

noticed the change happening in her. These facts were already frightening, but more than 

anything I felt overwhelmed by her dramatic change which I had unwittingly induced. I did not want
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to be engaged in worl< with such huge responsibility.

Subsequently I moved to another university. I now teach in a large prestigious Japanese linguistics 

department which offers undergraduate, MA and PhD programmes. I was initially put off by the 

students' indifference to and ignorance of pedagogical and social issues. I felt it was unfair that they 

had a chance to be a teacher when many of my ex-students in the previous university had had to 

give up the idea. But I have gradually learned to care about them as I learned about the difficulty of 

establishing an identity as a second language teacher in a linguistics department. My ex-therapist 

succeeded in convincing me to accept the role I am capable of playing. He calls it mentor. I describe 

it as watching students grow. I have started challenging and confronting students. I sometimes get 

emotional in interacting with them. But I do not understand yet what kind of change I am going 

through this time.

One of the first batch of students 1 taught in the first university almost ten years ago has recently got 

a full-time position in a university. His main responsibility is to teach JSL to overseas students, but 

he has also been assigned to a JSL methodology course. As he reported about his new job to me, 

he told me how what he learned in my courses had helped him through his novice years and how 

he would like to approach the task of teaching the methodology course. A moving story for his ex

advisor, but 1 was not frightened.

Structure of this thesis

Part One of the thesis concerns the theoretical background of the study. In the first chapter I shall 

examine the definitions of learner autonomy found in the literature and elaborate on my 

interpretation of the term. In the second chapter I shall review literature on the role of teachers in 

the development of learner autonomy and on teacher education which aims to foster teachers' 

capacity to support learner autonomy. By scrutinizing the idea of reflective practitioner and by 

drawing on the research in teacher development in general educational studies, I shall develop an 

argument that teachers' understanding of and attitude towards learner autonomy may develop over 

a long period of time and stress the need to study teachers' life story to understand how teachers 

come to develop their capacity to support learner autonomy. Part Two presents the six stories of 

the teachers after a chapter which describes the research procedure I took and explains why the 

research was carried out in the way it was done. The final chapter of Part Two discusses similarities 

and differences in the six teachers' life stories and implications concerning what a teacher 

education programme can and cannot do in order to develop teachers' capacity to support learner 

autonomy. The conclusion summarizes the preceding chapters and suggests that the educational 

policy to put learner autonomy in the centre of the curriculum, like any other new policies for
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educational reform, should take into account the fact that teachers do not change their practice 

overnight and plan a long-term change in the whole of the educational system.
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Par t  1 Learner  a u tonom y  and teachers
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Chapter 1 Definitions of learner autonomy

The concept of autonomy has a long history of evolution, but it was in the 1970s when Henri Holec 

introduced the term to the field of second language pedagogy as a conceptual tool to discuss 

alternatives to the established language teaching tradition in the context of adult language 

learning. The work by Holec and his associates was a response to the political milieu in France in the 

late 1960s and shared its ideological stance with contemporary critics of the traditional educational 

system such as Ivan lllich (1970), Paulo Freire (1972) and Carl Rogers (1961, 1969); see Gremmo & 

Riley (1995). In the 20 or so years that followed, however, the term autonomy has found its place in 

mainstream education. Many national curricula in Europe, for example, state learner autonomy as an 

objective. An increasing number of self-access centres in Asian tertiary institutions have also 

stimulated quite a lot of work in learner autonomy. North American researchers have taken up the 

idea and integrated it in their tradition of research into the good language learner. In the field of 

Japanese as a second language (JSL), too, the idea of learner autonomy has been advocated in 

response to the diversification of JSL learners in Japan since the 1980s. (e.g. Tanaka & Saito 

1993) As many learner autonomy practitioners and researchers admit, however, defining learner 

autonomy is by no means an easy task (Benson 1996b, Aoki 1998, Sinclair 2000). In the course of 

the rather rapid spread of the concept the term learner autonomy has acquired many different 

shades of meaning, which have sometimes caused confusion concerning what exactly the 

development of learner autonomy entails. In this chapter I shall focus on some of the ways in which 

definitions of learner autonomy elaborated by its major proponents differ from one another and 

elaborate on my interpretation of what learner autonomy is.

1 -1. Discrepancies of definitions

Aoki (1998) offers a detailed examination of the explicit and implicit definitions of learner autonomy 

found in the major research literature (H o led981, 1985a, Dickinson 1987, Wenden 1987, 1991, 

Benson 1996a, Little 1991, 1994, 1995, 1996, 1997, 1999), and summarizes the discrepancy 

among those research papers in terms of the following seven questions. (Aoki 1998, p. 146)

1. Is learner autonomy capacity or behaviour?

2. How does learner autonomy differ from self-direction, learning to learn and

independence?

3. Is learner autonomy a learners' right or responsibility?

4. What does learner autonomy expect learners to take control of?

5. What does learner autonomy as a capacity or behaviour entail?

6. What does attitude refer to if it is part of learner autonomy?
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7. What does metacognition refer to if it is part of learner autonomy?

The result of Aoki's (ibid) analysis shows that it is not too simplistic to conclude that the only factor 

that the definitions of learner autonomy by the above mentioned five authors share in common is 

that it is something to do with learners doing something about their own learning. This multiplicity of 

meaning of learner autonomy may be inevitable as Benson (1996b) suggests. Benson (ibid, p.5), 

focusing on the debate concerning the cultural appropriateness of learner autonomy, argues that 

"each definition represents a particular way of constructing the concept of autonomy each serving a 

particular set of interests." For example, those who consider learner autonomy as a tool to produce 

useful human resources for the global economy and those who view it in the framework of 

emancipatory education would naturally differ in their definitions of learner autonomy. The 

discrepancies might also be attributed to the fact that our understanding of learner autonomy is 

always tentative and in flux. David Little, for example, has changed his definition of learner 

autonomy as capacity to capacity and behaviour in the six papers referred to above. This seems to 

reflect his new insight that the capacity to take responsibility can only be developed by exercising 

responsibility (Little 1999). Yet another cause of the confusing discrepancies may be the loose 

definition of technical terms in psychology from which researchers in second language learner 

autonomy have borrowed the words attitude and metacognition. In any case, a single authoritative 

definition would not be possible or desirable. Indeed, some researchers seem to have given up the 

idea of defining the term. Sinclair (2000), for example, recognizes that learner autonomy is 

interpreted in different ways in different contexts and lists thirteen statements as "a broader 

description of the concept" (ibid, p.6) which she claims are "recognized and broadly accepted by 

the language teaching profession", (ibid, p.6) Succinct elaboration on the denotation of the terms 

we use, however, may be worthwhile as a means of promoting constnjctive discussion. In this 

section I shall elaborate on the seven questions above.

Is learner autonomy capacity or behaviour?

The first question mainly concerns the difference between Holec (1981, 1985a) and Dickinson 

(1987). The former defines learner autonomy as "the ability to take charge of one's own learning" 

(Holec 1981, p.3) and the latter as "the situation in which the learner is totally responsible for all of 

the decisions concerned with his (sic) learning and the implementation of those decisions" 

(Dickinson 1987, p.11). Although they differ in their view of what a capacity entails, Wenden (1987, 

1991) and Little (1991) take the same position as Holec. Little, however, changes his definition in 

his later work based on his observation that the capacity to take responsibility can only be 

developed by exercising responsibility (Little 1999), and maintains that learner autonomy is both 

capacity and behaviour. (Little1994, 1996, 1999)
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How does learner autonomy differ from self-direction, learning to learn and independence?

The second question involves three independent probienns. First, the difference in the use of the 

terms "learner autonomy" and "self-direction" in Holec (1981, 1985a) and Dickinson (1987) is rather 

confusing. For Holec (1985a) the concept of "self-direction" is identical to the one of "learner 

autonomy" for Dickinson (1987). Dickinson's "self-direction" is "an attitude to learning in which the 

learner accepts responsibility for his learning but does not necessarily carry out courses of action 

independently in connection with it" (ibid, pp. 11-12), whereas Holec does not include attitude in 

his definition of "learner autonomy" as a capacity. Dickinson calls the acquisition of the ability to be 

autonomous, which is similar to the concept o1 "learner autonomy" in Holec (1981, 1985a),

"learning to learn". Second, following Knowles (1975) who uses the terms "autonomy" and "self- 

direction" interchangeably, Wenden (1987, 1991) does not explicitly define "autonomy" and 

invites readers to have their own view of the operational definitions and the relationship of the two 

(Wenden 1987, p. 13). There is nothing inherently wrong in her stance as teachers interpret 

theories presented in books and papers to match their own personal practical knowledge of 

teaching anyway (Connelly & Clandinin 1988). It can become problematic, however, when, for 

example, one tries to examine the validity of Wenden's proposition that strategy training leads to 

the development of "learner autonomy". Although what she means by "learner autonomy" can be 

deduced from the context, it does take a very careful readirig to reconstruct her definition. The third 

problem has its origin in the traditional association of autonomy with independence. The concept of 

autonomy, as known to those in the present-day English speaking community'', was born in the 

rationalist tradition of eighteenth-century Europe which emphasized individualism. Little (1991, 

1996), however, takes a Vygotskian view of language development and contends that second 

language learner autonomy presupposes interdependence because language development 

requires interaction. Benson (1996a) argues, from a communitarian point of view, that the 

individualistic view of autonomy leads to social atomism which disempowers individuals, and 

emphasizes the importance of collective effort in the exercise of autonomy. Autonomy and 

independence do not refer to the same concept for those researchers, whereas Holec, Dickinson 

and Wenden are more individualistic in their description although Holec and Dickinson also note 

that autonomy does not necessarily imply isolation (Holec 1985a, p.190, Dickinson 1987, p.13).

1 The idea of learner autonomy is not a unique invention of the Western world. Pierson 

(1996), for example, quotes several ancient Chinese scholars who advocated ideas similar to that of 
learner autonomy and claims that "there is an ancient Chinese pedagogical tradition congruent and 
consistent with the best practice of autonomous learning" (ibid, p.55).
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Is learner autonomy a learners' right or responsibility?

The third question focuses on Benson (1996a) who claims that "a psychological version of 

autonomy that emphasizes learners' responsibility for their own success and failures in learning 

could easily be used to support political doctrines of non-intervention and self-reliance" (ibid, p.30) 

and that "I use the word control in preference to responsibility because it places an emphasis on 

the right to autonomy." (ibid, p.31) The other authors referred to in Aoki (1998) use the term 

responsibility and its derivatives or synonyms in their definition of learner autonomy although they 

differ in their degree of political orientation.2

What does learner autonomy expect learners to take control of?

The fourth question is related to the third. Benson (1996a) explicitly states that his version of 

learner autonomy entails control of learning process, resources, and language. Although it is true 

that it is only Benson who includes the latter two elements in the definition of autonomy itself, 

these ideas are not as new as they may seem to be. Holec actually discusses institutional 

responsibilities to provide optimal conditions for autonomy to develop, which include a provision of 

"an infrastructure of materials and resources" (Holec 1985a, p. 187). This point is closely related to 

Benson's concept of control of resources. Holec also refers to a French learner of English who, 

having chosen as his evaluation criterion the ability to amuse people, refused to correct errors and 

even deliberately made certain errors because he knew these errors would make people laugh, 

and asks "who could say he was wrong?" (Holec 1985b, p.272). This comment of Holec's again is 

not very far from Benson's concept of control of language. What is unique to Benson, however, is 

that he includes "why" as well as "what" and "how" in the learning process, thus treating the 

purpose of learning not as given. This can be thought to reflect the context in which Benson works 

(Hong Kong) where English, being a second language, enjoys a much higher social status than 

learners' first language.

What does learner autonomy as a capacity or behaviour entail?

The fifth question concerns whether attitude and metacognition are included in the definition of 

learner autonomy. Holec's (1981, 1985a) definition of learner autonomy does not include attitude, 

although he suggests that learners' attitudes towards production and consumption in the modern 

consumer society and beliefs about social distribution of knowledge and power might work as a

2 Little (personal communication) points out the difference between accepting responsibility 
and having responsibility imposed, thus implying that emphasizing the responsibility aspect of 
learner autonomy does not necessarily undermine the learners' right.
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brake on the acquisition of autonomy and suspects that learners' intellectual and affective potential 

for self-examination might play an important roie (Holec 1985a). Holec (ibid) does not use the term 

metacognition, but he might be referring to a similar concept to metacognition when he writes 

about intellectual potential for self-examination. Also, depending on the definition of metacognition 

which I shall discuss below, Holec's list of the knowledge and skills involved in carrying out self

directed learning (ibid. pp. 180-182) could be considered metacognitive knowledge and skills. In 

that case it can be said that Holec's concept of learner autonomy includes metacognition. Dickinson 

(1987) defines learner autonomy as behaviour, as noted above. The object of attitude for him 

concerns accepting responsibility for one's own learning when he explains self-direction as an 

attitude. He equates the concept of learning to learn to Flavell's (1979) metacognition. Benson 

(1996a) has no reference to attitude and metacognition in his description of learner autonomy. 

Whether attitude is part of learner autonomy is somewhat vague in Little's writings. He sometimes 

uses the term attitude and metacognition (Little 1995, 1996) and at other times other expressions 

which might refer to attitude, "a particular kind of psychological relation" (Little 1991, p.4), and 

metacognition, "detachment, [and] critical reflection" (ibid: 4), "learning how to learn" (Little 1994, 

p.431) and "a capacity to reflect on the content and process of learning with a view to bringing them 

as far as possible under conscious control" (Little 1995, p. 175). On the whole, however, Little 

seems to think that the development of learner autonomy entails the development of a positive 

attitude to the purpose, content and process of learning and metacognitive skills (Little 1996). 

Wenden (1991) includes attitude and metacognition in her definition of learner autonomy.

What does attitude refer to if it is part of learner autonomy?

The sixth question is related to the fact that the term attitude has many definitions in the field of 

psychology and that "reviewers have often been reluctant to suggest that one definition is superior 

to others" (Greenwald 1989a, p.6). One that is widely used is the tripartite model which breaks 

down attitude into affect, cognition, and behaviour components (e.g. Rosenberg and Hovland 

1960). Greenwald (1989b), on the other hand, defines attitude as "the association of a mental 

representation with affect" (ibid, p.438). Aronson (1992) claims that attitude is a type of belief which 

evaluatively describes the nature of an object. One element that is common to all is that it is 

evaluative. Holec (1985a) and Dickinson (1987) do not define attitude. Little (1995, 1996) offers no 

definition of attitude either. He uses the term affective in his 1996 paper, however, and it can be 

deduced that Little's sense of attitude is not solely cognitive. Wenden (1991) defines attitude as 

having cognitive, evaluative and behavioural components and claims that learners' beliefs about 

their role and capability as learners are central to their attitudes about autonomy and that those 

beliefs are a form of metacognitive knowledge. Wenden seems to have modified the tripartite 

model to exclude affect. Her definition is close to the one in Aronson (1992) in that it emphasizes
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the cognitive aspect of attitude.

What does metacognition refer to if it is part of learner autonomy?

The seventh question also arises from the loose definition of a term. Brown (1987) extensively 

reviews psychological research literature concerned with metacognition, and observes a range of 

denotations which researchers have given to the term. According to her, "metacognition refers 

loosely to one's knowledge and control of (one's) own cognitive system" (ibid, p.66). Among the 

problems which this multifaceted meaning of metacognition induces, Brown points out, is the 

difficulty "to distinguish between what is meta and what is cognitive" (ibid, p.66). The issue directly 

concerns the definition of learner autonomy. Flaveli's definition of metacognition, which Dickinson 

(1987) equates to the concept of learning to learn, consists of metacognitive knowledge, 

metacognitive experiences, goals (or tasks) and actions (or strategies). If we follow this definition, 

Holec's list of knowledge and skills involved in carrying out self-directed learning can be considered 

metacognitive knowledge. Little (personal communication), on the other hand, seems to think of 

metacognition as on-line processing, i.e. "activities to regulate and oversee learning" (Brown 1987, 

p.68) as one learns. This contrasts with self-evaluation which is off-line processing in Little's sense. 

Self-evaluation is an activity carried out outside the learning activities. Wenden's use of the term 

metacognitive knowledge is unique. Unlike Dickinson, she claims that her concept of 

metacognitive knowledge is different from the one in Flavell (1979) in that 1) it is a result of 

sweeping attribution, 2) it intrinsically contains evaluations, which predispose learners to certain 

actions, and 3) it is an integral part of learners' self-image and hard to change. (Wenden 1991, 

pp.54-55)

In this section I have examined discrepancies in the definitions of learner autonomy in the existing 

literature. Although it has not been my purpose to make any value judgement of existing definitions 

and claim the superiority of one over the others, I have my own interpretation of the term which I feel 

is relevant to my context of work. In the next section I shall present my tentative answers to the 

seven questions above.

1 -2. My current interpretation of learner autonomy

I define learner autonomy as a modular capacity that exists in relation to others and in one's social 

context to make choices concerning one's own learning in the service of one's wishes and 

aspirations. In what follows I shall elaborate on this definition by offering answers to the first five 

questions discussed in the previous section. In so doing I shall also offer answers to the last two. I 

take the constructivist view of teachers' knowledge, that teachers construct their own personal
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practical knowledge of teaching and learning through their daily practice (Clandinin & Connelly 

1987). My theory of second language learner autonon'iy has been constructed in the course of my 

work with JSL learner-users and students in JSL teacher preparation programmes. In presenting 

this theory, I shall draw on my personal experience as well as academic literature for justification of 

my thinking. I do not claim superiority of my definition over any other. Every practitioner and 

researcher of learner autonomy has their own definition embedded in their own context of work and 

I should think their definitions should equally be respected as mine.

1-2-1. Is learner autonomy capacity or behaviour?

We cannot take an action if we do not have the ability to do so. As Little (2000) points out, an ability 

does not develop and perhaps cannot be maintained too long without exercising it. So capacity 

and behaviours go hand in hand. Learner autonomy in a person necessarily involves both aspects. 

As a conceptual tool for pedagogical practice and research, however, it seems to be more fruitful to 

define learner autonomy as a capacity. It enables us to explore what exactly needs to be developed 

and what kind of conditions are necessary for the development. As arbitrariness is a property of 

language, we could define learner autonomy as behaviour and give the capacity for learner 

autonomy some other name, but, considering the wide circulation which the term learner autonomy 

currently enjoys, I name the capacity learner autonomy.

Why I see learner autonomy as a modular capacity may need some explanation. According to a 

dictionary of developmental psychology (Okamoto, Shimizu & Murai 1995) modularity consists of 

two characteristics: domain specificity which refers to processing in a limited specific problem area, 

and information encapsulation which refers to use of information derived only from a certain range 

of area for processing. In other words a module processes problems in a limited area with a limited 

range of information. A module may expand its area to cover, or two or more modules may merge 

over time. Thus autonomy in learning a specific second language may be transferred to learning of 

second languages in general or second language learner autonomy may merge with autonomy in 

learning other types of skills such as swimming, cooking, or playing musical instruments. I choose to 

see learner autonomy as a modular capacity because it is often observed that a person is fairly 

autonomous in one area and totally dependent in another (Little 1991).

1-2-2. How does learner autonomy differ from independence?

The original question included self-direction and learning to learn as well as independence. The 

first two, however, need no further discussion as they mainly concern the issue of which is capacity 

and which is behaviour. In this sub-section 1 shall concentrate on the difference between learner
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autonomy and independence.

1 have already mentioned David Little's claim, based on a Vygotskian view of language 

development, that second language learner autonomy presupposes interdependence. My view of 

learning is very much in accord with that of Vygotskian psychologists. On a micro level, they view 

learning as the process of internalization that takes place via dialogic interaction. Kozulin (1986, 

pp.xxxv-xxxvi) summarizes Vygotsky's view of language development in children as follows;

"... the earliest speech of the child is already social. At a certain age this original social speech 

becomes rather sharply divided into egocentric speech, that is, speech-for-oneself, and 

communicative speech-for-others. Egocentric speech, splintered off from general social 

speech, gives rise to inner speech. Inner speech is therefore a rather late product of the 

transformation of a speech that earlier had served the goals of communication into 

individualized verbal thought."

As some researchers of second language acquisition have observed (Saville-Troike 1988, Ohta 

2001, Burdelski 2001) egocentric speech, or private speech as most SLA researchers call it, 

constitutes an indispensable step for the intake and automatization of linguistic knowledge. Ohta 

(2001, p. 18) puts the matter thus:

"For adults speaking their first language, it is thought that private speech generally emerges 

from inner speech. But, for a learner who has yet to develop a useful command of a 

language, at first private speech cannot emerge from inner speech, because inner speech 

has not yet developed. ... At this stage, the leamer is, in a sense, "borrowing" words, 

phrases and sentences picked up from social interaction. These bits of language are 

recycled and manipulated in private speech for use as cognitive tools. At the early stages of 

language learning they do not emerge from the learner's own verbal thought. Inner speech 

begins to develop through the process of social interaction, and through verbal interaction 

that includes private speech."

Whether a leamer has a piece of private speech at a certain point in an on-going dialogue depends 

partly on the learner's will to register the new language token in their memory and partly on whether 

their interlocutor makes the space for it. (See Coyle (2000) for the relationship of discourse types 

and frequency of private speech in classroom interaction.) On a macro level, Vygotskian 

psychologists (e.g. Lave 1988, Lave & Wenger 1991, Rogoff 1995) have convincingly shown that 

learning takes place in a community of practice where novices acquire not only knowledge and skills 

but also values and customs of the community by interacting with oldtimers in order to participate in
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the practice, peripherally perhaps in an initial stage. If we see a speech community as a community 

of practice, second language learners can be defined as novices to the community. The quality of 

peripheral participation that would facilitate the process of becoming a full participant in the 

community of practice depends, of course, on the novice's willingness to participate, but it also 

depends on the oldtimers' willingness and ability to encourage and assist participations. Lantolf & 

Pavlenko (2001, p. 149), discussing the relational nature of second language learners' agency, 

argue as follows:

"By allowing others to participate legitimately from the periphery and from their move towards 

full participation, communities of practice, including cultures, ensure their own reproduction. 

... From Lave and Wenger's perspective, much rides on the nature and extent of access 

offered to the individual by the community of practice. That is, is full and legitimate 

participation made available or not?"

A Vygotskian view of learning, then, implies interdependence rather than independence on both 

micro and macro levels.

I shall add here the second argument for seeing learner autonomy in terms of interdependence 

rather than independence. Friedman (1997, p.40) notes that "recent feminist philosophy has 

engaged in a love-hate relationship with autonomy." According to Friedman, while earlier feminists 

who valued autonomy as traditionally conceived only problematized the fact that autonomy had 

been considered as a masculine achievement and women were discouraged from developing the 

capacity, those active in the 1980's and 1990's argued that the traditional conception of autonomy 

was overly individualistic and "promotes the sort of independence that involves disconnection from 

close interpersonal involvement with others" (ibid, p.40), and began advocating a relational 

concept of autonomy, which they claim is feminine and recognizes human interdependence and 

the social context required for the realization of autonomy. This development of feminist thinking 

parallels the development of awareness among practitioners and theorists of second language

3 A difficulty which a traditional language classroom , whether in a foreign or second 
language situation, inherently has is the fact that there is usually only one oidtimer as a teacher. 
Some JSL teachers try to solve this problem by inviting competent speakers, native or non-native, 
of the target language to the classroom and organize activities which learners can engage in with 
those visitors. Getting learners out of classroom for project work is another way to solve the 
problem. This kind of practice is not necessarily impossible in a foreign language context if there are 
a sufficient number of target language speakers in the local community. (See Thomson 1997 and 
Ozaki & Neustupny 1986 for examples of such practice in teaching Japanese in Australia.) Formal 
instruction, however, is a contrived activity and creating a second language community of practice 
in a classroom with one oidtimer should be possible as long as the idea is convincing enough for 
the learners.
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learner autonomy. Learner autonomy understood as learner independence tended to position 

learners from certain cultures as non-autonomous, implying a negative value judgement of those 

learners. This phenomenon can be seen as an instance of "colonial othering". Pennycook (2001, 

p. 145) summarizes his previous argument on this issue as follows:

"... this view of cultural fixity is part of a long history of colonial othering that has rendered the

cultures of others fixed, traditional, exotic, and strange, whereas the cultures of English

(America, Europe) are unexplored givens or moving, modern, and normal."

One example of resistance to this othering is Aoki & Smith (1999). While they emphasize the 

dynamic nature of cultures and the diversity within a culture which is often obliterated, they maintain 

that their pedagogical practices based on the idea of interdependent learner autonomy were 

welcomed by Japanese university students. As the newer generation of feminists put forward the 

claim that human beings are interdependent, the concept of interdependence in Aoki & Smith 

(ibid) derives its theoretical validity from Little's reasoning that "we are social beings" (Little 1991, 

p.5) and that "human cultural diversity, though great, cannot be infinite because it is always 

constrained by our common biological endowment" (Little 1999, p.13). The concept of 

interdependence in both contexts of feminist philosophy and theories of second language learner 

autonomy can be regarded as "the third place" (Kramsch 1993, p.236) to go beyond the 

dichotomies of male-female and independence-dependence in the case of feminist philosophy 

and those of Western-Asian and individualistic-collectivist in the case of theories of second 

language learner autonomy. Learner autonomy is not equal to independence here either.

Seen from a feminist perspective, Phil Benson's call for collective decision making for social 

change, which was originally advocated in critical pedagogy (Benson 1996a) becomes problematic. 

I take the position that the ultimate aim of education is to develop in learners the capacity to improve 

the quality of their lives for themselves, and view learner autonomy as a means to achieve this aim. 

Learner autonomy, understood in this way, assumes the possibility of learners wanting to change 

institutional and social systems in which they operate. Although I agree with Benson that an effort 

will be more fruitful if made by a collaborative group than by an individual learner, what the 

improvement in the quality of life means to each learner may not be the same. For example, many 

JSL teachers and researchers maintain that the accent of JSL learners with a particular first 

language tends to be associated with a particular kind of (negative) personality by Japanese LI 

speakers and that it is for the benefit of those learners to correct their pronunciation, at both 

segmental and suprasegmental levels, according to "native speaker norms". I would say that this is 

nothing but a form of oppression (Isn't it the thoughtless insensitive attribution on the part of LI 

speakers, perhaps including those teachers and researchers themselves, that is wrong?), but
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learners may want to elinninate their "foreign accent" for various reasons. They may believe that 

having a "foreign accent" is a bad thing. They may intend to use their new "native-like" accent as a 

tool in their struggle. Or they may just be tired of being positioned in a certain way. They may even 

be afraid of the consequence of not following the native speaker norms. In cases like this the issue 

of what the improvement in the quality of life involves becomes complex and difficult to resolve. 

Neither uncritically helping learners to learn the language as requested nor refusing to help and 

suggesting that they should try to change society would not solve the real problem which those 

learners face. Inclusion of the phrase "in the service of one's wishes and aspirations" in my 

definition of learner autonomy reflects this tension.

A student activist once told me that remaining silent could be a positive choice for a victim of sexual 

harassment. Rather than keeping the unpleasant experience in memory and raising a voice at the 

risk of secondary harassment, the victim might decide to detach themselves physically and 

psychologically from the traumatic situation and try to restore the self they once had. Encouraging 

victims to raise a voice may not be a justifiable strategy for those responsible for creating a sexual 

harassment-free campus.

In her critique of critical pedagogy, Ellsworth (1992) describes an intricate power relationship and 

differences among participants in her course for antiracism actions. She highlights the point as 

follows:

"White women, men and women of color, impoverished people, people with disabilities, 

gays and lesbians, are not silenced in the sense implied by the literature on critical 

pedagogy. They are not talking in their authentic voices, or they are declining/refusing to talk 

at all, to critical educators who have been unable to acknowledge the presence of 

knowledges that are challenging and most likely inaccessible to their own social positions. 

What they/we say, to whom, in what context, depending on the energy they/we have for the 

struggle on a particular day, is the result of conscious and unconscious assessments of the 

power relations and safety of the situation." (ibid, p. 105)

My tentative answer to the student activist's proposition as chair of the gender issues committee of 

the faculty is that as committee members are in a safer position to raise a voice we should directly 

reach actual and potential harassers (who are theoretically everyone including ourselves) and try to 

raise their awareness. By the same token it is probably the responsibility of teachers and others 

who are professionally involved in second language education to appeal to people surrounding 

second language learner-users and society in general in order to change unfavourable situations
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and systems and to protect the rights of second language learner-users.^ Putting the burden 

solely on learners' shoulders seems to be unfair.

Again learner autonomy implies interdependence not only among learners but also between 

learners and society.

1 -2-3. Is learner autonomy right or responsibility?

I use the phrase "to make choices" in preference to "to take control" or "to be responsible."

Although I should rather agree with Benson's (1996a) claim that autonomy should be discussed in 

terms of learners' right rather than responsibility, the right to take control of one's learning 

necessarily involves responsibility for the outcome of learning. It often happens, however, that one 

of the two aspects is deliberately or unwittingly forgotten. Emphasizing the responsibility aspect 

may, as Benson fears, allow those stakeholders who support the status quo to resort to "political 

doctrines of non-intervention and self-reliance" (ibid, p.30), thus escaping from their responsibility 

to respect and support each learner's learning rights. It would run the risk of widening the gap 

between those with "learning capitals" (Benson 2001, p. 17) and those without.

Emphasizing the right aspect, however, has its own danger. The following quotation from Dewey 

explains the essence of the problem;

"The nature of experience can be understood only by noting that it includes an active and a 

passive element peculiarly combined. On the active hand, experience is trying ... On the 

passive, it is undergoing. When we experience something we act upon it, we do something 

with it; then we suffer or undergo the consequences.... The connection of these two 

phases of experience measures the fruitfulness or value of the experience. Mere activity 

does not constitute experience." (Dewey 1916, p. 139, italics in original)

I had a student who repeatedly took my courses. He didn't produce much and his participation in 

group work was peripheral. He was not going to be a teacher. I knew that he was short of credits and 

my interpretation of his behaviour was that he was after easy credits in my courses. (The contract 

which we operated with then was such that I was not able to fail students unless they failed 

themselves.) But I let him stay without making his seemingly unjustifiable reason for being there an

^  The context I have in mind here is that of JSL in which most teachers belong to one or 
more of the dominant social groups in a host community - middle class, Japanese nationals, and 
Japanese LI speakers - and enjoy privileges arising out of the fact. In other contexts where 
teachers themselves work under oppressive conditions my argument is not likely to hold.
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issue. I hoped in a psychologically secure environment he would grow and start working. When he 

did start working, however, he discovered that he and I differed in ideological orientation, and 

started accusing me of not teaching objective knowledge. He would have known about my political 

stance and approach to teacher education if he had examined the content of my courses seriously 

before. My relationship with him, which extended over three years, had a bitter ending. From this 

experience I learned that students may not learn about what it is to make choices if they do not 

experience taking responsibility for the outcome of their choices.

Making choices concerning one's own learning is a learner's right, but it necessarily involves taking 

responsibility.

1-2-4. What does learner autonomy expect learners to take control of?

I agree with Benson (1996a) that the practice of learner autonomy requires control over process, 

resources and language.5 As I argued in 1-2-2, however, learners have an interdependent 

relationship with society. Learners' wishes and aspirations can change society, but they are also 

constructed by society. Society could support learner autonomy as well as suppress it. I would like 

to see the issue of control in terms of responsibility of teachers and institutions as well as in terms of 

learners' political action to change their environment.

What exactly process, resources and language refer to may need further clarification, though. By 

process Benson (ibid) refers to the "why", "what" and "how" of learning. As I have previously 

stated, I view the ultimate aim of education as the development in learners of the capacity to 

improve the quality of their lives for themselves and learner autonomy as a means to achieve this 

aim. This view leads to an argument that a learner needs to view learning a particular second 

language as relevant to the improvement of the quality of their life if they are to practice their 

autonomy in their learning of the second language. The purpose of learning a particular second 

language could be anything from understanding the lyrics of a pop musician the learner admires to 

earning respect as a fully functioning member of a community. A learner's view may not necessarily 

be identical to the teacher's. Benson (2000, pp.114-115) notes this possible conflict and argues 

that "[t]he idea that freedom of choice may be legitimately constrained in the interests of long-term 

autonomy of the learner places a powerful ideological tool in the hands of educational authorities 

who believe that learners are by definition incompetent to determine their own long-term interests 

in learning." This often observed assumption by educational authorities is not tenable, though. 

Brookfield (1993, p.234), for example, contends that "emphasizing people's right to self-direction

5 My argument here concerns adult learners. Discussing the issue of learner control in 
school curricula is beyond the scope of the present thesis.
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also invests a certain trust in their wisdom, in their capacity to make wise choices and take wise 

actions" and justifies this claim by stating: "if people had a chance to give voice to what most moves 

and hurts them, they would soon show that they were only too well aware of the real nature of their 

problems and of ways to deal with these". I should argue that the only legitimate purpose of 

learning a second language is the one perceived by a learner themselves. So learners should have 

a control over the purpose of learning. Teachers may explain to learners why learning a certain 

language or some aspect of it could be thought beneficial, but appealing to learners' extrinsic 

motivation by reward or punishment is violation of learners' autonomy. Teachers should respect 

learners' views.

Control over purposes necessarily leads to control of content -- language. I should distinguish 

three levels of control here; which language to learn, which variety of the language to learn, and the 

scope of learning. By including "which language to learn" I mean to raise a similar issue which 

Benson (2000) raises. Benson (ibid) questions the validity of obliging all school learners in Hong 

Kong to learn English and more recently Putonghua. Benson's position is situated in the current 

political context in Hong Kong, and cannot be automatically extended to other contexts. An effort 

to provide options according to learners' wishes and aspirations, however, should always be made. 

By variety I mean both geographical and social dialects spoken by first language users and the 

varieties spoken by second language users. It is a common practice in JSL to teach standard 

Japanese which is based on the middle-class Tokyo dialect widely accepted by the generation 

which the majority of teachers and textbook writers belong to. Those learners living in an area with a 

dialect very distinct from the one in Tokyo, those living and working in a working class community, 

and those much younger than teachers and textbook writers are exposed to different varieties of 

Japanese outside language classrooms. Learners often comment that they understand teachers 

but not people outside. Although this phenomenon may have causes other than the discrepancies 

in the varieties of Japanese taught in classrooms and spoken outside, and the standard variety may 

be useful in understanding media discourse, the decision concerning which dialect to learn should 

rest with learners. Learners should also be allowed to choose a model for the productive side of 

their language ability. The linguistic knowledge which second language users have is never 

identical to the one of monolingual "native speaker" (Cook 1999). It takes a long time and a 

tremendous amount of effort for a second language learner-user to acquire the ability to sound like 

a "native speaker." For many learners this is an unrealistic goal. It also often involves sacrificing 

learners' first language identity. Indeed Riley (1997, p.116) claims that "all language teaching and 

learning is an attack on the personality, whatever the situation or methodology in question because 

it implies new forms of expressive behaviour, and questions both the self-image and deeply held 

values and beliefs of the learner" (italics in original). Learners should be allowed the option of 

having competent second language users as an achievable and acceptable goal of their learning.
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By the scope of learning I mean what aspect of the target language to learn. For example, the 

Japanese writing system is considered to be one of the major obstacles to learning the language by 

learners with a language background other than Chinese and Korean. You cannot expect foreign 

residents in Japan to learn to read information fliers issued by a local government, for example, by 

attending a JSL study group meeting once a week, which is as much as many immigrant workers 

can afford both financially and timewise. The decision, conscious or unconscious, not to learn 

reading, however, limits learners’ access to information. The only way I could think of to support 

learner autonomy in this case is to provide information in the residents' first language. This is the 

kind of responsibility which I claim society must assume.

The control of resources has two aspects; human and non-human. Human resources consist of two 

kinds of people. The speakers of the target language who engage in interaction with learner-users 

are indispensable to develop in learners a sense of belonging to the target language community 

which, according to neo-Vygotskian theorists of learning (e.g. Lave & Wenger 1991), is part and 

parcel of learning. My colleagues at the foreign students' centre of Osaka University invite visitors to 

their classrooms. Visitors engage in learning activities with learners. They are also expected to 

extend their relationship with the learners to the context outside the classroom. I should think that 

this is one way of supporting learners' control over human resources. With the advance of 

information technology target language speakers can be thousands miles away from learners. 

Establishing an e-mail tandem learning scheme can be another way (e.g. Little and Brammerts 

1996). Learners also benefit from talking to experienced second language users. I often overhear 

conversations among second language learner-users outside the classroom context about their 

stories of learning. Those stories are what a "native speaker" teacher can never offer for their 

learners. They can, instead, help develop a network of second language learner-users. Non

human resources cover everything learners may utilize in their learning; textbooks, dictionaries, 

reference books, authentic texts, audio tapes, videos, software. Websites and the infrastructure 

which facilitates access to these resources. Of course many learners learn in a far from ideal 

situation and still manage to be competent second language users. This does not mean, however, 

that learners should not act to improve unfavourable conditions or that teachers and institutions are 

not responsible for the improvement.

Control of "how" in the learning process can be broken down into control of off-line processes (i.e. 

planning and evaluation) and on-line processes (i.e. implementation of a plan) as I discussed in the 

first section of this chapter. As I shall elaborate on what is involved in both processes in 1 -2-5-2, I do 

not discuss it here.
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1-2-5. What does learner autonomy as a capacity entail?

As has been shown in the first section of this chapter there are several points of disagreement 

among researchers as to what a capacity entails. In this section I shall discuss the scope of the 

capacity. In so doing I shall clarify whether beliefs, metacognition and attitudes are considered as 

part of a capacity in my definition of learner autonomy.

1-2-5-1. Knowledge and beliefs

Knowledge has traditionally been considered as consisting of beliefs that are commonly assumed 

to be true, while beliefs concern subjective states of mind (Bar-Tal 1990). The dividing line 

between knowledge and beliefs, however, is not that clear-cut in contemporary theory. In one 

strand contemporary philosophy and science have taken up the position that we cannot as a matter 

of principle prove that something is true. Giddens (1991, p.21) describes the trend which can be 

traced back to Popper (1957) thus:

"The original progenitors of modern science and philosophy believed themselves to be 

preparing the way for securely founded knowledge of the social [and] natural worlds: the 

claims of reason were due to overcome the dogmas of tradition, offering a sense of certitude 

in place of the arbitrary character of habit and customs. But the reflexivity of modernity 

actually undermines the certainty of knowledge, even in the core domains of natural science. 

Science depends, not on the inductive accumulation of proofs, but on the methodological 

principle of doubt. No matter how cherished, and apparently well established, a given 

scientific tenet might be, it is open to revision - or might have to be discarded altogether - in 

the light of new ideas or findings."

To put Giddens' description in other words, what is considered to be knowledge might later turn out 

to be a belief. Many language teachers in the 1950s, for example, must have thought that it was 

disciplinary knowledge that errors could form bad habits and therefore should be prevented at all 

costs. Most teachers these days would consider this a false belief. Likewise any proposition that 

second language researchers hold to be true today may have to be revised tomorrow. It is therefore 

impossible to draw a clear line between knowledge and beliefs in the traditional sense of both 

words.

In another strand challenges have been made from a variety of schools, from phenomenology to 

feminist epistemology, that "Western traditions have failed to generate reliable (or useful or ethical) 

knowledge, just because they do not pay proper attention to the subjective" (Griffiths 1995, p.56).
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Although these challengers differ in their claims, "they unite in challenging the supposed neutrality 

of traditional epistemology by arguing that the fundamental categories of 'truth' and 'knowledge' are 

not only irreducibly complex and ambiguous but also saturated with politics" (ibid, p.57). 

Researchers and teachers involved in second language education are likely to differ in their opinion 

as to whether language learning results from, and only from, experiences of being engaged in 

meaningful social interactions. Some may claim that it is knowledge and others may express their 

doubt that it is only a belief. By claiming that something is knowledge, and not a belief, we actually 

authorize this something, and the justification of this authority often lies in personal experiences of 

the authorizers on the one hand and in their position in the power structure of society on the other.

Subscribing to either of the two strands makes the traditional distinction between knowledge and 

beliefs suspect. Indeed some researchers in human beliefs even explicitly claim that beliefs are 

units of knowledge (e.g. Bar-Tal 1990, p.5). Rather than deciding whether something belongs to 

the realm of knowledge or of beliefs I shall consider everything that a learner believes that she 

knows as her knowledge and include it in her capacity. This is not to say, of course, that every type 

of knowledge is helpful for the practice of learner autonomy. Some types may help, and others may 

be irrelevant or even a hindrance. What, then, might be the kind of knowledge which constitutes a 

capacity for second language learner autonomy? This is the topic of the following section.

1-2-5-2. Relevant knowledge

A good starting point to answer the question of what kind of knowledge is relevant to learner 

autonomy would be Holec's (1985a, pp. 180-182) list of knowledge and skills^ which he claims are 

related to the operations involved in defining a learning programme. 1 shall quote the entire list 

below, though it is rather long, to make my points in the subsequent discussion easier to follow.

1. defining objectives

a)The learner needs to know that a description of those communicative activities which he wishes 

to be able to perform can serve as a basis for defining his learning objectives.

b) He [sic] needs to be able to describe those activities in relevant terms, which implies a model of 

analysis, however rudimentary...

c ) ... and he needs to be able to refine that model.

d) He needs to know how to organize the parameters of analysis into a personal hierarchy.

e) He needs to know how to break down the terminal objectives into intermediate objectives.

6 Skills can be defined as automatized procedural knowledge (Anderson 1982). I shall 
include skills in learner’s knowledge in this thesis.
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f) He needs to know how to use the results of an evaluation as a basis for defining a new set of 

objectives.

2. defining contents

a) The learner needs to be able to express his objectives in terms of linguistic elements to be learnt, 

which implies either a certain amount of descriptive knowledge, or knowledge of where to find it.

b) He needs to know how to establish a corpus of learning materials.

c) He needs to be able to gauge the degree of relevance of items in the corpus to the achievement 

of his different objectives.

d) He needs to be able to judge how difficult his materials are, if not straight away at least after a trial 

attempt.

3. defining materials and techniques

a) The learner needs to be able to determine the objectives of commercially published courses.

b) He needs to be able to evaluate the degree of efficiency of those learning activities which are 

known to him.

c) He needs to know that no material or method is good in itself, but that it only has advantages or 

disadvantages with respect to the user and his aims.

d) He needs to be able to build his own 'course' by selecting items from a variety of textbooks, etc.

e) He needs to know that every type of learning activity, scholastic or not, linguistic or not, is 

potentially useful.

4. defining the place/time and pace of learning

a) The learner needs to know that for every learner certain conditions of learning are more suitable 

than others.

b) He needs to be able to determine those circumstances in which he works best.

c) He needs to know that the pace of learning varies according to the content and type of learning 

and he has to be able to vary it as and when necessary.

5. evaluating what has been learnt

a) The learner needs to know that self-assessment is both necessary and sufficient.

b) He needs to be able to determine his own personal evaluation aiteria.

c) He needs to know that his evaluation thresholds can vary according to the particular aspect of 

performance which is being evaluated, the time when the evaluation was carried out, etc.

d) He needs to know how to keep a record of earlier evaluations so that his progress can be 

measured, etc. (Holec 1985a, pp.180-182)
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Holec obviously had an image of fully fledged learner autonomy in mind. Developing learners, not 

just young ones but adults as well, cannot be expected to have all these pieces of knowledge. 

Setting the objective of learners acquiring all the pieces above in any near future would probably be 

wrong. It might help, however, to have a picture of fully fledged autonomy as a map for the long 

journey of developing second language learner autonomy.

Holec warns that the list is "by no means exhaustive" (ibid, p. 180), and it would probably be 

impossible to develop a complete list of items anyway because language learning is such a complex 

endeavour. His list cannot be criticized for any serious omissions, but it seems to have at least two 

shortcomings in terms of its overall structure. One is the organization of items. Holec's list follows a 

chronological order of planning and evaluating one's learning and only implies certain kinds of 

knowledge that are necessary for practising learner autonomy. For example, 2d, 4b, and 4c in the 

list all imply that the learner needs to know what kind of language learner they are. The 

chronological order may be useful if the list is used to describe what learners need to do in 

developing their own courses in self-directed learning, but it may not necessarily be so for thinking 

about what sort of knowledge needs to be worked on in supporting learner autonomy in broader 

contexts. I would reorganize Holec's list as follows^:

‘ Knowing about learner autonomy (5a)

‘ Knowing why one is learning a particular second language (1a, 2c, 3d, 5b, 5c)

‘ Knowing the nature of language and language use (1b, 1c, 2a, 2c, 5b)

‘ Knowing the nature of language learning (la , 2d, 3b, 3c, 3e, 4a, 4c, 5b, 5c)

‘ Knowing about options concerning the content (language) of learning (la , 1e, If, 2a, 2b, 2c, 2d, 

3a)

‘ Knowing about options concerning the process of learning (all items from 3b to 4c)

‘ Knowing what the necessary material and human resources are, where they are available, and how 

they can be used (2a, 2b, 3a, 3d)

‘ Knowing what kind of language learner one is and how one learns (2d, 4b, 4c)

‘ Knowing how the outcome of learning can be evaluated (5b, 5c, 5d)

The other shortcoming is that there seems to be at least one missing category, which concerns 

implementation of learning plans. This can be further broken down into concurrent metacognition 

and affect control. In the next two sub-sections I shall elaborate on these two categories.

7 1 D is not included in my classification. I was not able to determine what it meant. I have 
talked with some learner autonomy researchers about its interpretation, but they were unable to 
help me.
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1-2-5-3. Concurrent metacognition

Concurrent metacognitions are "related to the control processes associated with monitoring the 

current status of the cognitive system" (Hertzog & Dixon 1994, p.229), as opposed to stored 

metacognitions which "refers to information or representations held in permanent, long-term 

memory" (ibid, p.229), and this is what Little (1996, p.204) refers to by metacognitive skills. They 

differ from evaluation in that they have to do with moment-by-moment learning behaviours. 

Suppose a learner works on pronunciation with an LI speaker acting as a resource person. She 

makes a sound and the resource person gives a signal to show that the sound which the learner 

has made is not really what she wants. What the learner has to do then is 1) remember what she did 

with her articulatory organs and 2) try another sound by moving her articulatory organs in a different 

way until she gets a "right on" signal from the resource person. This is a totally different task from 

evaluating one's pronunciation in general terms; satisfactory, passable, or seemingly unintelligible. 

It involves continuous "conscious awareness" (Hertzog and Dixon 1994, p.229) of what one does 

and of reactions to it from the environment.

Whether learning necessarily involves conscious awareness or not has been discussed in the 

context of research into implicit learning in general (Berry & Dienes 1993) and in foreign language 

learning in particular (Ellis 1994). Schmidt (1995), however, extensively reviews the literature and 

examines "the extent to which it is possible to defend the radical proposition that there is no such 

thing as unconscious learning" (ibid, p.6). Schmidt recognizes the unresolved problem of what 

human consciousness is, and deals "separately with what... are the main issues in the conscious 

/unconscious controversy in foreign language learning; intention, attention, noticing, and 

understanding or "recognition of a general principle, rule or pattern" (ibid, p.29). Schmidt 

concludes that attention is required for all learning on the basis that:

1) incidental learning does not necessarily imply that learners did not pay attention to items 

unintentionally learned;

2) divided attention studies show that unattended information is not learned;

3) effect of subliminal perception is only observed with familiar stimuli;

4) detection in the blind area by blind sighted people is limited to simple shapes and familiar 

objects;

5) implicit memory does not necessarily imply that the information was not unattended when 

encountered; and

6) implicit learning of miniature artificial grammar is a matter of gradual accumulation of frequency 

information, rather than an inductive process of abstract rule formation.
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To rephrase Schmidt, no evidence has been put forward that shows learning can occur with no 

attention at all. If at least some part of learning requires attention, then concurrent metacognitions 

should constitute an indispensable part of autonomy as capacity to learn for oneself. Without 

attention and awareness or well developed concurrent metacognition learners' practice of 

autonomy is not likely to produce fruitful learning. Learning will have to be dependent on teaching 

which forces and directs learners' attention, if at all possible, to what they are doing and what they 

should be doing.

1 -2-5-4. Affect and affect control

The definition of affect differs from author to author, but there seems to be an agreement that it is a 

generic label for different kinds of human mental states and dispositions. In this thesis I shall follow 

the classification by Clore & Gasper (2000) which is shown in the table below.

Table 1.1 Object specificity and duration as factors that distinguish affective conditions

Affective conditions

State Disposition

Object Emotion Attitude (Sentiment)

Objectless Mood Temperament

Revised from Clore & Gasper (2000, p. 17)

According to Clore & Gasper (2000, p. 17), "[a]ttributions for affect are constrained by the duration 

of affective conditions and the specificity of their objects". Thus an emotion is associated with a 

specific object and lasts a relatively short period of time, whereas an attitude or sentiment as some 

researchers call it (Frijda & Mesquita 2000, Oatiey 2000) is more enduring. A mood has no specific 

object. It may last longer than an emotion, but not as long as a temperament. All four types of affect 

seem to contribute to the formation, maintenance and change of beliefs (Frijda, Manstead & Bern 

2000). They should therefore be relevant to the development of learner autonomy, but it is too vast 

an area to cover in this sub-section. I shall limit my argument here to the function of emotions in 

carrying out a plan.

Learning and knowing has traditionally been considered as rational cognition, the cause of which 

might be attributed to "divisions of society into more or less rigidly marked-off classes and groups" 

(Dewey 1916, p.323) or genderized mutually exclusive dichotomies prevalent in our thinking
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(Keller 1978, Martin 1994, Code 1991). The problem of the separation of the mind from the 

emotions in education, however, has long been recognized. John Dewey, who convincingly 

refuted a range of problematic dichotomies in education, observed:

"Another current opposition is said to exist between the intellect and the emotions. The 

emotions are conceived to be purely private and personal, having nothing to do with the 

work of pure intelligence in apprehending facts and truths, -- except perhaps the single 

emotion of intellectual curiosity. The intellect is a pure light; the emotions are a disturbing 

heat. The mind turns onward to truth; the emotions turn inward to consideration of personal 

advantage and loss. Thus in education we have that systematic depreciation of interest 

which has been noted, plus the necessity in practice, with most pupils, of recourse to 

extraneous and irrelevant rewards and penalties in order to induce the person who has a 

mind (much as his clothes have a pocket) to apply that mind to the truths to be known." 

(Dewey 1916, pp.335-336)

What Dewey claims here can be interpreted as meaning that the split of the intellect and the 

emotions causes motivational problems, thus making it necessary to force learners to learn.

This claim of Dewey's is supported by recent developments in the study of emotions in cognitive 

psychology. Oatley (1992) offers a comprehensive account of human emotions drawing on a 

variety of fields including literature and philosophy as well as cognitive and clinical psychology. He 

contrasts human action planning with that of computer simulation and observes as follows (ibid, 

p.24):

"most human action has many simultaneous aims but limited resources. It takes place in a 

world that is imperfectly known and in conjunction with other people. Emotions function in 

the management of action when all the consequences of such action cannot be fully 

foreseen."

Oatley (ibid, p.22) defines an emotion as a "mental state of readiness [for an action] based on an 

evaluation [of the probability of achieving an intended goal] with a specific phenomenological 

tone". He agrees with Minsky (1986) in taking the view that a human mind consists of mutually 

independent modules. Modular systems have the merit of facility in sequencing actions, but can 

have a problem of coordination particularly in humans whose cognitive system is not only 

genetically specified but also capable of learning. An emotion, Oatley argues, functions as a signal 

to the whole cognitive system of a change in the probability of achieving an important goal or 

subgoal and set it into readiness to respond to this change.
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Language learning is a long-term project wiiich does not necessarily make constant progress, as is 

learning of any other complex set of skills or body of knowledge. There are also external factors 

which encourage or discourage learners, such as empathetic native speaker friends or boring 

classes. Learners naturally have emotional ups and downs as they learn. Ushioda (1996) has 

convincingly shown that the way learners deal with these ups and downs greatly affects 

maintenance of motivation. Learners also have a life outside the language classroom and concerns 

about things other than language learning. Emotions caused by those non-language-learning 

experiences should influence the process of implementation of a learning plan if emotions have an 

intermodular function as Oatley (1992) suggests. If a learner is to take full control of her learning, 

she needs to know how to manage her emotions related and not directly related with language 

learning. To this end, learners need to:

1) know that learning involves emotions and that there is nothing wrong in having positive or 

negative emotions;

2) know that emotions caused by experiences outside language learning could affect learning;

3) be aware of their emotions;

4) be able to identify the causes of their emotions;

5) be able to appreciate positive emotions and utilize their causes in order to facilitate future 

learning;

6) be able to change factors causing negative emotions, particularly those external to the learner 

herself.

Affect control concerns this kind of knowledge.

1-2-5-5. Knowledge and attitude

In the preceding sub-sections I defined knowledge that is relevant to the practice of learner 

autonomy and have postponed discussion of the role of attitude. In this final sub-section 1 shall try 

to develop an argument that knowledge dissociated from the knower's affect is not likely to be put 

to use in real life situations, thus claiming that attitude, as "affect associated with a mental object" 

(Greenwald 1989b, p.432), towards all items listed in 1-2-5-2 should be included in learners' 

capacity for autonomy.

All kinds of knowledge do not necessarily lead to action. I know that smoking could cause fatal 

disease, but I am not planning to quit smoking in near future. What, then, is a characteristic of 

knowledge that would lead the knower to a certain action? Frijda, Manstead and Bem (2000, p.3)
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point to the fact that "[n]o matter how rational your thoughts about helping the needy may be, you 

need an emotional impulse before you actually volunteer to help" and claim that "emotions are 

prime candidates for turning a thinking being into an actor". They go on to argue as follows (ibid, 

p.4):

"If there is a difference between knowledge and belief that is of psychological significance, it 

is the way in which they vary with respect to preparing the individual to act. To have a belief is 

not so much to claim to have true knowledge as to take a "risk"... and be prepared to take 

action. This implies that beliefs should be more emotion-sensitive than knowledge."

Although Frijda, Manstead and Bem use the term emotion, affect which triggers actions is not 

limited to emotion. Frijda & Mesquita (2000, p.55) describe sentiments as follows:

"They consist of the latent representation of some object as being relevant to one's 

concerns, and as suggesting what kind of action might be desirable in relation to them. In 

emotion, a perception takes the place of a latent representation or a mere thought, and 

action readiness that of the knowledge of what action might be desirable. Sentiments turn 

into actual emotions when their objects are encountered with sufficient urgency or 

proximity."

Sentiments are formed for a variety of reasons. Thus someone who has made choices about their 

learning and experienced happiness because they succeeded in learning may have a positive 

sentiment about learner autonomy and try to exercise their autonomy again in their future learning. 

Someone who has witnessed their significant other(s) practising their autonomy may also have a 

positive sentiment and try to exercise their autonomy themselves. By the same token each of the 

remaining ten components of knowledge concerning learner autonomy is more likely to be put to 

use if associated with sentiments. Therefore sentiments, or "attitudes towards what touches upon 

one's concerns" (ibid, p.56), should be regarded as part of learner autonomy as a capacity.

1-3. Conclusion of this chapter

To sum up then I would argue that the capacity for second language learner autonomy can be 

broken down into ten knowledge components and affect associated with each component. I do not 

necessarily believe, however, that these items can be developed separately and that adding up the 

fully developed itemized abilities would make a good autonomous learner. Itemization is only for 

facilitating our conceptual understanding, and those items must be organically related in reality. A 

change in one area is likely to influence other areas. Working on one area at the expense of the
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others may not be as effective as a holistic approach. Another point to keep in mind is that the 

evaluation of learner autonomy should not be done solely by the amount of knowledge a learner 

has. Learners who do not have all this knowledge may still feel autonomous if they know that 

assistance will be available when needed and their wishes and aspirations will be respected 

(Nedelsky 1989, Aoki 1999). Learners' feelings of autonomy can be a criterion. In the chapter that 

follows I shall review the literature on teachers' role in the development of learner autonomy and 

examine the assumption which many current teacher education programmes hold that teacher 

autonomy based on reflective practice will lead to the development of teachers' capacity to support 

learner autonomy.
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Chapter 2 Teacher roles and teacher development

In the previous chapter I summarized some of the discrepancies among definitions of learner 

autonomy by its major proponents and elaborated my own interpretation of what learner autonomy 

is. in so doing I implied that second language learner autonomy is by no means innate and that it 

has to be developed and maintained by conscious effort. I also claimed that teachers and 

educational institutions are responsible for creating an optimal environment for developing 

autonomy in learners. In this chapter I shall review literature on what teachers' roles might be in the 

development of second language learner autonomy. I shall then review the literature on how 

second language teacher education might prepare teachers to assume those roles and examine 

the problems concerning the widely held assumption that development of teacher autonomy 

through reflective practice will achieve the aim. Drawing on research in teacher education in other 

subject areas, I shall claim that teachers develop their professional capacity and attitude over a long 

period of time and that researchers in second language teacher education might have to go 

beyond teacher education programmes and look into teachers' lives in order to understand the 

process by which teachers develop and change their understanding of and attitude towards learner 

autonomy.

2-1. Teacher's role in fostering learner autonomy

Many researchers and practitioners of learner autonomy seem to agree that learner autonomy 

develops by practising it. Little (2000, p. 15) argues as follows:

"The capacities that make up behavioural autonomy are procedural, which means that they 

can be developed only experientially, that is, through practice. You can no more become an 

autonomous language learner-user by being told how to do it than you can learn to ride a 

bicycle simply from written instructions."

We cannot, however, simply hand over the decision-making power to learners and expect them to 

exercise it as Little (1991, 1995) himself has pointed out. Teachers may tend to underestimate 

leamers' capacity to make choices, but it is also true that every learner is not necessarily willing to 

make all necessary decisions nor able to do so from the outset. Learners need support to develop 

their own autonomy. According to Benson (2001), approaches to the task of fostering second 

language learner autonomy can be grouped into six types; resource-based, technology-based, 

learner-based, classroom-based, curriculum-based and teacher-based. He notes, however, that 

"[i]n practice, approaches are often combined, sometimes in eclectic ways. Although claims are 

often made for the particular effectiveness of one approach over others, most researchers and
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practitioners would accept that they are interdependent" (ibid, p.111). Indeed all of these 

approaches except the technology-based one presuppose teacher or counsellor involvement in 

learning processes for a successful implementation, which makes the teacher-based approach 

relevant to the other approaches. Even with the technology-based approach learners may "require 

a degree of autonomy in advance in order to use new technology effectively" (ibid: 140) and 

teachers may have a role to play for a better use of technology.

Teachers' role in the development of learner autonomy is generally considered as that of facilitator, 

counsellor or resource (Voller 1997). According to Voller's summary of the literature, both 

facilitators and counsellors provide psycho-social and technical support, the difference between 

the two being that the former mostly work with groups and the latter in one-to-one situations. The 

concept of psycho-social support and technical support was originally put forward by Holec 

(1985a). Voller (1997, p. 102) summarizes several writers' lists as follows;

"The psycho-social features listed by these writers include:

* the personal qualities of the facilitator (being caring, supportive, patient, tolerant, 

empathetic, open, non-judgmental);

* a capacity for motivating learners (encouraging commitment, dispersing uncertainty, 

helping learners to overcome obstacles, being prepared to enter into a dialogue with 

learners, avoiding manipulation, objectifying or interfering with, in other words, controlling 

them);

* an ability to raise learners' awareness (to 'discondition' them from preconceptions about 

learner and teacher roles, to help them perceive the utility of, or necessity for, independent 

learning).

... The list [of technical support] includes:

* helping learners to plan and carry out their independent language learning by means of 

needs analysis (both learning and language needs), objective setting (both short- and 

longer-term, achievable), work planning, selecting materials, and organizing interactions;

* helping learners evaluate themselves (assessing initial proficiency, monitoring progress, 

and self- and peer-assessment);

* helping learners to acquire the skills and knowledge needed to implement the above (by 

raising their awareness of language and learning, by providing learner training to help them 

identify learning styles and appropriate learning strategies)."
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The idea of the teacher as a resource is not as straightforward as the preceding two. in one sense a 

teacher can be seen as "a talking encyclopedia or a talking catalogue" (ibid, p. 105). In another it 

could, Voller (ibid) warns, imply that teachers are the knowers or the experts and be used as a way 

of maintaining unequal power relations between teachers and learners.

Breen & Mann (1997), in discussing learner autonomy in a classroom, list "deeper" (ibid, p.145) 

teacher attributes and explicit actions as necessary to "create space for learners to exercise their 

autonomy" (ibid, p. 145). Their argument can be summarized as follows:

Teacher attributes

* Self awareness of one's own learner autonomy, one's actions and interactions with learners in 

classroom and the relationship between the two;

* Belief and trust in each learner's capacity to learn and to assert their own autonomy;

* Desire to foster learner autonomy and willingness to live through the consequences of this 

position.

Classroom actions

* Being a resource for learners' on-going and emerging needs and keeping a balance between 

being a resource and guide;

* Decision sharing with learners as an equal partner;

* Facilitating collaborative evaluation between a teacher and learners and among learners, 

respecting learners' own criteria for success while mediating one's knowledge of language and its 

use through external syllabus or curriculum;

‘ Managing the risks to mediate between individual learners' learning agenda and the group 

process and "to go through the disorienting but developmental phase of 'anarchy'" (ibid, p. 147);

* "Being a patient opportunist" (ibid, p. 148) to deal with individual differences in the degree of 

autonomy among learners and possible reversion to more dependance in some learners.

Under classroom action Breen & Mann (ibid, p. 148) also list "getting support", which concerns 

teachers getting the same kind of support they are offering to learners from their colleagues, but, 

strictly speaking, this is not a classroom action. As I shall discuss support for teachers in the next 

section, I put this item aside here.

Aoki (1999, 2001 a) also discusses the teacher's roles mainly in the classroom. She defines the 

teacher's role in the development of the capacity for making choices concerning one's own 

learning as providing scaffolding in the area(s) where learners have not developed necessary 

knowledge, skill(s) and/or affective disposition without impairing their feeling of being autonomous.
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To that end, Aoki claims, teachers might need to be able to do the following:

* Trust learners;

* Create a psychologically safe learning environment;

* Provide choices;

* Leave room for negotiation with learners;

* Allow voice to learners;

* Provide information;

* Articulate the rationale of their decisions made on behalf of learners so that those decisions are 

transparent to the eyes of learners;

* Stimulate and support reflection on cognitive, affective and social aspects of learning.

All the authors mentioned above directly or indirectly suggest that learning to foster second 

language learner autonomy involves much more than acquiring a new set of knowledge/skills. It 

demands of teachers, they seem to agree, personal development and commitment to a particular 

kind of educational ideal which could involve a Copernican turn in their view of teaching if they have 

been immersed in a traditional form of education. If that is what is required, teacher education 

aiming to produce teachers capable of fostering learner autonomy should do more than provide 

teachers with information and expect them to apply it in their practice. In the next section I shall 

review how second language teacher educators have approached the task of educating pro

autonomy teachers.

2-2. Claims made so far

Theorists of second language learner autonomy have claimed that teacher education needs to 

provide teachers with opportunities to experience autonomy-oriented learning arrangements in 

order to develop in teachers the capacity to support their learners' autonomy. As early as 1985 

Holec pointed out the need for a change in teacher education systems.

"... the teacher, like the learner, has to modify his [sic] conception of the teacher's role, which 

means that he too is susceptible to the psycho-social problems which such a change brings 

about: just as the learner has to learn to learn, so the teacher has to learn to help the learner 

to learn, and this brings us to the institutional problem of teacher-training." (Holec 1985a,

p.186)

More recently Little (1995) has claimed the same kind of need on the ground that the teacher, 

however closely she may try to follow a prescribed curriculum, can only teach according to her own
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interpretation of it and that successful teachers have always been autonomous in the sense that 

they have a strong sense of responsibility and exercise a high degree of control of their teaching 

process through reflection and analysis. Little argues as follows;

"Language learners are more likely to operate as independent flexible users of their target 

language if their classroom experience has already pushed them in this direction; by the 

same token, language teachers are more likely to succeed in promoting learner autonomy if 

their own education has encouraged them to be autonomous." (Little 1995, p. 180)

The forerunner of second language teacher education schemes which emphasize teachers' active 

involvement might be Breen et al. (1989). They offer an account of an in-service teacher training 

project which extended over a period of eight years and describe how it developed through the 

phases of transmission, problem solving, and classroom decision making and investigation. One of 

the deductions the authors draw from their experience is:

"An in-service training course or programme is likely to be most useful if it grows directly out 

of the experiences, assumptions and perceived problems of the trainees. This implies that 

trainers need to be prepared to devote the initial part of any training to a variety of modes of 

bringing such experiences, assumptions and problems out in the open. Trainers will also 

need to consider how the process of reflecting on these matters will be undertaken by the 

trainees." (Breen et al. 1989, p.134)

Reports of teacher development schemes which specifically concern learner autonomy, however, 

have only been published in the past several years. A common thread in these reports is the 

assumption that teachers develop the capacity to support learner autonomy through reflective 

practice aiming at teacher autonomy. Huttunen (1997) summarizes twenty three reports of both 

initial and in-service teacher education projects which were submitted to the Council of Europe and 

observes that these projects regarded the teacher as "the developer of his/her own work" (ibid, 

p.48) and that they took a reflective experiential approach as a tool for "the development of 

insightful teaching" (ibid, p.48). Huttunen is basically positive about the outcome of these projects 

in her conclusion and states that the reported initial teacher education projects "supported the 

student teachers' growth as teachers and gave them tools for further development" (ibid, p.50) and 

that long-term in-service education projects based on the idea of research and development seem 

to be a profitable way to foster teaching to learn (ibid, p.54).

Riley (1997), based on his and his colleagues' practice at C.R.A.P.E.L., claims that counsellor 

training for self-access language learning should involve three aspects; academic, practical, and
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counselling. The academic aspect concerns specialized knowledge of language and language 

learning and Riley emphasizes the importance of relating this knowledge to topics such as self- 

access and self-directed learning. The practical aspect is about knowledge of the particular self- 

access system in which each counsellor is to work. The counselling aspect deals directly with 

counselling skills, and the techniques used at C.R.A.P.E.L. to develop these skills are hospitation, 

self-directed learning of a foreign language, sharing and discussion, critical analysis of recordings, 

guidance manuals, listening exercises, and research. Riley stresses the importance of experiential 

reflective learning by stating that "the whole thrust of a counsellor-training programme of any kind 

will be to provide conditions in which the trainees will gain and critically reflect on relevant 

experience" (ibid, p.131).

Vieira (1999, 2000) reports on an in-service teacher training programme which was designed on 

the assumption that "reflective teaching and learner autonomy are perhaps like the two sides of the 

same coin; you cannot have one without the other" (Vieira 1999, p. 151). She claims that the idea of 

learner autonomy, which was new to the teachers at the beginning of the project, became the 

focus of the teachers' reflection and action in the process of their collaborative action research. Her 

project, however, consists of three stages, and of thirty teachers who participated in the first stage 

only thirteen volunteered to engage in the second and third stages. The reason for this decrease 

in number is not given in her reports.

Moreira, Vieira & Marques (1999) report a pre-service teacher education project with the same 

assumption as Vieira (1999, 2000) and claim that, in spite of the constraints the authors recognize, 

the project instigated the changes in student teachers on three levels, belief and attitude, concept, 

and procedure, and that the "student teachers perceived the overall project as extremely relevant" 

(Moreira, Vieira & Marques 1999, p. 17).

Thavenius (1999) narrates her experience of learning to help her learners to develop learner 

autonomy and also one of trying to help teachers develop the capacity to support learner autonomy 

as an in-service teacher educator. She emphasizes the importance of teacher awareness training 

by encouraging continuous reflection. She contends that developing learner autonomy is "not just 

a matter of changing teaching techniques, it is a matter of changing teacher personality" (ibid, 

p. 159). She recognizes, however, that developing teacher awareness is a long process and that it 

requires more than a short-term in-service course, which is often the only opportunity to provide 

teachers with support for their development in her context of work.

McGrath (2000) analyses the difficulty some teachers experience in in-service programmes where 

an action research project forms a compulsory element and speculates that cultural conditioning
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and unnegotiable constraints in teachers' work context might be among the reasons for the 

difficulty. He sees adopting an evaluative stance towards learning materials, which stimulates "the 

kind of critical thinking that may ultimately lead to more fully developed forms of teacher autonomy" 

(ibid, p.110), as the first step towards fully developed teacher autonomy and reports a successful 

implementation of such an idea, although how teachers might proceed beyond the first step is not 

discussed.

Although I never deny the value of reflection in learning, it also has some limitations as some of the 

, authors of the above mentioned reports are explicitly aware. It is not clear to what extent or in which 

area(s) those teacher education programmes were successful in developing the personal quality 

and explicit actions in teachers that have been suggested by Voller (1997), Breen & Mann (1997) 

and Aoki (1999, 2001a). In the next section I shall scrutinize the assumption that reflective practice 

aiming at teacher autonomy will develop teachers' capacity to support learner autonomy.

2-3. Problems

In the previous section I summarized the work of second language teacher educators who operate 

on the assumption that reflective practice aiming at teacher autonomy will lead to the development 

of teachers' capacity to support learner autonomy. One problem common to many writings on 

second language teacher education specifically focused on learner autonomy is that they treat 

teacher autonomy, reflective practice and action research almost as synonymous and assume that 

one or more of these elements will necessarily lead to the development of teachers' capacity to 

support learner autonomy. Each term needs to be defined separately and the relationships among 

the four concepts need to be sorted out. In this section I shall first review the literature on reflective 

practice and action research both in and outside second language teacher education, then 

examine the concept of teacher autonomy in its three aspects; freedom, responsibility, and 

capacity. In so doing I shall try to clarify the relationship among the three terms and their relationship 

with teachers' capacity to support learner autonomy, but this effort raises a new set of questions. 

Finally I shall make a claim that we need to look beyond a single teacher education project in order 

to understand how teachers develop their capacity to support learner autonomy.

2-3-1. Reflective practice and action research

The idea of reflection originated in Dewey (1910/1933), but it was only the late 1980s that it 

became a focus of teacher education. It actually became a buzz word and, as with any other buzz 

word, it has developed multiple meanings. Zeichner (1994, p.9) points out that "[ujnderlying the 

apparent similarity among those who embrace the slogans of reflective practice are vast differences
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in perspectives about teaciiing, learning, schooling, and the social order." Analysing different 

perspectives which different proponents of reflective practice hold is beyond the scope of this 

thesis. In this section I shall bear with Schon (1983) who seems to have had a direct influence on 

the current interest in reflective practice in second language teacher education and explore how 

the idea of reflective practice might or might not be related with action research, teacher autonomy 

and learner autonomy.

Schon (ibid) attributes the growing public distrust in professionals' effectiveness and morals and 

the crisis of confidence among professionals themselves in American society in the 1970s and 

early 1980s to the prevalent positivist epistemology. Positivist epistemology of practice, Schon 

argues, is unable to deal with the uncertainty, complexity, instability, uniqueness and value conflict 

which professionals face in their daily practice. By studying professionals in a variety of fields Schon 

(ibid) finds that professional practice is largely based on tacit knowledge, or knowing-in-action, and 

that practitioners reflect on their tacit knowledge mostly when they encounter with some surprise, 

be it an unwanted result or an unexpected success. Schon calls this latter behaviour reflection-in- 

action. This reality of professional practice puts practitioners bound by positivist epistemology in 

the dilemma of "rigor or relevance" (ibid, p.42). Many practitioners resolve the dilemma by "cutting 

the situation to fit professional knowledge" (ibid, p.44). But it obviously does not solve the original 

problem itself.

The recognition of reflection-in-action frees practitioners from the traditional hierarchy in the 

academy where basic science comes at the top, applied science in the middle, and "concrete 

problem solving" (ibid, p.24) at the bottom. Practitioners are viewed not as consumers of 

knowledge produced by the hierarchs in the academy but as producers of knowledge relevant to 

their own practice. Reflection-in-action also frees practitioners from the positivist paradigm 

prevalent in the academy, thus enabling them to articulate their thought and describe their action in 

a way that is more in accord with their perception. In the sense that reflection-in-action frees 

teachers from the academic hierarchy and positivist epistemology, it can be related to teacher 

autonomy.

Reflective practice involves a change in the relationship between a professional and a client. Schdn 

summarizes his argument in two tables below.
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Table 2.1 Satisfaction and demands for competence for experts and reflective practitioners

Expert

I am presumed to know, and must claim to do 
so, regardless of my own uncertainty.

Keep my distance from the client, and hold 
onto the expert's role. Give the client a sense 
of my expertise, but convey a feeling of warmth 
and sympathy as a "sweetener."

Look for deference and status in the client's 
response to my professional persona.

Reflective Practitioner

I am presumed to know, but I am not the only 
one in the situation to have relevant and 
important knowledge. My uncertainties may be 
a source of learning for me and for them.

Seek out connections to the client's thoughts 
and feelings. Allow his respect for my 
knowledge to emerge from his discovery of it in 
the situation.

Look for the sense of freedom and of real 
connection to the client, as a consequence of 
no longer needing to maintain a professional 
facade.

(Schon 1983, p.300)

Table 2.2 Clietnts' competences and satisfactions in traditional and reflective contracts

Traditional Contract

I put myself into the professional's hand and, in 
doing this, I gain a sense of security based on 
faith.

I have the comfort of being in good hands. I 
need only comply with his advice and all will be 
well.

I am pleased to be served by the best person 
available.

Reflective Contract

1 join with the professional in making sense of 
my case, and in doing this I gain a sense of 
increased involvement and action.

I can exercise some control over the situation. I 
am not wholly dependent on him, he is also 
dependent on information and action that only I 
can undertake.

I am pleased to be able to test my judgments 
about his competence. I enjoy the excitement 
of discovery about his knowledge, about the 
phenomena of his practice, and about myself.

(Schon 1983, p.302)

Determining whether the professional-client relationship in reflective practice implies autonomy on 

the part of client needs some discussion. Schon himself is critical about the tradition of radical 

criticism "most dramatically, but perhaps not most rigorously, represented by Ivan lllich" (ibid, 

p.288). Schon claims that neither of their strategies to demystify professional knowledge -- 

educating professionals who work in the interests of the clients or having citizen-practitioners take
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over from professional experts -- guarantees their intended result. He argues as follows:

"... radical critique cannot substitute for (though it may provoke) the qualified professional's 

critical self-reflection. Unreflective practitioners are equally limited and destructive whether 

they label themselves as professionals or counterprofessionals." (ibid, p.290)

Underlying this claim is Schon's assumption that "professionals do know something worth 

knowing" (ibid, p.289) and that it can be "inherently describable and, at least in some measure, 

understandable by others" (ibid, p.289). A client in contract with a reflective practitioner tries to 

understand the practitioner's professional knowledge through reflective conversation with a 

practitioner, therefore may acquire some of the practitioner's knowledge, but it is not assumed that 

a client will be and needs to become able to conduct all her business without the help of 

professional practitioners. Schon (ibid, p.302) describes the client's role as follows;

"In short, the competent client should really function in many ways as a reflective practitioner. 

He [sic] need not pretend to take matters into his own hands (like the "lay physician" or 

"citizen planner"), but he should cultivate competence in reflective conversation with the 

professional, stimulating him to reflect on his own knowledge-in-practice."

If the ultimate aim of fostering learner autonomy is preparing learners to learn without the help of 

teachers, reflective practice as conceived by Schon would not do the job. Schon's criticism against 

radical critique does not apply to the practice of developing learner autonomy because we are not 

trying to leave the business of second language teaching in the hands of "lay teachers" and 

because we have abundant evidence that a second language can be acquired without any formal 

instruction. It is, however, very hard to argue that teachers can help learners develop learner 

autonomy without reflective practice. It may be considered, therefore, a necessary but not a 

sufficient condition for the development of teachers' capacity to support learner autonomy.

Although reflection-in-action has some similarities across professional fields, it differs within and 

across fields in the following four elements, which Schon calls "constants" (ibid, p.270):

"- the media, languages, and repertoires that practitioners use to describe reality and 

conduct experiments

- the appreciative systems they bring to problem setting, to the evaluation of inquiry, and to 

reflective conversation

- the overarching theories by which they make sense of phenomena

- the role frames within which they set their tasks and through which they bound their
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institutional settings" (ibid, p.270)

Objects of reflection-in-action are also very varied. Schon observes as follows (ibid, p.62);

"When a practitioner reflects in and on his [sic] practice, the possible objects of his reflection 

are as varied as the kinds of phenomena before him and the systems of knowing-in-practice 

which he brings to them. He may reflect on the tacit norms and appreciations which underlie 

a judgment, or on the strategies and theories implicit in a pattern of behavior. He may reflect 

on the feeling for a situation which has led him to adopt a particular course of action, on the 

way in which he has framed the problem he is trying to solve, or on the role he has 

constructed for himself within a larger institutional context."

The combination of these factors yields hundreds of different forms of reflection. Whether every 

form of reflection is equally conductive to the development of teachers' capacity to support the 

development of learner autonomy is questionable. Zeichner (1994) has an interesting point related 

to this matter. He identifies five major traditions of reflective practice in North America; academic, 

social-efficiency, developmental, social-reconstructionist, and generic. While all traditions 

encourage one form of reflection or another, they differ greatly in their orientation. Zeichner claims 

thus:

"We need to focus on what kind of reflection teachers are engaging in, on what it is teachers 

are reflecting about, and on how they are going about it. The analytic frameworks that I have 

alluded to in this chapter provide different answers to how we should think about these 

differences, but they all recognize that reflective teaching is not necessarily good teaching. 

All of the researchers who developed these lenses for viewing reflective practice, with the 

exception of the advocates of generic reflection, recognize that under some circumstances, 

more reflection may actually legitimate and strengthen practices which are harmful to 

students." (Zeichner 1994, p. 18)

It is, therefore, crucial to describe what forms of reflection are encouraged and/or actually engaged 

in in order to claim the effectiveness of teachers' reflective practice in general and its impact on the 

development of teachers' capacity to support learner autonomy in particular. I shall return to this 

point when I discuss the relationship among reflection, teacher autonomy and teachers' capacity to 

support learner autonomy.

In the field of second language teacher education Wallace (1991) seems to have been the first to 

devote an entire volume to teachers' reflective practice. He suggests three models of professional

45



education, the craft model, the applied science model and the reflective model, and claims the 

suitability of the reflective model for contemporary teacher education on the ground that the craft 

model is basically conservative and cannot accommodate the needs of the ever-changing 

situations teachers find themselves in over the course of their career, and that the applied science 

model separates researchers from practitioners leading to mutual contempt and antipathy and 

cannot solve problems teachers face in their daily practice anyway. The reflective model, Wallace 

(ibid) contends, can integrate in teachers' practical competence knowledge received from 

academic disciplines and knowledge gained through experience, thus enabling teachers to update 

their expertise according to the change in the field and their environment. This view has been 

widely accepted by second language teacher educators (Richards & Lockhart 1994, Richards 

1998, Roberts 1998, Trappes-Lomax & tvlcGrath 1999) and has resulted in the popularity of 

teachers' action research (Nunan 1993, Wallace 1998, Burns 1999, James 2001).

According to Bryant (1996, p.107), the origins of action research are "wartime operational research 

and the post-war development of Kurt Lewin's (1948) theories of change agency in formal 

organizations". Theorists of action research agree that it is a form of research conducted by 

practitioners in the place of their practice, but that seems to be as far as their agreement goes. The 

details of their description of and claims for action research vary greatly. The relationship between 

reflective practice and action research is also problematic. Bryant (1996) examines some major 

proponents' (Cohen & Manion 1985, Carr & Kemmis 1986, Kemmis 1993, Winter 1989) stance in 

relationship to the positivist paradigm, their view of the aim of action research, and their view of 

reflection. His findings can be summarised as follows;

Cohen & Manion (1985)

Stance towards positivism

Action research utilizes the scientific method, but Interprets it loosely.

Neutral detached stance is required.

Action research relies on empirical data.

Action research is not generalizable, and its validity is problematic.

Aim

Improvement of practice by changing teachers' attitude and behaviour 

Reflection

No reference to reflection

Carr & Kemmis (1986) and Kemmis (1993)

Stance towards positivism

Investigative techniques are eclectic. The interpretative, case study approach is most
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often used, but empirical analytic studies are also possible.

Aim

Three variants

Technical action research

Concerned with efficiency and effectiveness of practice 

Practical action research

Concerned with improvement of the understanding of the practice by its 

practitioner 

Emancipatory action research

Concerned with the improvement of the situation in which the practice 

takes place, i.e. all parties involved take responsibility for their own 

emancipation

Reflection

An essential component of the action research cycle of planning, acting, observing, 

and reflecting.

No theory of reflection

W inter (1989)

Stance towards positivism

Action research is not an inferior version of scientific research.

Aim

Practitioner development which results in changes in practice 

Assertion of the ideal of a creative and involved citizenry 

Reflection

Also an essential component of action research cycle

The process of reflection is different from the logic of natural science.

Writers on action research in second language teaching use a synthesis of those and other writers' 

definitions. Burns (1999, p .31) observes as follows:

"In broad terms, then, action research applies a systematic process of investigating practical 

issues or concerns which arise within a particular social context. This process is undertaken 

with a view to involving the collaboration of the participants in that context in order to provide 

evidence that can point to change."

Wallace (1998, p.4) defines action research as "a way of reflecting on your teaching ... by 

systematically collecting data on your everyday practice and analysing it in order to come to some
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decisions about what your future practice should be."

James (2001, p.15) prefers Ebbutt's (1985) and Halsey's (1972) definitions and says this:

"Key terms here for my own understanding of investigating include: 'systematic', 'improve 

educational practice', 'groups of participants', 'practical actions', 'small scale', 'real world',..."

Paraphrased, James' (ibid) definition of action research may be stated as a small-scale systematic 

investigation of practical actions in the real world by a group of teachers and teacher educators'' 

with a view to improve their educational practice.

Much of the literature on action research in second language education is problematic in the light of 

teacher autonomy and the development of teachers' capacity to support learner autonomy. First, it 

does not specify whether and how their version of action research allows learner participation. 

Learner autonomy as I described in Chapter 1 indicates the possibility of learners trying to change 

the situation they find themselves in. Therefore action research, if it is ever to contribute to the 

development of learner autonomy, needs to be of the kind that allows teachers' and learners' 

collaborative effort to change the situation and view learners as active participants in the research 

rather than its objects. Second, many of the research topic examples offered in the literature focus 

on the solution of classroom problems. By focusing on problems the value of success as a trigger 

for reflection may be undermined. Some problems are structural and difficult to solve only by 

working on classroom factors. Focusing on classroom problems could disempower teachers by 

making them believe that they are incompetent because there are problems which they cannot 

solve while precluding their attention from being directed towards factors outside the classroom. 

Zeichner (1994, p.18) makes the point as follows:

"... although reflection has been touted as a vehicle for the further professionalization of 

teachers, it has in practice, actually served to limit the status of teachers and their role in the 

process of educational reform by doing such things as limiting the focus of teachers' 

reflection to thinking about the means to implement educational ends determined by others 

removed from the classroom. Teachers have also been encouraged for the most part, to 

focus their reflections inwardly at their own teaching and on their students to the neglect of 

any consideration of the social conditions of schooling that influence their work in the 

classroom. This individualist bias makes it less likely that teachers will be able to confront and

1 James refers to colleagues and trainers as the teacher's collaborators in his elaboration of 
those key terms. Who exactly "participants" are is not stated.
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transform those structural aspects of their work which hinder their accomplishment of their 

educational mission."

Third, most literature on action research in second language education is ambivalent in its stance 

towards the positivist paradigm. As I have argued earlier, the academic hierarchy and positivist 

paradigm prevalent in the academy limit teacher autonomy. If teacher autonomy is a prerequisite for 

the development of learner autonomy and if action research is to contribute to the development of 

teacher autonomy, action research needs to be conceived not as an inferior version of scientific 

research or just another way of research which can satisfy the aiteria of good scientific research, 

but as an alternative to scientific research which can compensate for its shortcomings. Carr (1995, 

pp.105-106) expresses his concern with this issue as follows:

"... although action research offers itself as a radical alternative to positivism, there are some 

disturbing similarities between the two. For example, action research retains positivism's 

distrust of philosophy. It does so not in the obvious sense of displaying an open hostility to 

philosophical theories, but in the less obvious sense of conforming to the positivist axiom 

that 'research' is a systematic and methodical process for acquiring positive knowledge rather 

than a dialogical and reflective process of democratic discussion and philosophical critique."

Carr (ibid) argues that the nineteenth-century positivists developed the methodological strategies 

of systematically collecting data and analyzing them in order to prevent ideology from intruding 

upon social life, but that positivism has since assumed "a central ideological role in maintaining 

dominant forms of social life" (ibid, p. 105). He claims that action researchers' willingness to accept 

the methodological strategies designed to serve the positivists' original intention to exclude 

ideology from research can be attributed to their false assumption that "there can be a 

philosophically uncontested, ahistorical concept of 'research'" (ibid, p.106). This criticism seems to 

me to apply to most literature on action research in second language education. In particular, as 

teachers' knowledge is believed to be narrative (Connelly & Clandinin 1990, Witherell & Noddings 

1991, Carter 1993, Pearson Casanave & Schecter 1997, Johnson & Golombek, 2002), research 

method using narrative such as narrative inquiry (Clandinin & Connelly 2000) and narrative analysis 

(Polkinghorne 1995) should be given a proper recognition. Otherwise teacher autonomy as 

freedom from positivist epistemology will never be possible.

Fourth, most literature on action research in second language education tends to emphasize 

dissemination of research. Schon observes that the practitioners' "intuitive knowing is always richer 

in information than any description of it" (Sch5n 1983, p.276). This gap, however, does not 

necessarily obstruct reflection-in-action. Schon claims as follows (ibid, p.277):
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"Reflection-in-action does not depend on a description of intuitive knowing tiiat is complete 

or faithful to internal representation. Although some descriptions are more appropriate to 

reflection-in-action than others, descriptions that are not very good may be good enough to 

enable an inquirer to criticize and restructure his intuitive understandings so as to produce 

new actions that improve the situation or trigger a reframing of the problem."

Schon (ibid) also recognizes that reflection can be done non-verbally. Some educational 

researchers actually find artistic expression an alternative medium for reflection (Cole & Knowles 

2000, 2001). This implies that encouraging practitioners to write a report of their action research 

may have a negative effect, particularly when they are required to write in a way that conforms to the 

style of formal research paper.

Time is another factor that makes dissemination of knowledge problematic. Because writing a report 

requires time specially allocated to it, emphasizing the dissemination of research results runs the 

risk of making action research an impossible task for some teachers. Aoki (2002a) points out that 

some teachers have hardly any time to carry out action research and warns that "we should not 

make teacher development into a commodity which only privileged teachers can afford." There is 

also a possibility that writing a report may be done at the expense of time for reflection. Schon 

(1987) reports on his practice of educating reflective practitioners and raises an issue of balancing 

the amount of knowledge and skills a curriculum expects students to acquire and the time for 

students' reflection. Schon admits that he and his colleagues had to cut back on readings, 

assignments and requirements in order to alleviate the students' feeling of pressure that they had 

no time for reflection. Although Schon recognizes the possibility that the sense of overload might 

have been the students' own making, he concludes the discussion as follows:

"... it remains to be seen whether, through a curriculum design based on a better 

understanding of conflicting demands, we can achieve, at least at threshold level, conditions 

essential both to a coherent professional curriculum and to a reflective practicum. We may be 

led to a positive view if we focus -  as we have been trying in recent years to do -  on timing, 

pace, and direction." (ibid, p.342)

Schon distinguishes reflection-in-action from reflective research. In terms of reflection-in-action he 

contends as follows:

"... research is an activity of practitioners. It is triggered by features of the practice situation, 

undertaken on the spot, and immediately linked to action. There is no question of
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'exchange' between research and practice or of 'implementation' of research results, when 

the frame- or theory-testing experiments of the practitioner at the same time transform the 

practice situation. Here the exchange between research and practice is immediate, and 

reflection-in-action is its own implementation." (Schon 1983, pp.308-309)

Although the time frame of reflection-in-action is not necessarily short2, it is not likely that 

practitioners have the time to write a report of their reflection-in-action as they engage in their 

practice. Reflective research "which can be undertaken outside the immediate context of practice 

in order to enhance the practitioner's capacity for reflection-in-action" (ibid, p.309), on the other 

hand, may lead to a research paper. A reflective researcher may take the role of counsellor or 

consultant to a practitioner or the one of participant observer. A practitioner herself may become a 

reflective researcher by "moving in and out of research and practice career" (ibid, p.324). The four 

kinds of reflective research Schon conceives are frame analysis, repertoire-building research, 

research on fundamental methods of inquiry and overarching theories, and research on the 

process of reflection-in-action. Analysing whether different kinds of action research fall into one or 

more of these four categories is beyond the scope of the present thesis, but it is clear that 

reflective practice itself does not necessarily involve disseminating research results.

If teachers' reflective practice is a necessary condition for the development of learner autonomy, if 

reflective practice does not necessarily involve writing a research report, and if writing a report can 

create a conflict with reflective practice timewise, then emphasizing dissemination of knowledge 

may not be a wise strategy to develop teachers' capacity to support learner autonomy. The 

question boils down, then, to whether dissemination of knowledge needs to be an integral part of 

action research. One interesting claim in this respect is Elliott (1991, cited in Bryant 1996). He takes 

the view that action research does not aim to produce knowledge but to improve practice and 

equates action research with Schon's reflective practice.

The association of action research with reflective practice in second language teacher education 

seems to be a political nature rather than a pedagogical or theoretical matter. Freeman (1996, 

p. 186), though his perception of teacher research is much broader than action research, 

distinguishes between "teaching reflectively" and "researching teaching" and states as follows:

"Researching teaching differs from reflective teaching in its necessary commitment to 

discipline, or explicit method used in gathering and analyzing data, and to the fact that this

2 Schon states that the action-present, or "the zone of time in which action still makes a 
difference to the situation" (ibid, p.62), can be anything from seconds to months depending on the 
nature of practice.
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commitment can be publicly told. Telling teacher-research supports both the findings and 

hovj they are arrived at. It raises the fundamental question of who generates knowledge 

about teaching and learning, and how that knowledge makes its way into the public domain. 

As I said in Chapter 1, the principal function of teachers is to do, not to tell. Researchers, on 

the other hand, are tellers; they recognize that private doing, if it is not publicly told, cannot 

create or influence common knowledge. For teachers to adopt a telling orientation toward 

their work means shifting their priorities; it can mean refashioning their ways of telling 

information about teaching and learning." (ibid, p. 187)

Freeman (ibid) recognizes that teachers' knowledge is storied and argues as follows;

"The problem with storied knowledge is one of recognition and status. When asked what it is 

important to know about teaching, most teachers will cite the higher status knowledge that 

comes from academic disciplines. Language teachers, for instance, will refer to applied 

linguistics, teaching methodologies, second language acquisition, cognitive psychology, 

and so on. Many teachers appeal to this knowledge to provide legitimate explanation for 

why, what, and how teaching happens. They will not usually mention the everyday 

knowledge that comes from teaching itself... For these types of understandings to become 

legitimate forms of knowledge about teaching, two things must happen. First, teachers' 

understandings must be arrived at in a disciplined manner; second, they must be valued." 

(ibid, p .187)

Advocating action research, and particularly promoting its publication, can be seen as second 

language teacher educators' struggle to have their and their students' work recognized in the 

academy and professionalize it. 3 Whether this strategy will be effective in achieving its aim and 

whether it will help to improve the quality of second language learning and promote the 

development of second language learner autonomy are debatable.

2-3-2. Teacher autonomy

Teacher autonomy has more than one aspect, as does learner autonomy. In order to simplify my 

argument I shall define teacher autonomy as the freedom, responsibility and capacity to make 

choices concerning one's own teaching on the analogy of learner autonomy as the freedom, 

responsibility and capacity to make choices concerning one's own learning, and discuss each of

3 In fact Wallace (1991) refers to professionalism in teaching in his introductory chapters. For 
a distinction between professionalism and professionalization and forms of professionalism, see 
Hargreaves & Goodson (1996).
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the three aspects of teacher autonomy.

2-3-2-1. Freedom

In order to accommodate learners' wishes and aspirations, teachers ideally need to be free from 

unnecessary constraints. In the previous section I have discussed teachers' freedom from the 

academic hierarchy which gives practitioners the lowest status and dictates their practice and from 

the positivist epistemology prevalent in the academy. I have also discussed teachers' freedom to 

assert their narrative knowledge. In this section I shall discuss other kinds of freedom. Benson 

(2000) lists four categories of constraints on the exercise of autonomy: policy, institutional, 

conceptions of language, and language teaching methodologies. The first two of those constraints 

are fairly clear-cut, although what belongs to policy and what to institutional may vary from one 

educational system to another. Although restrictions such as a state curriculum to be strictly 

followed, prescribed textbooks, and standardized tests and evaluation still leave quite a lot of room 

for teachers to make choices (Lamb 2000), teachers will often find themselves in a conflict between 

what their reflection tells them to do and what they are expected to if restrictions are not negotiable. 

The last two constraints, however, permeate teachers' work. They may come from several different 

sources. One source is academically authorized knowledge, as Benson (ibid) points out. These 

constraints may also be reflected in anything from curricula to the arrangement of classroom 

furniture. And in the sense that each teacher has her own conception of what language and 

language learning are, these constraints could come from colleagues in a situation where strong 

peer pressure is at work.

In addition to Benson's four kinds of constraints there seem to be at least two more kinds of factors 

which affect teachers' freedom. One is workplace micro-culture. By this I mean values, attitudes, 

and behavioural norms shared by people who work in an institution, although there is a grey zone 

between this and Benson's (ibid) institutional constraints on one hand and this and the other kind 

of constraint, teachers' working conditions, on the other. Peer pressure to conform can be a 

serious hindrance to individual teachers' efforts as I have just mentioned. Breen & Mann (1997) 

include the ability to get support from colleagues in the teachers' capacity needed to foster learner 

autonomy. Support, however, may not always be afforded on request. There is the kind of 

institutional culture where it is even difficult to ask for support. Aoki (2001b) reports, on the other 

hand, how an institutional culture might have enhanced her and her students' feeling of autonomy. 

Schon (1983) recognizes some characteristics of organizations, including schools, which enhance 

reflection-in-action. He maintains as follows;

"To the extent that an institution seeks to accommodate to the reflection-in-action of its
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professional members, it must meet several extraordinary conditions. In contrast to the 

normal bureaucratic emphasis on uniform procedures, objective measures of performance, 

and center/periphery systems of control, a reflective institution must place a high priority on 

flexible procedures, differentiated responses, qualitative appreciation of complex 

processes, and decentralized responsibility for judgment and action. In contrast to the 

normal bureaucratic emphasis on technical rationality, a reflective institution must make a 

place for attention to conflicting values and purposes." (ibid, p.338)

The other kind of constraints concerns teachers' working conditions. Reflective practice requires 

teachers to invest quite a lot of time and energy. Supporting each learner's learning process also 

requires time and energy. The number of teaching hours per week, the number of learners in a 

class, and the amount of administrative work required of a teacher are all likely to count in terms of 

how much energy teachers can put into supporting each learner's learning process and reflecting 

on the experience. Another factor concerning teachers' working conditions that affects teacher 

autonomy is the degree of participation allowed for teachers in institutional decision making. 

Kelchtermans (1993), studying Flemish primary school teachers' lives, describes how teachers can 

be discouraged and lose commitment as a result of administrative decisions such as assignment to 

a class which is beyond their control.

The argument so far may suggest that teachers' reflective capacity needs an optimal environment 

for its development and so does teacher autonomy. Emancipatory action research may be effective 

to alleviate these constraints, but it also requires reflelective caoacity on the part of teachers. Here 

we have a chicken-and-egg problem. Although I would emphasize the institutional responsibility to 

provide an optimal environment, it is also true that some teachers and schools manage to find "the 

spaces and opportunities for manoeuver" (Lamb 2000, p. 127) under external constraints while 

others do not. We need to find out what makes this difference before asserting that the 

development of teacher autonomy by reflective practice leads to the development of the capacity 

to support learner autonomy.

2-S-2-2. Responsibility

Teachers need to be free from restrictions and to be active agents in their workplace in order lor 

their teacher autonomy to flourish. They are never entirely free to make their own choices, 

however, because their choices are necessarily constrained by learners' wishes and aspirations. In 

other words, it is the responsibility of pro-autonomy teachers to make choices not in the service of
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their own wishes and aspirations, but in the service of those of their learners."^ To accept this 

responsibility is to make a commitment to a certain kind of educational ideal. Indeed Lamb (2000) 

observes that critical reflection for learner autonomy, which he claims is needed to cope with 

underachievement and disaffection among urban youth in the UK, requires teachers of a high 

degree of commitment. We hardly know how this commitment develops. The fact that published 

action research samples do not show that teacher-researchers are necessarily concerned with 

learner autonomy indicates that engagement in action research does not guarantee its 

development. Vieira (2000, p.233) is aware of this problem and argues that "we should ask what it is 

that teachers should be reflecting about". As long as teachers already know that the idea of learner 

autonomy exists, and they are interested in it and willing to try it out, setting a frame for teachers' 

reflection may not pose any problems. Teachers, however, have their own agenda of 

development, and some may not be concerned so much about learner autonomy. In such cases 

setting the frame could be perceived as imposing a value, whatever good will it is based on. 

Teachers' own agendas must be respected if a teacher education programme advocates teacher 

autonomy as freedom. Starting from where each teacher is, how can the encouragement of 

reflective practice instill the kind of commitment required of teachers to support learner autonomy? 

To my knowledge no reports of teacher education practice have answered this question.

2-3-2-3. Capacity

In their attempt to support learner autonomy teachers need to make moment-by-moment decisions 

according to the needs and wishes of each learner. Teachers, therefore, need to be able to make 

choices and implement the consequences of their choices as they interact with learners. If the 

teachers' role in the development of learner autonomy is "providing scaffolding in the area(s) where 

learners have not developed necessary knowledge, skill(s) and/or affective disposition" (Aoki 

2002b, p113), teachers need to have the kind of knowledge and attitude described in Chapter 1 as 

constituting learner autonomy. Teacher autonomy in this sense is unquestionably a must for the 

development of learner autonomy. However, this capacity alone is not enough. Teachers do not 

just bring their knowledge and attitude to their classroom. They bring their person to the classroom. 

Salmon (1995, p.33), discussing teaching from the perspective of Kelly's (1955) psychology of 

persona! constructs, argues that "if knowledge is essentially a construction, a construction which 

ramifies into what is deeply personal, into the inarticulate as well as the explicit, then in teaching, 

every teacher is doing something unique." Based on their study of Flemish primary teachers' lives, 

Kelchtermans & Vandenberghe (1994, p.47) contend that "[t]he self not only influences the way

^  As I stated in Chapter 1 the focus of the present thesis is on adult second language 
learning. The issue of teachers' responsibility to implement a school curriculum is beyond its scope.
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people perceive concrete working conditions and requirements but also the way people act." In the 

sense that the selt which each teacher holds is unique, teachers are inevitably autonomous in 

acting and interacting in their classroom. But this is not necessarily the kind of autonomy that 

enables teachers to support the autonomy of their learners. As was discussed in the first section of 

this chapter, researchers and teacher educators have offered lists of teacher characteristics 

(personal qualities and pedagogical actions) which are thought to constitute the capacity to support 

learner autonomy. These lists indicate that supporting learner autonomy requires of teachers not 

any kind of self but a particular kind. The lists seem to coincide, at least in part, with the description 

of humanistic teachers referred to in Rogers (1969, 1983) and Rogers & Freiberg (1994). Although 

Rogers himself uses the term autonomy only in passing (Rogers 1961, 1980, 1983), learner 

autonomy can be considered as the outcome, or one of the outcomes, of the person-centred 

approach. Rogers claims that realness, unconditional positive regard and empathic understanding 

are the conditions necessary for teachers to facilitate personal growth (Rogers 1980, pp.115-116). 

Rogers & Freiberg (1994) suggest counselling and interpersonal learning groups as two possible 

ways for teachers to acquire these characteristics. Making it a requirement in teacher education to 

attend counselling sessions or participate in an interpersonal learning group could, however, have 

undesirable effects. Wosket (1999, p.115), for example, expresses her concern about compulsory 

personal counselling in counsellor training: that "some trainees will 'go through the motion' and 

have their minimum number of hours of (costly) therapy at a time determined by their training, which 

may or may not be the time when they are most able, or inclined, to make best use of it". Can 

reflection be a substitute for counselling and interpersonal learning groups as a means of 

promoting teachers' personal development? Related to this question, the distinction between 

reflexive and reflective made by Cole & Knowles (2000) may be worth mentioning. They believe 

that "teaching is an expression of who teachers are as people, that it is imbued with the beliefs, 

values, perspectives, and experiences developed over the course of a teacher's lifetime" and 

explain the difference between reflective inquiry and reflexive inquiry as follows:

"Reflective inquiry \s an ongoing process of examining and refining practice, variously 

focused on the personal, pedagogical, curricular, intellectual, societal, and/or ethical 

contexts associated with professional work, perhaps but not necessarily from a critical 

perspective. Underpinning all such reflective inquiry is the idea that assumptions behind all 

practice are subject to questioning. Reflexive inquiry, on the other hand, is reflective inquiry 

situated within the context of personal histories in order to make connections between 

personal lives and professional careers, and to understand personal (including early) 

influences on professional practice." (ibid, p.2, italics in the original)

Reflective practice, if focused solely on a teacher's current practice situation, is not likely to be
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conductive to the kind of personal development required for the development of the capacity to 

support learner autonomy. Neither is action research. It is not clear, however, what kind of personal 

development reflexive inquiry leads to. Would reflexive inquiry produce the personal qualities 

required to support learner autonomy? What other ways are available to facilitate teachers' personal 

development?

These questions need to be answered before we conclude that we know how pro-autonomy 

teachers can be educated.

2-4. A need for studies of teachers' lives

In the previous section I examined the assumption that reflective practice aimed at developing 

teacher autonomy will lead to the development of teachers' capacity to support learner autonomy in 

terms of three aspects of teacher autonomy; freedom, responsibility and capacity. The questions 

that emerged from the discussion were:

* Why do some teachers and schools manage to find "the spaces and opportunities for 

manoeuver" (Lamb 2000) under external constraints while others do not?

* Starting from where each teacher is, how can encouragement of reflective practice instill in all 

teachers the kind of commitment required to support learner autonomy?

* Can reflection be a substitute for counselling and interpersonal learning groups as a means of 

promoting teachers' personal development?

To answer these questions, we probably have to have a longer perspective than a single teacher 

education programme and look into teachers' lives. It has been known that teachers' teaching is 

influenced by their past experience of being a pupil or student at school (Lortie 1975). Their 

teaching style is also influenced by their family background (Raymond, Butt & Townsend 1992, 

Knowles 1992). Mastery of teaching develops over many years into a teaching career (Huberman 

1992, 1993) and many teacher educators share Zeichner's (1994, p.11) awareness that "no matter 

what we do in our teacher education programmes, and no matter how well we do them, at best, we 

can only prepare teachers to begin teaching." Teachers develop their personal practical knowledge 

of teaching and learning through their practice and in their life experience (Connelly & Clandinin 

1988). Teachers' attitude and commitment to the profession change over the course of their entire 

career (Huberman 1993, Kelchtermans 1993, Kelchtermans & Vandenberghe 1994). The 

changes may be triggered by critical incidents, but they may also result from long-term processes of 

socialization (Jackson 1968, quoted in Goodson 1991, Goodson, 1992b). The cause of these 

changes may be attributed to factors in their professional lives, but they may also be attributed to
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their social context or to their personal lives (Goodson 1991, 1992a, Butt, Raymond, McCue & 

Yamagishi 1992). it is not very likely that answers to the questions I have raised can be found only 

by studying teacher education programmes. We need to know what sort of "baggage" (Knowles & 

Cole with Presswood 1994) each teacher brings with her into the teaching profession and how it 

has helped to shape her understanding of learner autonomy and her capacity to support it. We also 

need to know how teachers perceive the teacher education programmes they went through and 

how those experiences have influenced their view of learner autonomy. And we need to know 

what critical incidents both inside and outside the classroom have contributed to their professional 

and personal development related with learner autonomy. In Part 2 of this thesis I shall present six 

JSL teachers' stories of professional and personal development in relation to learner autonomy.
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Part 2 Teachers' l i fe stories
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Chapter 3 Research methodology

In this part of the thesis I shall present stories of professional and personal development told by six 

JSL teachers. In this chapter I describe how the data was collected and transformed into stories and 

explain the rationale for the procedures I adapted. Each of the six following chapters (4-9) presents 

a different teacher's story.

3-1. Research paradigm

In Chapter 2 I referred to Schon's (1983) observation that the positivist epistemology of practice is 

unable to deal with the uncertainty, complexity, instability, uniqueness and value conflict which 

professionals face in their daily practice. Indeed, the diversity and complexity of human 

experiences resist reduction to numbers, categories or general laws. If educational research, of 

which the present thesis is one instance, is going to be of any use to educational practice, 

researchers need to find an alternative research paradigm. This thesis takes an approach called 

explanatory narrative research (Polkinghorne 1988) or narrative analysis (Polkinghorne 1995) with 

some modifications. Motivated in a similar way to Schon in that as a practising clinical psychologist 

and researcher he was concerned with the divide between research and practice and the social and 

human sciences' lack of accomplishments in providing useful answers to human problems, 

Polkinghorne (1988) proposes research based on the idea of narrative. He recognizes three 

realms of reality - matter, life and consciousness - and a complex interplay among them in human 

existence, and contends that "[t]he emergence of human beings from life in general to reflective 

consciousness and language is a threshold change that has brought about a unique level of reality 

that I will call 'the order of meaning'", (ibid, p.2) To study human experience is to study the order of 

meaning, and to that end, Polkinghorne claims, human science must find an alternative to positivist 

epistemology. He argues thus:

"One of the difficulties in discussing research from a human science perspective is that many 

of the concepts related to epistemology have been given technical meanings by the logical 

positivist revisions of formal science. Concepts such as 'cause,' 'validity,' 'justification,' and 

'explanation' were redefined as part of the effort to limit knowledge to whatever could pass 

the test of certainty. If investigative criteria are to be effective for research aimed at 

understanding aspects of the realm of meaning and its linguistic structures, the basic 

definitions of the concepts concerning the generation of knowledge must be reclaimed.

One of the tasks of a more inclusive human science is to point out how the reclaimed 

concepts apply in a more open research model. Human science can no longer only seek 

mathematical and logical certainty. Instead, it should also aim at producing results that are
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believable and verisimilar." (Ibid, p. 161)

Narrative is a common means which human beings use to make sense of their experience. Bruner 

(1986) recognizes two modes of cognition, paradigmatic and narrative. The paradigmatic mode of 

knowing uses a formal mathematical system of description and explanation. It tries to categorize 

particulars and establish relationships among the categories in order to extract general 

propositions. The narrative mode operates in a completely different way. It bears with particulars 

and configures human actions and events into a believable story. Whereas a cause-effect 

relationship in the paradigmatic mode is derived by logical argument, the concept of cause in the 

narrative mode is based on a likely connection between two events. Polkinghorne (1988) 

contends as follows:

"[Narrative] principally works to draw together human actions and the events that affect 

human beings... Narrative creates its meaning by noting the contribution that actions and 

events make to a particular outcome and then configures these parts into a whole system." 

(ibid, p.6)

Polkinghorne (ibid) recognizes two types of research with narrative, descriptive and explanatory. 

Descriptive narrative research examines already existing narratives to describe how people use 

them to interpret past events and to anticipate the consequences of possible future actions. 

Explanatory narrative research aims to "construct a narrative account explaining 'why' a situation or 

event involving human actions has happened." (ibid, p.161)

The purpose of my research was not to make any generalization about second language teacher 

development. Rather than draw a picture of an average teacher who does not exist anywhere in 

reality, I was interested in understanding individual teachers as they present themselves. 

Explanatory narrative research, or narrative analysis as Polkinghorne (1995) calls it in his later work, 

can be considered a suitable methodology for my research. Carter (1993, p.6), whom Polkinghorne 

(1995) quotes, writes as follows:

"... story is a mode of knowing that captures in a special fashion the richness and the 

nuances of meaning in human affairs. ... This richness and nuance cannot be expressed in 

definitions, statements of facts, or abstract propositions. It can only be demonstrated or 

evoked through story."

Narrative analysis is retrospective. With a research question as to why something happened, a 

researcher gathers from various sources data which tell about events prior to the one in question.
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The kind of data that are gathered are ones that "will reveal uniqueness of the individual case or 

bounded system and provide an understanding of its idiosyncrasy and particular complexity" 

(Polkinghorne 1995, p.15). Polkinghorne (1988) metaphorically equates the researcher's job of 

configuring past events into an "emplotted narrative" (Polkinghorne 1995, p. 14) to a detective 

work dealing with different personal accounts and partial written records. A finished narrative 

analysis report takes the form of a story with chronologically ordered significant actions and events 

leading to the final event. Such reports are "retrodictive rather than predictive" (Polkinghorne 

1988, p.171) because they do not develop any generalizable laws to predict that the same thing 

will happen whenever the same initial conditions are repeated but "locate the decision points at 

which a different action could have produced a different ending." (ibid, p. 171) Polkinghorne 

(1995, p.11) argues that "[t]he cumulative effect of narrative reasoning is a collection of individual 

cases in which thought moves from case to case" and that "the understanding of the new action 

can draw upon previous understanding while being open to the specific and unique elements that 

make the new episode different from all that have gone before."

The criteria to evaluate narrative analysis are different from the ones used for traditional scientific 

research. Narrative analysis does not claim exact correspondence to actuality, its conclusions are 

tested against scholarly consensus concerning verisimilitude rather than logical or mathematical 

validity. Reliability of narrative analysis refers to the dependability of the data. Narrative analysis 

procedures, Polkinghorne claims, "do not have formal proofs of reliability, relying instead on the 

details of their procedures to evoke an acceptance of the trustworthiness of the data" (ibid, p. 177).

In the following sections I shall describe the procedures followed in the present research and 

explain the rationale for adopting them.

3-2. Why life story interviews?

The first modification I made to the process of narrative analysis as proposed by Polkinghorne 

(1988, 1995) is that the data used in this study were obtained by in-depth interviews with practising 

teachers about how they think they have developed their understanding of and a positive attitude 

towards learner autonomy. I did not collect information from any other sources. The reason why I 

chose not to do so is that, for the sake of research ethics, I wanted my research to be as non- 

intrusive as possible. As was pointed out in Chapter 2, teaching is deeply influenced by teachers' 

experience before they enter into teaching. Change in teachers has its possible cause both in and 

outside classrooms and it sometimes happens over a long period of time. I predicted that I would 

have to explore the teachers' personal lives as well as professional ones. Research of this kind calls 

for a high degree of sensitivity to the issue of research ethics. (Vleasor & Sikes (1992, p.210) reflect
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back on a research project on teachers' life histories which they were involved in and argue as 

follows:

"We want to suggest that it is the intimacy which raises some of the sharpest ethical 

questions in this kind of research. Because the material is intimate, it means that the potential 

for harm is greater."

One way to address this issue is to introduce the idea of collaborative research as Measor & Sikes 

(ibid) suggest. The present research, however, is for my doctoral degree. A thesis cannot be co

authored. The research first and foremost benefits myself. I needed research participants and the 

teachers who kindly agreed to share their lives with me did so because I asked them to help me with 

my research. They may or may not have had a hidden desire to explore their own lives, but I never 

discussed it when I approached them. If the experience of being interviewed by me benefitted 

them in any way, I felt that it had to be considered as a by-product of my research rather than a 

justification of intruding into someone's life.

I am aware that this decision to base my research solely on interview data may invite criticisms from 

several different angles. In the remainder of this section I shall try to respond to three major possible 

criticisms. Rrst, my research may be criticized as apolitical. Goodson (1992a, 1994, 1995) makes a 

distinction between life story and life history. He explains the difference between the two as 

follows:

"The life story is a personal reconstruction of experience in this case by the teacher. 'Life 

story givers' provide data for the researcher often in loosely structured interviews. The 

researcher seeks to elicit the teacher's perceptions and stories but is generally rather 

passive rather than actively interrogative.

The life history also begins with the life story that the teacher tells but seeks to build on 

the information provided. Hence other people's accounts might be elicited, documentary 

evidence and a range of historical data amassed. The concern is to develop a wide 

intertextual and intercontextual mode of analysis." (Goodson 1994, pp.35-36)

Goodson also emphasizes the collaborative nature of life history:

"The life history is a collaborative venture, reviewing a wider range of evidence. The life story 

teller and another (or others) collaborate in developing this wider account by interviews and 

discussions and by scrutiny of texts and contexts." (Goodson 1992a, p.6)
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Goodson's claim that it is necessary to study life history, rather than life story, is very much political in 

the sense that he tries to locate individuals' life stories within their social and historical context. He 

criticizes life story as follows:

"... one of the side effects of life story work ... is to de-politicize our inquiry. By locating our 

study at the individual level, thereby cutting us off from the wider social forces and more 

collective milieux, it does indeed 'valorize the subjectivity of the powerless individual'." 

(Goodson 1992a, p.9)

Although I personally do not deny the need to be aware of social and historical contexts, some 

teachers may prefer not to be considered as political for some reason or other. Indeed, one of the 

teachers whom I interviewed deleted her references to political events in her story when I showed it 

to her for her verification. Going political can be justified only when a teacher and a researcher have 

an agreement to do so, and I chose to study life stories rather than excluding from my research 

those teachers who would not like to be considered political. Readers are referred back to my story 

in the introduction for a description of wider social contexts surrounding JSL teachers in Japan for 

the past twenty some years.

Second, some may question the accuracy of those teachers' accounts. Floden & Huberman (1989) 

review research literature on teachers' professional lives up until the late 1980s and express the 

following concern:

"The self report must, however, be interpreted with caution. When people recall past events, 

they amend and elaborate their feelings and perceptions from that time, so that the story 

they tell fits better into their recollections of other events, past and present. ... Though these 

elaborations may be positively viewed as part of the general human capacity for making 

sense, they pose difficulties for investigators who hope to use personal accounts as 

evidence of change. ... Reports of past mental processes, and especially reports of how and 

why one has changed attitudes and beliefs, are often inaccurate even a few minutes after 

the fact. Unless events and descriptions from these accounts can be independently 

checked, they are of doubtful value as evidence of the historical record. Investigators need 

to deal with this limitation, either by checking results against cross-sectional differences ... or 

by checking them against written records made at the time...." (ibid, pp.459-460)

This claim, however, seems to assume that there is one and only one truth out there and that the 

researcher's job is to find it. The epistemology of narrative analysis is not based on such an 

assumption. A truth is in our mind and in the stories we tell. Because we differ in how we perceive.
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recollect, and tell about our experience, truth for me may not be truth for you. Everything is 

constructed -- even "written records made at the time." The researcher's job is to reconstruct, 

through her own subjectivity, a possible story of past events. She may have a better chance to 

achieve a higher degree of verisimilitude with multiple sources of information, but she will never 

claim that she has found the truth.

Another assumption Roden & Huberman (ibid) seem to hold is that there are some common 

patterns in teachers' career trajectory. Indeed Huberman's (1993) seminal work on teachers' 

professional lives, based on interviews with 160 Francophone Swiss secondary school teachers 

with varying degrees of teaching experience, tries to strike a balance between generalization and 

individual uniqueness. He claims that he is "at a median level of generalization, somewhere 

between a shapeless mass of unique cases and a large, questionable aggregation" (ibid, p.20) and 

that a realistic objective of research of this kind is to identify sub-groups of teachers who follow a 

similar path. Huberman's thinking is very much paradigmatic. Although paradigmatic cognition is by 

no means worthless as theorists of narrative cognition have acknowledged (Bruner 1986, 

Polkinghorne 1988), narrative cognition operates in a different way. Individual cases are not a 

"shapeless mass." An in-depth study of a small number of people leads to a kind of understanding 

of these people on the part of researchers which a large-scale research can probably never 

achieve. Accumulation of such understanding is as informative as any paradigmatic research 

findings.

The process of the interviews in my research was in a sense joint detective work on the part of each 

teacher and myself. The teachers sometimes reinterpreted their experience or remembered more 

episodes as they reflected on their experience. We explored possibilities as far as we felt 

comfortable doing so. I would claim that recognizing the agency of research participants is one way 

to enrich interview data.

Third, some may argue that I should have visited the teachers' classrooms. Kelchtermans (1994), 

for example, reports that in his research on teachers' professional development he visited the 

schools where the participating teachers work and spent some time in those teachers' classrooms. 

The observation provided him, Kelchtermans (ibid) claims, with "an image of the reality the teacher 

talked about" (ibid, p.95). Data of this kind would definitely add multiple perspectives to the study of 

teachers and teacher development, but the presence of an observer, particularly a researcher of 

one kind or another, often makes teachers feel uncomfortable. Goodson (1991) argues against 

focusing predominantly on teachers' practice on the ground that it is "the maximum point of 

vulnerability for teachers" (ibid, p. 141). If the research focus is not predominantly on teachers' 

practice, many teachers seem to feel they have to defend their practice when observed. I should
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think that observing teachers' actual teaching practice is ethically acceptable only when the 

research is of a collaborative nature and teachers themselves feel the need to be observed for their 

own reasons. Otherwise including classroom observation in a research process runs the risk of 

aggravating the power imbalance between researchers and teachers.

In this section I have explained how I tried to address ethical issues of research in teachers' lives by 

limiting data to interviews with teachers. I also took some other measures during the course of the 

research to prevent any possible damage this research could cause to participating teachers. I shall 

refer to them as I describe the research procedures in the rest of the chapter.

3-3. How the teachers were selected

The participants in this study are six teachers of Japanese as a second language (JSL) whom I had 

personally known before. All of them had shown a positive attitude towards learner autonomy 

through their teaching practice, research, and/or volunteer work. I selected from among those 

teachers who I knew fell into the category the ones who represented the widest possible variety of 

background and work context. In other words the selection of participants was not random. The 

validity of this selection can be claimed in three ways.

Kvale (1996) lists three types of validity to be considered in interview research. One type of validity 

concerns interviewers' interview skills and their personality, which Kvale (ibid) calls craftsmanship. 

The second type is communicative validity, which has to do with who is included in the 

communication and how consensus is reached concerning knowledge claims. The third type is 

pragmatic validity, which refers to the effectiveness of knowledge in instigating change. The 

selection of teachers in the present research concerns the latter two kinds of validity.

The purpose of the present study is to gain insight into how teachers develop their understanding 

of and a positive attitude towards learner autonomy with a view to changing the current situation in 

which not too many teachers seem to believe in the value of learner autonomy. In that sense the 

purpose of my research can be said to be instigating change. Kvale (1996, p.235) considers 

studying ideal and exceptional cases, which he calls what could be, as having the potential to 

"open new and desirable alternatives for thought and action". The participants in the present study 

can be considered as what could be. Choosing them as research participants can be thought to 

increase the pragmatic validity of the study.

The second validity has to do with the relationship between the researcher and the participants. I 

had been a friend and/or a colleague (not in the sense of working for the same institution) of the
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interviewed teachers before I asked them to be my research participants. I chose them, rather than 

teachers who did not know me personally, because I predicted that the interviews would have to 

deal with highly personal topics and I considered mutual trust to be the crucial factor in making the 

interviews as non-intrusive as possible in the eyes of the teachers. In other words, the relationship 

was thought to contribute to the achievement of communicative validity of the study.

Kvale (1996) includes an ability to establish an optimal relationship with an interviewee in 

interviewer craftsmanship. Now that I have finished collecting data I do not believe any more that 

mutual trust is difficult to develop between an interviewer and an interviewee who have not met 

each other outside a research context. This, however, leads to another problem of research ethics. 

Measor & Sykes (1992) reflect back on their relationship with teachers in their research into 

teachers' lives and recognize a contradiction in their research practice. They describe the 

contradiction as follows;

"We have emphasized the stress we placed on the quality of the research relationships, but 

we need to acknowledge that the relationship was, after all, one primarily developed for the 

purposes of collecting data. None of the researchers maintained any of the relationships 

after the period of data collection was over. We, as researchers, were primarily in those 

relationships for research purposes, not for more general purposes of friendship." (ibid, 

p.214)

Measor & Sykes (ibid) also speculate that the participating teachers may have perceived their 

encounter with the researchers as belonging to the category of business and summarize the 

confusing contradiction in the research relationship as follows:

"We, as researchers, were interested in data about lives that were intimate, and yet we met 

the teachers in a 'business' context. We crossed some important boundaries, and mixed 

signals in a way that contains ambiguities." (ibid, p.215)

I do not have a definite answer to resolve this issue. It is not very likely that a researcher spends all 

her career researching her friends and acquaintances. I myself have experienced the kind of 

confusion which Measor & Sykes (ibid) describe with research participants in my other research 

projects. As tar as the present research is concerned, however, 1 was able to avoid this problem by 

limiting interviewees to teachers I had known personally before they participated in my research.

The interview experience has transformed my relationship with them in one way or another. As our 

relationship did not terminate at the end of the research process, both the interviewed teachers 

and myself are living with the consequences of this transformation, and we will, perhaps, for the rest
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of our lives.

The third validity of the selection of the research participants also concerns communicative validity. 

Japanese-speaking JSL teachers do not constitute a homogeneous group. Some work in Japan, 

others overseas. Their degree of qualification varies, as does their academic background. Some 

work for a university, others for a language training institution. Yet others work as volunteers. It was 

thought to be important to include voices of the widest possible variety of teachers to achieve the 

highest possible communicative validity.

The gender imbalance among the teachers interviewed (five female and one male) may need a 

justification. According to a report issued by Agency of Culture in 1998, 76.6 % of JSL teachers 

working in Japan are women. i I kept the imbalance in the selection of teachers.

3-4. How the interviews were planned

When I asked the teachers to participate in my research, I told them that I was writing a PhD thesis in 

English and that my research topic was how teachers develop an understanding of and positive 

attitude towards leamer autonomy. In a way I positioned them as having such an attitude by 

disclosing my research topic. Van Langenhove & Harr§ (1999), in discussing positioning in writing 

science, argue as follows:

"... the external validity involves much more than just the relation between answers on a 

questionnaire and 'real-life behavior'. In order to assess the relation between scientific 

positioning and how people position themselves in other situations, not only the speech- 

acts (be it test items) but also the positions and storylines have to be taken into account. ... 

scientific positioning should always start by analyzing the first order' positionings that 

occurred before the scientist started to converse with people about a given topic. Rather 

than asking questions like 'what do you think about X?', questions should be asked that 

enquire if and on which occasions people think about X, and what they think of the scientist's 

interest in their thinking about X." (van Langenhove & Harre 1999, p. 114)

I probably should have made my research topic vaguer in approaching teachers and my interviews 

should have started with a question, "Do you ever think about learner autonomy in your teaching?" I 

felt, however, that honesty required me to share with them the purpose of my research and the

1 The profession has obviously been gendered. Exploring how the gendering works is an 
interesting topic, but it is one that lies outside the scope of this thesis.
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reason why I wanted them to participate. I also told the teachers in advance that I wanted them to tell 

their life story covering aspects of their life in general as well as their teaching career and that I would 

be interviewing them twice. No teacher I approached turned down my request.

At the beginning of the first interview I asked the teachers to tell me about anything that they 

thought was related to their present view of learner autonomy, going back to their childhood if 

necessary. Som e teachers had prepared notes prior to the interview. Others talked as they 

thought. Som e wanted me to ask questions to facilitate their talk. So the way the interviews were 

carried out was not completely identical across the six teachers. I interviewed the teachers in the 

way they wanted because I thought that it was more humane first of all and that it was impossible to 

eliminate individual differences completely any way. In any case the first interviews w ere exploratory 

in nature.

The interviews were audio-recorded with the permission of the interviewees, and each recording 

was transcribed, edited and checked by the interviewee, where possible, before the second 

interview. Transcribing and editing is a process of interpretation as I shall discuss later, and I 

assum ed that it would help to prepare questions for the second interviews.

The second interviews were more structured than the first and mainly focused on three areas; 

clarification of parts of the first interview which I was not able to interpret, any holes that I found in 

their narrative that I felt needed to be filled in order to complete their story, and the topics or 

concepts that other teachers brought up and were not referred to in the teacher's first interview .2 I 

also asked about what they think learner autonomy is and why they think it is important in education 

if the answers to these questions were not evident in what they said. The structure, however, was a 

relatively loose one which would allow both the interviewee and myself to explore the topics I 

introduced.

With some teachers additional questions were asked at a later date face-to-face, over the phone, or 

in writing.

I chose this loosely structured format for two reasons. One is based on Mishler's (1986b, pp.233- 

234) observation as follows:

2 I also asked if the interviewees had remembered or noticed anything after the first 

interview, but this question yielded very little information. Kelchtermans (1994) predicted this 
problem and prepared a form for teachers to write down any additional relevant information after 
each interview. He reports that the forms were rarely used by the respondents.
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"Essentially, the mainstream tradition has focused almost exclusively on problems of 

standardization, that is, on how to ask all respondents the same question and how to analyze 

their responses with standardized coding systems. This line of inquiry has been 

accompanied by almost total neglect o1 the intertwined problems of language, meaning, and 

context - problems that are critical to understanding how interviews work."

Mishler regards interviews as a "discourse between speakers" (ibid, p.234) and claims that stories 

or narratives in respondents' answers should be given proper recognition. He contends thus:

"... stories are a recurrent and prominent feature of respondents' accounts in all types of 

interviews. Although they are more likely in relatively unstructured interviews, they also 

appear in response to moderately structured questions .... The form and content of a 

particular question appears to be less important in whether or not a story will be elicited than 

the general stance of an interviewer as an attentive listener and how interviewer responds to 

response."

To be attentive and responsive to stories an interviewee tells, an interviewer needs to be free from 

a predetermined interview structure.

The other reason to keep the interview only loosely structured was that unstructured interviews 

leave space for interviewees to make choices concerning what to disclose and to explore the areas 

which they feel are worth the effort. This was expected to remedy the power imbalance between 

the researcher and the interviewee to some extent.

In conversations under normal circumstances it is not natural that only one party asks questions. We 

actually employ a range of devices to avoid such an uncomfortable development in a conversation. 

During the course of the interviews I did quite a lot of things that I would do in everyday 

conversation. I sometimes finished an interviewee's sentence to make a collaborative turn. I offered 

information about myself for the sake of reciprocation. I also told of my experience as a lead-in to a 

question. I made comments on what the interviewees said to show empathy or solidarity for them. 

Some interviewees asked for my opinion on the topic they brought up. I did not refuse to give 

one3. So my role was not at all passive as Goodson (1992) claims interviewers of life story research 

are. I was aware what I was doing and felt that it made talking easier for both the interviewees and

3 Kelchtermans (1994) also reports that his interviewees often asked about the background 
information about his research, his personal background and opinions. Reciprocity in self
disclosure has been known to facilitate biographical data collection and some have also regarded it 
as an ethical safeguard. (Measor & Sykes 1992)
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myself. Holstein & Gubrium (1995) claim that interviewing is an active meaning-making process on 

the part of both interviewer and respondent and that "[t]his image of the interviewer as 

disinterested catalyst seems at odds with interviewing practice" (ibid, p.38). Quoting previous 

research findings, they point out that many research interviewers do not stay with the prescribed 

neutral role, and stress the importance of considering the subject behind the interviewer as well as 

the one behind the respondent rather than seeing the interviewer's active involvement as 

contaminating the data. I included my life story in the introduction so that readers could see who the 

interviewer is.

3-5. My field notes

After each interview I made some field notes about the interview situation, what the interviewee 

said when the tape recorder was not working, my impressions about the interviewee's feelings and 

emotions, and my feelings concerning the situation and the interviewee. Kvale (1996, p. 129) 

notes as follows;

'The lived interview situation, with the interviewee's voice and facial and bodily expressions 

accompanying the statements, provides a richer access to the subjects' meanings than the 

transcribed texts will later. It may be worthwhile for the interviewer to set aside 10 minutes of 

quiet time after each interview to recall and reflect on what has been leamed from the 

particular interview, including the interpersonal interaction. These immediate impressions, 

based on the interviewer's empathic access to the meanings communicated, may -  in the 

form of notes or simply recorded onto the interview tape -- provide a valuable context for the 

later analysis of transcripts."

Part of the field notes is included in the introductory section to each story which is meant to serve 

as "the story of [the] research" (van Langenhove and Harre 1999, p.114).

3-6. Transcription and editing

The interviews were audio-recorded and each was transcribed verbatim by a paid transcriber. The 

instructions I gave to the transcriber were:

‘ Write everything that was uttered by the interviewer and the interviewee as it was said.

*Use kanji, hiragana, and katakana (three types of characters in Japanese) as we would normally use 

them.

‘ Punctuation is not necessary.
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‘ Change lines only when the speaker changes.

*No need to record back channel behaviors.

*No need to code any paralinguistic features, pauses, and overlaps of speaker turns.

*Put "XXX" in the place of any unintelligible utterances.

The rationale behind these instructions was mainly practical. Preparing a transcription is not simple 

clerical work (Moerman 1996, p. 149). We do not make every utterance with a well-adjusted intensity 

and careful articulation. We do not organize communication so that our utterances never overlap 

with our interlocutor's. A transcriber often needs to use her background knowledge, knowledge of 

the context, and intuition to hear what is said in an almost indiscernible soft voice, and/or 

simultaneously with a more prominent voice. Spoken language is not nicely organized into well- 

formed sentences, either. Even putting a period in a string of words could require interpretation. 

Coding paralinguistic features demands not only time but also expert knowledge of paralinguistics. 

In short, preparation of detailed transcripts takes a dedicated researcher. I did not, however, have a 

co-researcher or the time to transcribe all interview tapes myself. Having paid transcribers to prepare 

rough preliminary transcriptions seemed to be a reasonable solution. It seemed to be a realistic task 

for transcribers, and it was hoped to reduce the number of hours I would have to spend in the 

preparation of final transcriptions.

Theorists of interview research (Mishler 1986a, Kvale 1996) agree that there is no universally right 

form of transcription. It involves a range of decisions, both theoretical and practical, to come up with 

a form of transaiption which is suitable for each research project (cf. Kvale 1996, pp. 163-173 for a 

discussion concerning issues in the production of interview transcripts). I decided to have two 

versions of each interview transcript, verbatim and edited. I checked the transcriptions made by 

paid transcribers against the audio tapes to make an accurate verbatim version with a code 

indicating significant pauses and laughter. I did not try to make my transcriptions in any more 

detailed fashion, because 1) transcription can never perfectly reproduce what happened, 2) 

therefore I would have to go back to the audio tapes as I analyzed my data, 3) analysis of language 

and interaction is not the main theme of my thesis, and 4) an accurate verbatim transcription with 

coding of significant pauses and laughter seemed a good trade-off between the amount of 

information the transcripts contain and the time their production requires. After the checking was 

completed the turns were numbered to facilitate identification at later stages of analysis. "Naoko 2- 

1", for example, represents Naoko's first turn in the second interview.

The edited version was made for presentation in the thesis. My rationale was that a verbatim version 

would be too cumbersome when reading for the content of a story. Kvale (1996, p.267) states as 

follows:
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"Verbal transcriptions of oral speech, with its repetitions, digressions, pauses, 'hms' and the 

like, are difficult to grasp when presented in a written form. Interview excerpts in a vernacular 

form, in particular in local dialects, provide rough reading. To facilitate comprehension, the 

subject's spontaneous oral speech should in the final report be rendered into a readable, 

written textual form. The exception is when the linguistic form itself is important to the study, 

for example, for sociolinguistic interpretation."

The principles I followed in editing were:

‘ Fillers, false starts, errors later corrected, and repetitions were deleted.

‘ Errors which were not corrected at the time of the interviews were corrected.

‘ Words and phrases were reordered to conform to the word order of written language.

‘ Dropped particles were inserted.

‘ Reduced forms were replaced with their equivalent dictionary entry.

‘ Colloquial expressions were replaced with less informal forms.

‘ Punctuation was added.

‘ Long utterances were divided into shorter sentences.

‘ Some information that was not verbalized was added.

‘ Some empty linguistic tokens (e.g. an equivalent of English "blah blah blah") were replaced with a 

word or words which describe the content of these empty tokens.

‘ Actual names of people and institutions were deleted.

‘ information which the interviewees felt should not be made public was deleted.

Editing is, however, an interpretative process. Therefore I had the edited versions verified by the 

interviewees in order to establish intersubjectivity between the interviewer and the interviewees. 

Audio-recordings of the interviews were provided for checking on request by the interviewees. I 

kept it an option to check the transcripts against audio-recording because it is a highly time- 

consuming task and I did not think it fair to require everyone to do it. I also asked the interviewees 

whether there were any parts of the transcripts that they preferred not to be made public so that I 

could exclude them from quotations. The edited versions were corrected according to the 

interviewees' comments.

3-7. Finding concepts

The other major modification I made to the narrative analysis procedure is the partial use of analytical 

techniques in the grounded theory approach. For the reason I discussed in the second section of
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this chapter I chose to carry out this research only by interviewing teachers. The data elicited in this 

way has a limitation -- there is no way of knowing what the teachers did not tell me and why they did 

not. For example, a couple of teachers talked about parental support in their childhood as having 

contributed to the development of their attitude towards learner autonomy. The other teachers did 

not mention their parents in their first interview. The data, as they stand, do not tell me whether it 

was because they did not think the parental support they had was a contributing factor, because 

they did not have it at all, or because of something else. To compensate for this weakness, I used 

the idea of "concepts" in the grounded theory approach (Glaser & Strauss 1967, Strauss & Corbin 

1990) in the process of analyzing the interview data which began at the time of the interviews. The 

grounded theory approach is "a qualitative research method that uses a systematic set of 

procedures to develop an inductively derived grounded theory about a phenomenon" (Strauss & 

Corbin 1990, p.24) and its proponents claim that "[a] well-constructed grounded theory will meet 

four central criteria for judging the applicability of theory to a phenomenon: fit, understanding, 

generality, and control" (ibid, p.23). The grounded theory approach primarily tries to generate 

paradigmatic knowledge in that it examines "the data to identify particulars as instances of general 

notions or concepts" (Polkinghorne 1995, p. 13) and the kind of knowledge generated "is abstract 

and formal, and by necessity underplays the unique and particular aspects of each story" (ibid, 

p. 15). Narrative analysis and the grounded theory approach belong to opposite sides of the 

dichotomy of narrative and paradigmatic cognition. I found, however, the very first stage of analysis 

in the grounded theory approach, open coding, to be helpful to generate questions that would 

stimulate the interviewees' thinking on the topics they had not explored. Open coding is a process 

of "breaking down, examining, comparing, conceptualizing, and categorizing data" (Strauss & 

Corbin 1990, p.61). This analytic process does not proceed in a linear fashion, however. 

Polkinghorne (1995, p.13) summarizes the process as follows:

"Inductive analysis includes the recursive movement from noted similar instances in the data 

to researcher-proposed categorical and conceptual definitions. Through these recursions, 

the proposed definitions are altered until they reach a 'best fit' ordering of the data as a 

collection of particular instances of the derived categories."

My procedure was as follows. While 1 reflected on each interview session, checked and edited the 

transcription, and read and reread it, I spotted seemingly important topic units or concepts. Then I 

named them and looked for other topic units which could be grouped together in a category in 

other parts of the same teacher's story and in the other teachers' stories. The more teachers I 

interviewed, the more concepts I found. The categories were also reorganized or newly created. 

Then I went back to the data from the teachers previously interviewed and checked whether the 

new concepts and categories were there too. Where I did not find any reference to some
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categories in a teacher's talk, I asked about thenn in the second interview or at a later date. What I 

was after in doing so was not commonalities among teachers but differences in their responses and 

in the degree of perceived significance to their professional development. I did not push teachers if 

they preferred not to talk about any of the categories.

The final set of categories I developed is as follows:

Social support 

parents 

teachers 

colleagues 

counsellors 

Education

schools attended

JSL teacher preparation

teachers

feeder discipline(s)

Experience with the foreign 

foreign countries 

foreigners

foreign language learning

Work

reason(s) for going into the profession

colleagues

learners

teacher autonomy as freedom 

why are you in the profession?

Parenting 

Social awareness 

Major decisions in life

3-8. Writing of the stories

I divided the interviews into segments according to the topics which they dealt with. Then those 

segments that I found to represent the concepts which seemed to me to be relevant to the 

development of each teacher's current understanding of and attitude towards learner autonomy 

were chosen for quotation. Where I found more than one segment related to a concept, I tried to
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include in the story one or more segments that seemed most significant for the participant. The 

selection, however, was often a trade-off between the seeming significance for the participant and 

my concern to keep the story within a readable length. The quotations are often only part of a turn. 

This is because 1) the omitted part contains information which the research participant wished to 

keep private or which 1 thought might reveal their identity, 2) the turn had more than one topic, 

and/or 3) only the core part of a segment was quoted in order not to make the story too long.

I then reordered the selected segments chronologically to make them a story and wrote in a short 

paragraph or two between segments to give the story coherence. Chronological reordering was 

necessary because most parts of the six sets of interviews were thematically structured.*^ English 

translations of the quotations were prepared at this stage and checked by an English native 

speaker with a working knowledge of Japanese. Each finished story was checked by the

interviewee^ on the following points:

‘ Factual errors

‘ Validity of my interpretation

‘The image of the person that the story would evoke in the mind of readers 

‘ Selection of quotations 

‘ Other comments

The stories were revised according to the interviewees' feedback. The reader is reminded, 

however, that these are not the final or the only authoritative version of their stories. Teachers' 

understanding of learner autonomy seems to be always in flux. One teacher actually noted that she 

changed her thinking when she checked her story. Interviewed in some years' time, these teachers 

may tell different episodes from those told for the present research. The storyline I draw may differ 

accordingly. Also, the teachers may tell different stories if interviewed by someone else. Harre & 

van Langenhove (1996) point out that stories are told in accordance with the audience's demand. 

The stories 1 present in this thesis are collaboratively constructed by each teacher and myself at a 

certain point of our respective lives. They are in a way snapshots of the teachers' thinking about 

their own professional and personal development under the stimulus of the interview task.

4 Polkinghorne (1988) emphasizes that narratives organize events in many different ways 
whereas chronologies follow chronological orders. The thematic structure of my interviewees' talk is 
considered as natural.

5 For those teachers who were not used to reading English, a Japanese translation of the 
paragraphs 1 wrote was provided.
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C h a p te r 4 Mia

4-1. How I met Mia and how our interviews evolved

The first participant I interviewed was Mia. At the time of the interviews she taught JSL methodology 

at a junior college. I met her at a teachers' study group meeting almost twenty years ago when both 

of us were novice teachers. Although we have never worked for the same institution, our careers 

have often intersected in research and teacher education projects, and activities for academic 

organizations. Somehow or other our pedagogical and research interests have developed in a 

similar direction over the years.

I chose Mia as my first interviewee because 1) I sensed autonomy was more or less personally 

relevant to her, and 2) I knew she would let me explore my interview techniques. Mia had known 

that I was doing a PhD, and when I told her about my intention, she said something like "OK, I'll be 

your guinea pig." As a researcher, she had worked with quite a number of research participants, 

and she probably thought she should help a researcher who needed a participant. She said that 

she had bothered quite a lot of people so she could be bothered herself. (Repaying kindness is an 

important theme in her story, as I shall describe later.)

Mia wanted to know what I was planning to ask her. My first interview, however, was to be an 

exploratory one, and I only had three preliminary questions to start the interview with; What is 

learner autonomy for you?; Why do you think it is important in education?; How have you 

developed your understanding of and attitude towards autonomy? These questions had been 

mentioned when I explained what my research was together with the information that what I was 

driving at is a life story research and I would like to hear childhood and out-of-work experiences as 

well. Although I did not give any instructions as to what to do with the questions, Mia actually made 

notes of events she thought significant in explaining her beliefs and attitudes.

I visited Mia's house twice for the interviews. The first one took two hours and the second one two 

hours and twenty minutes. Both Mia and I were nervous before the first interview. I was feeling 

uncomfortable with the change in our roles, i.e. from friends to interviewer and interviewee. Mia 

looked nervous, but I was so taken up with my own feelings that I was not able to try to relax her nor 

ask her why she was feeling nervous. In retrospect my nervousness must have affected the way I 

conducted the interview. Our agendas often clashed. Mia told me afterwards that my probing 

questions made her feel the same sort of nervousness as she would at a job interview or a viva. I 

tried to let Mia take the initiative as much as possible in the second interview, and waited to ask 

probing questions to see if her talk itself clarified my uncertainty. She noticed this change in my
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style, and named it "accepting listening".

4-2. Mia's story

Mia was born in 1952. The earliest episode she told was the story she heard from her parents.

U S T  (,><!;*«?# U/=C I ̂ ^S^fc o Ac^
rd o X ,
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c n i j< tc '< h s p .  L^E^^^/£

r d t m v ,

Mia 1-26: <The first part of the turn omitted> I don't remember about myself. My parents 

often say I was the kind of kid who would not be satisfied with seeing a giraffe in a book and 

would want to see the real thing.

Naoko 1-27: You were a bit of a nuisance.

Mia 1-27: Yes, I was a bit of a nuisance, wasn't I? But I think my parents tried to provide such 

opportunities. It wasnl always possible, but you can always see giraffes at a zoo. I think my 

parents were great in that respect. I don't know how it relates to my attitude towards 

autonomy, but I was brought up in an environment where if there was something I wanted to 

do, I had support in doing it.

Mia seems to have had parental social support throughout her childhood. Her parents sent her to a 

private girls' junior high school, but she did not like the school. Asked about teachers she had had, 

Mia described those at this school as follows:

^$>2-55 : ‘J 1̂
i i^ 2 - 5 6  ; 5 ?
^S.2-56 : W.mn(09c^tfi^^rzr3rztJ.. ^ f z U i o  
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Mia 2-55: <The first part of the turn omitted> Teachers I hated. I didn't like home economics
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teachers very much.

Naoko 2-56: What?

Mia 56: Home economics teachers were not my favourite.

Naoko 2-57: None of them?

Mia 2-57: Junior high. Senior high wasn't that bad. I went to a girl's junior high school which 

seemed to aim to educate "good wife, wise mother." Home economics, calligraphy and such 

were basics there. Many teachers of home economics and calligraphy were graduates of the 

school, entirely brainwashed. I felt their values were imposed on me. We were told about the 

founder's policy and that it was important to become a good wife and then a good mother. I 

felt it was none of their business. I didn't want their values imposed on me.

Mia decided to go to a public senior high school. As the junior high school was part of a group of 

schools which included senior high school and university, it was, to borrow Mia's words, "quite 

unusual" for a pupil to go on to a public senior high school. Although Mia does not describe this 

experience in any detail, it must have involved quite a lot of difficult negotiations with the teachers.

It would not have been possible without strong support from her parents. Mia reflects on this 

incident and some other decisions she made earlier in her life.

^fS.1-34 : h .
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Mia 1-34: <The first part of the turn omitted> Changing my course of life hasn't been a big 

deal for me. Ah, yes, that might have been a major thing. For example I went to a private 

junior high school which automatically led to a senior high and a university, but I wasn't able to 

adapt myself to it. I felt being there did not lead anywhere. So, although it was quite unusual,

I left and took a public high school entrance exam. Then I went to the States for one year 

during my senior high years. I first studied sociology at university, which was quite interesting 

in a way, but the programme was huge and I wasn't sure if that was what I wanted to do. So I 

transferred to <NAME OF UNIVERSITY>. I don't feel uncomfortable about changing my 

course of life when I have any doubts about what I'm doing. I've been like that. It must have 

been hard for my parents, but in retrospect I think those changes were successful. I'm happy
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I made these decisions. 1 made these decisions by weighing the pluses and minuses each 

time, deciding which option was better, and then persuading my parents.

In the late 1960's, when Mia was in senior high school, Japanese universities were in turmoil 

because of students' political movements as were most universities in Western industrialized 

countries during this period. This inevitably affected many senior high schools. Mia puts it as 

follows;

i t^ 2 -5 9  :
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Naoko 2-59: Did you make any harsh criticisms of any other teachers in those days?

Mia 2-59; Harsh criticisms, well, I suppose that was about all. I didn't like the social studies 

teacher very much at junior high. 1 have bad impressions of the junior high days. Senior high 

was different. It was the late 60's. Those were the days when students would overturn 

desks. We learned authority and values could be overturned like desks. In junior high days, 

the power imbalance was very bad, in the sense that teachers still had power and we were 

helpless pupils, i think that was why it was so depressing for me. At senior high, I came to see 

that teachers didn't have so much power either. I didn't like them, but my reaction was 

ignoring them. I might have criticized junior high teachers because I felt they had authority to 

some extent.

Mia referred to three language learning episodes from this period. One is about her frustration with 

a miscommunication with an English speaking teacher. She describes this as follows;

^ i f i \^X% t>^XX .  Wt '

fc'*MC/cEr>T. - ^ !g # K P = T i0 - : )< ‘J t0 -:3 < ‘J . E W ^ T ^ U i iU T < n - 5 o
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Mia 1-83: <The first part of the turn omitted.> We had a native speaker teacher for sonne 

English lessons at junior high. This teacher was asking around whether we liked oranges or 

apples. This put me in a fix. 1 like them both, but didn't know how to say it. So I stayed silent. 

Then the teacher switched to foreigner talk, teacher talk, or what have you and tried hard to 

repeat her question slowly in small segments. I felt vexed 1 wasn't able to say I understand 

your question but 1 don't know how to answer. This feeling stayed for years, and when I'm 

teaching, I always check to make sure that I'm not doing the sort of thing that teacher did. In 

retrospect it was just a drill and 1 could just have chosen one of the two alternatives. But I was 

young and could not think it was just an exercise made that way. In an actual conversation I'd 

want to say I like them both. And I learn a language so that I can say what I want to say. So I 

don't want to make up any inauthentic answers in order to get by in a class. The people I 

teach might think like me. I've often recalled that incident even as an adult. So there may be 

some even among adult learners who think in the same way as I did then. <The rest of the 

turn omitted.>

The other two episodes are out-of-class experiences.
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Naoko 1 -84: <The first part of the turn omitted> Didn't you have any experiences that 

positively affected your teaching?

Mia 1-84; (Laughter) Negative memories have such an impact that I couldn't help speaking 

about them. I had an impression that relative pronouns, concordance and so on were like 

differential calculus and integral calculus. You have this formula, put some numbers in, and 

calculate. Speaking English was that sort of operation for me in the beginning. Then I had 

this experience which made me feel otherwise. Speaking for communication is a boring way 

to put it, but 1 had something I wanted to say and that something took form. That was when I 

was at senior high. I went to an Indian dance performance, and had a chance to talk with an 

Indian person sitting next to me. We talked about India and dance. At that time my brain 

worked differently: rules didn't come first, the words just came out of my mouth. I was very 

happy, and hoped the experience would trigger a further change. I hadn't ever had an 

experience like that before, and at school they only taught us to memorize formulae. So I felt 

that there was nothing for it but to find a different way myself. Another positive experience 

was rock music. I liked it as I do now. The lyric sheets that came with records were a mess in 

those days. They just put down any old words that obviously weren't in the song or were 

grammatically impossible. It was really important for us to listen to records and check the lyric 

sheets. And I typed the lyrics neatly, put the paper in a plastic writing pad, and memorized 

the lyrics in maths class. I still search for words and structures by association with groups and 

songs. So the activity then still greatly helps. Teachers didn't teach me how. I didn't do it 

because it was useful, either. 1 liked it, i wanted to do it, and i found it interesting. That's why I 

did it. It didn't matter if it turned out to be useful later either. Theoretically, though, the activity 

was effective because it was directly related to what I wanted to do.

Mia spent a year in the United States during her senior high years. This seems to have been an

important event in her life. She says:
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Mia 2-44; <The first part of the turn omitted.> Returning to the topic of AFS (American Field 

Service), we receive a name list regularly. One of them had a photo of a young woman, about 

seventeen years old, looking extremely insecure in a crowd. A caption said everyone is 

seventeen at one point of their life, when they try to find who they are, and that search is 

accelerated in a different culture. 1 liked it a lot and quoted it in a letter to my daughter who 

was in Australia then. She used it in a speech she gave there. Dealing with overseas senior 

high students is difficult in two senses. One is that they are still trying hard to find out who 

they are. This is not a difficulty of studying overseas. It's an age specific difficulty. You'll have 

the difficulty if you stay with your family in your country all the same. At the same time they 

have the problem that the vague image they've had of themselves doesn't work in a different 

culture. Taking care of senior high students is much harder than taking care of university 

students because you have to cope with problems that go with that developmental stage. I 

felt this when 1 was an advisor to AFS here, and also when 1 was in the States as a student. 1 

lost a grasp of who I was or what I was. No one around me knew, either. I'd lived 16 or 17 

years then, and people around me had an image of what kind of person I was, although their 

image might not have been identical to my self image. Then I went to live with total strangers. 

They didn't have any image. I'd thought I had an image, but 1 felt it was gone. When I saw the 

AFS name list, I understood I was not the only one who had the problem. You have to try to
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find yourself in two s e n s e s , which m ak es the m atter even  m ore difficult, but if experience in 

an  unfamiliar culture w as m eaningful at all, it stim ulated developm ent which could only have 

hap p en ed  at that tim e in my life. < p au se>  I had to tell people around m e w hat kind of person I 

w as. For exam ple I had  to tell my [host] family, who w ere supposed  to be the  closest to  me, 

w hat kind of food I liked and disliked, how many hours I slept a  day, and what kind of m usic I 

liked. They w ouldn't have  known otherw ise.

I had to  m ake an im age of myself and convey it to them  so  that they could m ake an im age of 

me. But it w as only so m e time after I arrived that I realized it. I assum ed  I m oved in space, and I 

cam e  a s  I w as in Jap an , and people would accept m e a s  I w as. In their eyes, though, here  w as 

this person  who w asn 't aw are of th e  n eed  to tell who sh e  w as, and they didn't know how to 

hand le  m e in th e  beginning. It's so  obvious, but I didn't understand  it for severa l m onths. 

Then I realized I'd thought I w as probably this or that type of person, but that w as 

disappointingly groundless. I w as sca red  b ecau se  I felt I had nothing to tell about myself. I 

didn't com e back with an  understanding of myself. I cam e  back with a  huge assignm ent. After 

that I started  exploring who I w as and  whether I w as the sa m e  w herever I w as or easily becam e 

different depending on w hether I w as in Jap an  or abroad. I forgot to tell you this important 

thing w hen you ask ed  about AFS. After all, studying abroad w as significant for m e b e c a u se  I 

lost a  g rasp  of who I was.

Nothing seriously problem atic happened  while Mia w as living with a family in the S ta tes , but sh e  

now ap p rec ia tes  the  very fact that nothing happened  b e c a u se  sh e  feels it w as a  result of efforts 

m ade by people  around her. Mia sa y s  sh e  would not have ch o sen  her ca ree r without this 

ex p e rie n c e .

m ^ Z - 5  : 'J
Ti *•> <h a o T/c T  U J; P ? *  (D <D C i  ̂  t) i  i  P  U < IS U X b o T IM' ?
* •* 2 -5  :

tzZs/v. MVO
A ( D - y - / - K - u^-Arnm-Drz?^rz^^u.%i^t,ti^h'3rz, $> 
C D ^blli. fzSAj^orj.Ajrzt3., T=t). JS U O A Ii
tc:<±^rzorzAjrzt^'^^(Di}^ibi)'‘-Dfzt)'‘ib.

e>}ioT< ae)rd:lAJatIicA$fe<
i$mt^^rzorz<i>.

IC51UT o  T  5  C. X m A '-r -5.
* ^ 2 - 6  : 0 -D tS * 'b - € - 5 S o f c ( D ?
*-S)2-6 : A^A:pTA'bi;\>/c£OA'7d:o AFScD^^^K^Vx-Y 7*'Acl\/d:cDT.

84



Naoko 2-5; in the last interview you said you wouldn't be doing the kind of job you're doing 

now if you hadn't gone to the States. Could you elaborate on that a bit more?

Mia 2-5: Yeah. What did I say? The kind of job I'm doing now means teaching as well as the 

content of teaching- a foreign language and its related topics. I wouldn't be doing a job 

which deals with people who moved to another country without my experiences in the 

States. When I was there, I wasn't so much aware of the support provided by people around 

me. I felt I managed on my own. People that age probably do think like that, but as I get older I 

realize the family who took me in did a very good job and people around me made great 

efforts. So I feel I should repay the kindness a bit. I don't necessarily have to repay the 

people who were around me in those days. The earth is round. I pass it on to someone, then 

it will come back from someone else. I wanted other people to have the chance to put 

themselves in an unfamiliar environment, and I wanted to help them because you naturally 

feel anxious in an unfamiliar environment and the experience should be a happy one. It's 

easier if you speak the local language, and one way to help is helping with language. So 

being involved in language teaching is actually passing on the kindness people showed me. 

Naoko 2-6; When did you have the idea?

Mia 2-6; I suppose it was when I was at university. I was an AFS student volunteer and 

interviewed host families.

Mia's comment here, however, should not be interpreted as meaning that she decided to be a 

language teacher when she was at university and has exclusively pursued the career ever since. As 

was mentioned above, Mia first majored in sociology at university, but transferred to another 

university to study languages. The second university Mia attended had a fairly flexible curriculum. 

She was allowed to design her own curriculum, a hybrid of language and anthropology, to match 

her research topic. She now evaluates the school as follows;
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Mia 1-49; Yeah, you might say that I was imbued with the idea that it's OK to design your own 

programme. There was no one who objected and the school had the atmosphere that it's OK
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to do it, you can do it, and they'll recognize your work.

Naoko 1-50; Was it very much a ...

Mia 1-50: Very nnuch

Naoko 1-51:... an eye opening experience for you?

Mia 1-51: I didn’t think it was such a big deal then, but I appreciate it a lot now and I realize it 

was a big deal.

At the second university Mia took language teaching methodology courses, both in EFL and JSL.
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Mia 1-20; Courses related to teaching. If I limit my scope within foreign language teaching, I 

took courses in EFL methodology and JSL methodology. The EFL one was Graded Direct 

Method. GDM is a direct method, and the point is how we use situations to elicit learner 

utterances. Grading is important there. And how things look to learners' eyes. For example, 

learners just can't imitate their teacher in saying "here." They have to think what it could be 

from their own perspective. We trained in how to encourage learners to think and how to 

create an environment where learners would find it easy to speak. I found it interesting. 

<omission> I took a JSL methodology course at the same time. This one was a die hard 

audiolingual method, and I didnt like it at all. We were trained in how to handle drills 

efficiently, but I didn't understand it. There were several others who took the GDM course 

and felt like me. We didn't understand what formal practice such as substitution drills were 

good for. What use is it to say something that was not said from your own perspective? I got 

01. But I had the cheek to make it into my career.

Mia tried GDM in her teaching practicum at a public junior high school and also with a junior high

1 In most Japanese universities C is the lowest grade that is credited.
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student she was tutoring. The method seemed to work. A teaching career, however, was still one 

of the possible alternatives for her. She found anthropology more interesting than language 

studies, but she also knew that making one's living with anthropology was rather difficult. Teaching 

qualifications were her back-up plans. After graduation f\/lia got a part-time job at a small publishing 

house which specializes in Japanese culture. She soon found that editorial work was not what she 

wanted, and joined a JSL teacher training programme.
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Naoko 2-9; Did they have anything impressive in the training programme?

Mia 2-9: The training programme. <pause> <NAME OF A MUTUAL FRIEND> was in my 

class. It was an evening programme, three nights a week, which was hard. That's about all, I 

guess. We had many teachers. I remember some. There are others who I don't remember at 

all. I remember Professor <NAME>. (laughter) The programme had many different topics. 

Each topic lasted for less than ten classes at longest. Five to six, I imagine. Even if it was 

meant for beginners, it's not possible to accumulate knowledge in any systematic way in that 

programme. <NAME> came to teach Thai for language learning experience.

Naoko 2-10: <NAME>?

Mia 2-10: Yeah. That's the only kind of thing I remember.
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Naoko 2-11: Then the content of the programme didn't influence you very much, did it?

Mia 2-11; Lectures didn't. But I did refer to notes and handouts from the programme later. 

One was about writing. We were given a drawing in which a monkey took an old man's hat. 

Our task was to make a teaching plan to teach writing with the drawing. Someone told me the 

drawing was taken from a book on writing published by Michigan University, and I remember 

buying a copy. Classes I still remember from the programme are those with such tasks. We 

had many different people, and I was interested in what other people made. That was 

interesting. Grammar and the like made little impression. I could learn about grammar through 

books, but 1 wouldn’t read them unless I was forced to. So listening to lectures on grammar 

might help. That's the sort of thing I thought then.

Naoko 2-12: Did you start teaching right after that?

Mia 2-12: Yeah, about the same time. I wonder if the stuff I learned in the programme was 

helpful. <pause> You remember I'd taken methodology courses at university, do you? 

Because I had learned most of the basics, I didn't find any alternatives or eye-opening ideas. 

When I started teaching, I think I used to fall back on what we did at university. I thought of 

actual activities as a Japanese version of what we did in the EFL methodology course. I was 

more conscious of it than of the JSL teacher training programme.

Although Mia liked the flexible system of her second university and took to GDM, she did not 

subscribe to the idea of learner autonomy in the earlier stages of her teaching career. She analyses 

as follows:

If n-2)CDA'T'P \ p .Sn 5 / S i ;  ̂  rj:I i jS 5 (C UT-?-n
AMtT I ̂ -5 I \ p C <h ;&<• SftcD t ‘J S ‘J o xriA ' C. t  <!: S 5 ̂ rc: (t <t'.

Mia 1-82: Looking back, I might have left quite a few dead bodies along the way, but it's 

interesting to think how 1 approached teaching in the beginning. 1 taught one-to-one lessons 

then. I probably thought it was better for the learner if the teacher decides what to do, how to 

do it and at what pace, and that a professional must be able to make such decisions. As a 

novice teacher 1 didn't see that my decisions were often unrealistically demanding. I guess I 

felt that I had to decide because learners hadn't learned Japanese before. Another reason 

might be I was bluffing so that they wouldn't see I was still a neophyte. When I think about it 

now, I feel I should apologize to these learners.
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The change seems to have taken place over a long period of time. She got a full-time job in a 

Japanese language institute in Tokyo in 1982. No episode from this school initially came up in Mia's 

talk. She made the following comment when she realized this:

^ ^ . 1 - 9 6  ; g ij lC it ia iW IC , Z .o t^ A jt) \  h(D  
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Mia 1-95: <The first part of the turn omitted> As I was talking I realized I wasn't talking ah)0ut 

<NAME OF SCHOOL>.

Naoko 1-96: Yes, I noticed it too.

Mia 1 -96: i didn't intentionally um well 

Naoko 1-97: Avoid it

Mia 1-97:1 didn’t avoid it or anything, but I just became aware <NAME OF SCHOOL> doesn't 

come up in my talk at all and wondered why. I've been making notes these days for this
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interview and I remembered tfiings from time to time. So I rememt>ered <NAME OF 

SCHOOL> now. <laughter> There's nothing awful to hide, or anything like that. 1 wonder why

I didn't remember.

Naoko 1-98: Was the work there interesting?

Mia 1-98: Yes, it was interesting. It may take some time to remember things from those days. I 

wonder what it was. That was the first school I worked for. It was in a sense a teacher training 

institution. Some colleagues and bosses then are now involved in teacher training. It was, 

particularly in the beginning, like an apprenticeship for me. <pause> I have this impression 

that I spent most of my time and energy in developing materials. If I were asked what I was 

doing there, developing materials would be my answer. It was that sort of job. It was not 

boring. Students would say what they thought so I felt I couldn't give bad classes. Yeah, 

some students were older than me. Yes, yes, they were.

Naoko 1-99: When was it you got the job? 1980?

Mia 1-99:1 got the job in 82, I guess.

Naoko 1-100: So you were over thirty then.

Mia 1-100: No, no. I was in my late twenties, though almost thirty. Ah yes. <pause> Perhaps I 

concentrated on developing materials, and I was more interested in it than I was in students. 

Naoko 1 -101: The school itself was like that, wasn't it?2

Mia 1-101:1 wonder. <pause> Unlike today there weren't so many commercial materials then. 

We had to make them ourselves, didn't we? Professor <NAME> often tells this story. When 

the material for the next class wasn't ready, he would tell his students to take a walk for a 

while. It was that tight. <pause> It wasn't that I didn't see learners, but the focus of my work 

might have been on developing materials rather than on teaching itself, at least for the first 

few years.

Mia was seeing learners during this period, however. She remembers:

^xizx^x^. $><Dxrz'̂ (D. VfiLt>^n.x t̂t îz.
- r r < U T

2 I know some of the teachers who taught at this institution around the time Mia was there. 
This comment of mine is based on my personal experiences with those teachers.

90



i S ^ 2 - 5 1  ■ • t ' 5  L. <f c e> i ;  A v S f c  ?

^hZ-S^ : <^^5^n(fl\L\^/c:5 5■:3T ,̂^p(DA<.
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S A H L T & o T  =b. ^ ‘J SI\.\Xt>tf^hUtf^o fcta.

Mia 2-49: Yes. <pause> I don't teach for other people's self-actualization, but I sometimes 

saw those learners with sympathy. It was difficult for me and it's difficult for you too sort of 

feeling. For example at <NAME OF lNST!TUTION> we had students who'd already finished 

their PhD and were in their late thirties. They had a lot to say, but were placed at the lowest 

level. Looking at their frustration, I thought they must be able to say, write and do wonderful 

things in their L1. They were sitting in a class, looking extremely uncomfortable, as if they 

weren't themselves. Their goal might be to say what they were thinking in Japanese as well 

as they could in their L1. But it was a distant goal. I'm sure they were aiming at it, but they 

were on a long journey. They were frustrated. They didn't enjoy learning; they got unhappy 

and sometimes took those negative feelings out on us. I think that was why those people 

were difficult to handle, but at the same time I knew the situation was really frustrating for 

them.

<Two turns omitted>

Naoko 2-51: Did you try to do anything to solve their problems?

Mia 2-51:1 was more at a loss. I knew there was no other way but to keep making small efforts. 

You can never jump to the targeted level. Still I wondered if there were any shortcuts. I asked 

one of those students to explain his field to me in Japanese. He talked about the thing he 

knew best, and still I didn't understand him at all.

Mia does not seem to have been aware then of the option of making the goal realistic. She does 

not mention the possible mismatch between the student's learning style and her teaching or the 

student's lack of effective learning strategies, either. It could be her stage of development or the 

institutional constraints that prevented her from seeing the possibilities. During this period, 

hovvever, Mia was raising her daughter, and this experience affected her view of learning and 

teaching.

* ^ 1 -5 8  : 9

i^S.1-58 ; (^ ) A lc ii
I ' 0 (DtŜ  U -o A' tj
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Naoko 1-58: So did you change in any ways in the nineteen years because of your 

relationship with your daughter?

Mia 1-58: I've learned you can't make people as you wish, (laughter) I also learned everyone 

has her own pace.

Naoko 1-59: Did it influence your teaching in any way?

Mia 1-59: Yes, it did. There are things you can't do until the time comes even if someone tries 

hard. And, well ...

Naoko 1-60: Tries hard to teach you?

Mia 1-60: Teach you. Yes yes yes. And sometimes it looks as if the person is totally incapable 

of doing something, but one day she suddenly becomes competent. I saw these things 

actually happening in my daughter. I really felt that people don't move at your pace.

Learning at one's own pace seems to be the core of Mia's version of learner autonomy. Although 

Mia does not remember when she encountered the word "autonomy" and found it hard to articulate 

her definition of the term, her argument for learner autonomy develops around pace.

■ V :k^ rz tm oX ^< D .
*•^>1-10 :

1 : i j ,
1 : p ~ ^

i t ^ l - 1 2  :
i^S.1-12 : - T i M / c £ d <!;
/c tS e > .
^ 7 5 \ X - t  (PbI)

i i <  * t P  U.
i t ^ l - 1 4  : ?A
^ ^ . 1 - 1 4  : r ) - 6 ( D = b S i g T i § - e c ( ^ n T O f c ( D  

* ^ 1-1 5 : 

h ■ h ^ - ^  5 : o h j  

iS^^1-16 : oh j 
(rel)

* • *1 -1 6  : 1 B<D
-Jr V a . - ; i /$  a i*-S  <!: I '  p ̂ ita  l i  S ‘J IE b < O «h s  .
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Naoko 1-10: So you think your version of autonomy is valuable in education after all?

Mia 1-10; Yes, after all.

Naoko 1-11: Hmm.

Mia 1-11; Yeah.

Naoko 1-12; But why?

Mia 1-12; This isn't a great insight, but each of us is different, and I think it's quite unnatural 

for everyone to do the same thing at the same time. For example in playschools children are 

all supposed to go for an afternoon nap at the same time and wake up at the same time.

That's very sort of um (Pause)

Naoko 1-13; None of their business, is it?

Mia 1-13; I don't understand it. Some children might have stayed up late on the previous 

night.

Naoko 1-14; I wasnt able to take a nap as a child.

Mia 1-14; My daughter failed in afternoon naps.

Naoko 1-15; I didn't understand why we should take a nap 

Mia 1-15; Yeah 

Naoko 1-16; Yeah 

[Pause]

Mia 1-16; So it's not just naps. I don't think the idea that everyone should aim to achieve 

such and such a thing by such and such a date, or have the same daily schedule is right at all.

In 1987 Mia started her graduate work.

i t^ l -1 0 6  :
^S.1-106 : ab. 
i t ^ l - 1 0 7  :

*^ 1 -1 0 8  :
^^351-108 : (FbI)  'J-y—

I Z U 6 .  S fi^K M lcU 5. O ^ w i l z ^ v T / z ^ t V .  +
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mXj'UTAco < ^ m >

i l ^ 1 - n O  : A < *W iC /c C lc A ^ rp '!a A < S .:3 T , St U

i^S )1-nO  ; H o t '
T U S ■:> fc o T(,̂  e> < Si;fc.
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Naoko 1-106; What made you think you'd like to go to grad school?

Mia 1-106: Grad school?

Naoko 1-107: Yeah.

Mia 1-107:1 felt I had run out of ideas. It was ten years since I had graduated from university. 

During those ten years I just consumed without supplying. That was my feeling then. And I 

felt I couldn't go on like that. And I think I actually couldnt. That was the main thing.

Naoko 1-108: What sort of symptoms did you have in concrete terms?

Mia 1-108: In concrete terms <pause> I <pause> if 1 wanted to do some research, 1 didnt 

know how to do it. Or I didn't know what I'd like to investigate first of all. A less extreme 

example might be my feeling that I hadn't kept up with the changes which occurred in the ten 

years. Teaching methodology and linguistics that I'd fall back on were ten years old. The 

world had changed. I heard grammatical theories had drastically changed, but I didn't know 

how. I felt like Urashima Taro.3 <The rest of the turn omitted>

<2 turns omitted>

Naoko 1-110: <The first part of the turn omitted> So you didn't go to grad school because 

you needed new input to solve concrete problems.

Mia 1-110: Rather than wanting to know something particular, I felt I had nothing or I'd 

exhausted myself.

Naoko 1-111: You were teaching every day, weren't you? Didn't you find any difficulty in 

teaching?

Mia 1-111: Well, it was like I was getting by somehow. I didn't feel confident. I always felt I 

could probably do something better.

Mia does not seem to have considered teaching as the only career to pursue even at this stage, 

though. The school she went to had two MA programmes in applied linguistics, one in speech 

therapy and the other in language teaching. It took Mia some thought to decide on language 

teaching.

A 0 ? f i lC i I - 3 A ' /c C ^ T l \5 .  X X X .

3 Urashima Taro is a Japanese equivalent of Rip Van Winkle.
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Mia 1-90: The reason I was interested in speech therapy is, I thought speech therapists were 

of more use to people than language teachers. <Omission> Then after I was accepted in 

grad school, I realized language teaching and speech therapy aim for one and the same 

thing. That's why I decided on language teaching. Both are ultimately about self-actualization 

. I had this idea when I wasn't able to choose therapy or teaching. The Verbotonal f^ethod 

says everyone is hard of hearing when they start learning a foreign language. I think it is an 

interesting expression. Language, as well as physical impairment and psychological 

handicap, could be a big hurdle to us in becoming ourselves. Entering into a cultural 

community and being unable to be oneself is quite similar to being handicapped. Language 

teachers help those people. Language teaching is actually a form of rehabilitation. 

<Omission> I realized it wasn't a matter of choosing one or the other. I felt I could do the same 

thing, whether I chose speech therapy or language teaching. That realization enabled me to 

make the decision. <pause> I didn't take the therapy course after all, but it provided an 

opportunity to think about these things. I guess this influenced my attitude towards 

autonomy too.

Mia was probably looking for a way to repay the kindness people showed her in the States and it 

was only at this stage of her life that she found one. She kept teaching at the same institution part- 

time while doing the graduate work, and met an American student who was a PhD candidate in 

pedagogy.

7 ^ ' 7 : : ^ - o T l ^ p A ( D ,  X x n - l r - v  >^1:

i t ^ l - 1 0 2  :
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Mia 1-101; <Tlie first part of tfie turn omitted> We had these exchange lessons where I gave 

her a private lesson and she checked the English in my dissertation. She gave me a book 

called Educational Imagination or something written by someone named Eisner. I don't 

remember very well what kind of book it was. This person <pause> We prepared for her 

fieldwork in Japanese schools in our exchange lessons. Writing a letter of request, practicing 

talking to children in a classroom, and writing up a questionnaire. I got a few friends of my 

daughter's and we had a practicum in talking to children. I don't think I learned anything 

specific about pedagogy, but I remember her best.

Naoko 1-102; What was so impressive?

Mia 1-102:1 can't say what, but I might have learned something about pedagogy. <pause> 

She took the initiative in that she had specific requests concerning the content and the 

process of our lesson, which was rather...

Naoko 1-103: new to you?

Mia 1-103: Yeah, new to me.

Naoko 1-104: Did you like it?

Mia 1-104: Yes, I liked it.

At the graduate school Mia found SLA particularly interesting. She learned that learners had their 

own syllabus and did not learn as they were taught. She reflects now that this discovery had an 

influence on her attitude towards learner autonomy. After Mia finished her MA, she got a job at a 

university. Around this time she had a chance to meet two cognitive psychologists who study 

learning.

(s?)

*■*1-65  : 
i l ? ^ 1 - 6 6  :

* * 1 - 6 6  : J;

* ( D - A lC l i .  ^^I^^)<A«>^^X)<^a50lfc^a<hoT■S.¥4^i^lC■^o
T-5> < ‘J C^-CT,
\zU-oTz. T.

xxxici i<

a ^ l - 6 7  ;

96



^ ^ 1-67 : (PbI) •^■n■^T%;i^«^aA<^>•5)^fc•:>T
c:^ac>Tag/d:^fc:■:3Tl'p d<!:A'Jft?#AU\^AcCO*'rcE (Pŝ )
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Mia 1-64: A son of <NAME OF A COGNITIVE PSYCHOLOGIST> and my daughter were in 

the same class at the primary school in <NAME OF TOWN>. We had a parents' visit day and 

observed a class together. Arithmetic again for the first or second graders, (laughter)

Naoko 1-65: Poor teacher. <NAME OF A COGNITIVE PSYCHOLOGIST> comes to observe 

your class?

Mia 1-65: Of course she didn't say a word.

Naoko 1-66: Still I sympathize with the teacher.

Mia 1-66: She didn't say a word, but on our way home she said to me "I wonder what the 

teacher wanted to do?" And I said "Yes, I wonder" or something like that. It was interesting to 

know the viewpoint of a professional in an informal setting like a conversation between 

parents. <omission> And <NAME OF ANOTHER COGNITIVE PSYCHOLOGIST> was a 

colleague at <NAME OF UNIVERSITY>. I think those two influenced me a lot. Rrst I sneaked 

in a course <NAME OF THE SECOND COGNITIVE PSYCHOLOGIST> taught for 

undergraduates. It was educational psychology required for teaching qualifications. Then I 

started going to the cognitive counselling study group meetings. I interviewed <NAME OF 

THE SECOND COGNITIVE PSYCHOLOGIST> for a journal. I had a lot of opportunities to 

discuss learning strategies and things like that. I also talked with primary school teachers and 

grad students. After all, it's thanks to <NAME OF THE SECOND COGNITIVE 

PSYCHOLOGIST>that I got interested in the cognitive aspects of language learning.

Naoko 1-67: You went because you were interested, did you?

Mia 1-67: Yes, that's true. I'd been interested. <pause> I probably understood it was worth 

thinking about or it was important. <pause>

Naoko 1-68: You didn't think so before?

Mia 1-68: I'd thought so before, but I might have been a bit skeptical about its value.

Mia started asking learners about their conscious learning process. In the interview she referred to 

several students or groups of students from this period as having been influential on her teaching. 

The following comment is on a class where learners collaboratively constructed comprehension of a 

Japanese text. Mia recorded the process, analyzed it, and reported the result in an academic 

journal.
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Naoko 1-79; What did you learn there?

Mia 1 -79: What did I learn? When I teach, I have predictions perhaps based on my previous 

experiences. Learners are such and such a level, and the material is such and such. So we 

should be able to do this and the difficulty will be in this. These sort of expectations are 

sometimes right but often turn out to be wrong. That's what I learned. When I ask something 

and a learner goes silent, I would rephrase my question in every imaginable way in order to 

make it easier to answer. But many times I found the learner's trouble wasn't what 1 had 

thought it was. The meaning of silence varies. I'd thought I did things according to my 

experiences, but I realized how much my decisions were based on my beliefs and I stuck to 

routines. Did 1 repent? 1 guess 1 keep doing the same thing to some extent.

Naoko 1-80: Didn't you think about changing your way of teaching?

Mia 1 -80 :1 came to think I shouldn't be asking questions all the time. I'd thought checking 

comprehension was the teacher's responsibility, but 1 came to think it doesn't necessarily 

have to be so. Learners can ask each other, and answer each other. Someone in a group 

who knows to some extent could sometimes give a better explanation than I can. Good 

examples, no unnecessary information, and explanation which is right on target. I thought I 

should stay silent as much as possible. I might have reduced my teacher talking time.

in 1993 Mia moved to a junior college where her main responsibility was teaching JSL 

methodology. It was Mia's first time to teach young Japanese students, and she found the teaching 

strategies she had acquired in teaching learners of Japanese did not work.

6 0 <!:t\^dchltSSU■'f>^rcC<h
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-t+lMflM 0{^Ad:A^2 0 A ± ^ *<!:,  fcHll'/SA'b'B .fc o i  
C L o tiC D U p C tfc fc S (c liH L N T io T O p  Ci(icfc<S-:3fc(t<i:. <=^'BS>U^'<5>/S:l't 
t>1y^-oX^(Dt'‘t> lT > ^ X ri\.\m \ ci:5l'r)-5se»lc¥iJ®rUT. <»;pSJC 5^?l^ ttl-r;& 'oTU pS^li 
U T d / iA 'o fc .  :r ;^  ij LS>^p/=i:L\T
^ 5 5 ^ a -^ T l\e > c :i< b (,N = l>  l 'P - ;^ ■ rn (^ ;S ^ T rc 0 T . +I^A'e>c!:pA?>:3TSi;5^?l#i±l-r 
A^<hl^^x^-'V^^l^c^:^<!:^^?l^t)■y:Tl^/cCA'•:3rco -?-nT. <h UT^?A;t^rclt
<!:\ a ^ ^ A c D ^ ^ iD ti^ . Af>-:3(itJ. 5 A < e )l^ iS
tz-D fzh. U^'<^UK^^t)■r-S^/::lt(i:^ -5 -tX ^ a ^ T l 0 A lc rd :4 it )p y > o  S><!:> fS^fctl^ 
I t <!:■»<C i l i S S t i * < ^ /c c ^ : ^ ^ to  C o -^ A ^ g ^ jiU T .
C f)l^p«^ i:E A A < a iT ^rc^rc^ t< !:'oT L^e lJ f^T }S ^^b fc lt< !:^  * <  < h E ^ i * <

<h'(D< <<SiBS>

Naoko 2-14: Could you specify what you mean by saying old strategies didn't work?

Mia 2-14: Class size first of all. I have small classes and large classes now. When I taught 

Japanese I hardly had a class of sixty. Some ten or twenty was the maximum. And I often had 

to ask students to listen to me <omission> but I didn't have the problem of silent learners. I 

didn't have to try to get a response to tell whether students understood or not. Learners 

would do something without my intervention. The only control that was needed was to stop 

them helping each other in examinations. I hardly had any techniques to elicit responses. I 

tried various tricks, but the class size is the determining factor with Japanese students. In a 

class of five they'll talk and even ask questions. But ten is impossible. I also learned they 

don't talk but write fairly well. I once had a class where I discussed the content of students' 

writings I'd previously collected and read through. They do think because they write if given a 

chance. It's just that they don't talk. It took a while to realize this. <The rest of the turn 

omitted>

At the time of the interviews Mia actually had a very rewarding course in which a group of four 

students initiated discussion on how to present Japanese grammatical structures to beginners. It 

started off with awareness of the difference between Chinese and Japanese by a Chinese- 

Japanese bilingual student.

h t ^ . ^ t z h j t z ,  ^ t - x ^ ^ t > \ . ^ o ' 9 [ t ^ ^ t i > x \ t ^ t ' ^ o x t z t ^ . o f \ j r z \ - f i i .  ‘t ' i i^ ic ^ 'g /c E ^
1l!I^Sf^UTUofcB#lC. U T - f - <

#-^\=-:)fce>LO<7)^ao
4^1 f§0B # li-oT J ;A '-:3 rc (D lC r> T S oa iU T .

(c. B:$:iS<!:4’ai§(D iSlN(ccil\TliK l\T-5c!:Sei U. l \ 5 l ' 5  x x x/j:^*^T=bfte(DWfii:i;t'< 
T Q * I i l i  t ' ;̂SWf§A•‘ T  O U T /t (D^ HI ̂ Trc i  S P ̂ /c It
a .  g ^A < -^b ^^< ■ & ^ t'lt;^£ l^ c !:S .o T . i^«U TrcB $ lC , ^o^.^ofdX^ly^-oTz-oX'if^pT.X

99



^ft!i(DAA<^«-aiLj!S(toT. s:$ :i§ (D ii^ . h izu ^ t'^ ib .. tA h jtm n
iEgft^fc^.^;a^l;^/j:<T, ^Mi<Dyj\Z]^-o^'-)tl^h^(D\Z.

T .  (5 -3 d :l\T .
iJS  -:3 fc, ; *  L T T ^ I  \ d;X)'> U ; J : e . I  \ ct*H N p ^  U /̂̂ E t ̂ ^/c:(t (ift). > / ' ( - (D «

BlciAV
* ^ 2-1 5 : ^ t lo T :^ :a 5ifc6i|i|C il>  U ^ ;5:0 ?
* ^ 2 - 1 5  : e)^, -5■p/d: •̂r•^■<l;. rzt>'‘ <oTc^fz^^/t^ '^ fj:. v Ajo

e)^ttSl^^i:l^cD?
^ S . 2 - 1 6  ; A ( D H l I T l i { X - 5 a ^ ^ ^ : 3 T ^ c r < l ' L ' - r * ' H ' * f c > b ,  IC,

S i f t A c ‘J . 
^>ct. H^Sfllc, » M ^ */? < !;-jg F a^ -ro ^ » )U T ^ fc (D o  SObB-^T^k

-y -o ^ K /fA 'e .. -?-©B#rBT(cffi^-ep/j:a5a ^ l \ 5 t \ 55i o T * - T .  
^/d:a*<■r■5 *^$■^*SIL/T^^<tpA':3T l^ p (D X X  x<e>CAAf>t)T, ^ x t. 0 *gg
0 ifeTlcS)€.. ^)Oht^W^I}S/c^xxx<^:*H^Pc!:C5 T ^ ^ A c lJ , * < t .  eSPMlc^s 
T ^ o fc U o  5t5iS<!fC^^7# / c l ' * ' ^ ,  liA 'A^Sl^^iibT. ^c :T ;t<h x (^< i:p l^P .5̂ 5 lC^a^3£ ^

siA<r-5)o  u <

Mia 2-14: (The first part of the turn omitted) She put up word cards on the board when she 

had her micro-teaching in Chinese. She was going to do the same In Japanese and she was 

preparing Japanese word cards. Then she realized she was short of cards. What that meant 

was she needed cards for particles in Japanese.'^ Her awareness that the number of words in 

Chinese is not enough to say the same thing in Japanese came from her concrete 

experience of manipulating physical objects. She'd had the knowledge, but it truly became 

hers then. "1 need to make more cards!" I thought that was a very good way of knowing. She 

also said she didn't know whether she should use the polite form or the plain form of verbs in 

Japanese. She pointed out that there was only one verb form in Chinese. The way she 

became aware of the difference was rather impressive. She'd attended courses in Chinese. 

So I'm sure she'd heard about the difference between Japanese and Chinese. She also 

must have heard about the characteristics of Japanese compared with other languages in an 

introductory course in Japanese linguistics. But she said in the class that she'd realized it 

when she was preparing for her micro-teaching, and another student asked how you could 

make the particles visually salient. Then everyone started throwing their ideas in, like a noun 

and a particle make a set, so one should have a bulge and the other a indentation to make 

them fit in, rather than having them on the same square cards, that would be more fun. Then

^ in Japanese, a word needs to be followed by a particle to mark its case whereas in Chinese, 
the same function is carried by word order.
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what kind of colours they should be, and so on. I'd never had a class where such a 

discussion was initiated without my intervention. So I enjoyed this year's course. It's not that 

[other groups] didn't want to do it, but the crucial points are who is in the group, whether they 

get along well, and their own personality.

Naoko 2-15; Those are factors a teacher can't take control of, aren't they?

Mia 2-15: Yes, you're right. So it's just a coincidence that it worked.

Naoko 2-16: Didn't you do anything deliberately to make it happen?

Mia 2-16: It's very embarrassing to practice teaching in front of the class. So to make it easy to 

speak up I'd told them that no one would laugh if they messed it up. I also tried to make a 

relaxed atmosphere. And we used a different room each week in the first semester. It feels 

good to be outside during summer time, doesn't it? One student wished to have a class 

outside. So we started it very casually like OK let's go outside next week. Then I suggested 

we should experience various environments to see how differently it felt. We checked what 

was available during our class period. We had a class outside, and then in a relatively new 

seminar room in the basement of the library and an unused teacher's office. Someone 

suggested where we go for the following class, and I let the students decide how to lay out 

the desks and so on. So I deliberately tried to make an atmosphere, but I'm not sure if that's 

something you can control. There are cases where your effort is only met with indifference.

Mia does not seem to have conscious strategies to encourage spontaneity among students. To my 

probing questions she answers as follows:

® ^ 2 - 2 0  : E a A T f g U T - S

^^*2 -2 0  :
a ^2 -2 1  ; ^ X ^ ( D 7
* •*2 -2 1  : ^ X ^ o
it^ 2 -2 2  : h<D ^m >^A j<D^^^m ^^LX<nX^(D?
*■^.2-22 :

life  Co
it^ 2 -2 3  :
*■ *2-23  ;
il^ 2 -2 4  : 0^lt<i:0rcEl\=fc P lC lJiaoT< U i: ?
* • * 2 -2 4 :
a ^ 2 - 2 5 ; a^^oxmrzco?
* * 2 - 2 5  ; < f S > .  : i v ^ ^ X : i t > ^ - D X z > X \ . ^ ^ Z f
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Naoko 2-20: This is rather an abrupt topic change, but when they talked about the lack of 

cards, for example, did ail four students participate?

Mia 2-20: Yes, the four were talking.

Naoko 2-21: What were you doing then? Did you watch them?

Mia 2-21: I watched them.

Naoko 2-22: Did they ignore your presence?

Mia 2-22: They didn't look in my direction too often. The student who taught was in front of 

the board and the remaining three were facing her. I was in a corner of the room. So no one 

looked at me when they spoke. It was one facing three. I was there, but no one looked at me. 

Naoko 2-23: So you were there, but you weren't.

Mia 2-23: I was there, but I wasn't.

Naoko 2-24: They hadn't been like that from the beginning, had they?

Mia 2-24: No. They gave me a brief look every time they said something.

Naoko 2-25: How did you manage to discipline them?

Mia 2-25: I didn't discipline them. <pause> I had no deliberate programme of doing this for 

the first step and that for the next.

Naoko 2-26: Do you remember the time they stopped looking at you?

Mia 2'26: Perhaps they knew my role was only a minor one in that class and it was the time for 

them to be in charge. And students seldom have the chance to be taught like that by a 

classmate, do they? They probably found it interesting.

Naoko 2-27: It's great they knew it was the time for them to be in charge. How did you get the 

message across?

Mia 2-27: Um. <pause> I think I told them we were going to have micro-teaching in the 

second semester. One of them were going to be a teacher, and the rest learners. I would 

have a look at their teaching plans, but I would leave up to them how the time should be 

spent, how the desks should be laid out, and what they should use for their teaching. I told 

them several times that we were going to have micro-teaching, but I guess that was about all.

The bilingual student mentioned above came to Japan when she was eight with her father, who 

was a Japanese war orphan raised by a Chinese family. Her problem presented yet another 

challenge to Mia.
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Mia 1-116; <The first part of the turn omitted> She canne back when she was eight, so it's 

been twelve years. Her problem is not just literacy. She's never had her place in school. 

Teaching overseas students is several times easier. She's never studied in either Japanese 

or Chinese. Because she came to Japan right after she started school in China, her literacy in 

Chinese does not go beyond family language level, although she does read and write 

Chinese at home and with friends. She takes Chinese classes too. I had no idea what to do 

with this student for the past two years. She's managed to carry on because she's got a 

strong desire to get on and her family is relatively well-off. Well, they are not terribly rich, but

Naoko 1-117: Rich enough to send their daughter to a junior college.

Mia 1-117; Yes. In that sense she is extremely lucky. But there must be a lot of unlucky ones. 

She says all her friends are not like her. I only met one person, but the group she belongs to 

is big. What I've seen is just the tip of the iceberg. I strongly felt that I cannot work with these 

people in the framework I have now. I've mainly taught adults, and my only experience in 

teaching kids is two years in an international school. I really don't know what to do with cases 

in which the first language is not established. So for the past year or two, particularly since I 

met this student, I've been thinking about putting substantial time in this issue. I'm not very 

good at doing several things at the same time, and studying as I work would be difficult. So 

I'm planning to be a full-time student.

Mia plans to quit her job and start doctoral work in literacy or bilingualism in the context of 

educational studies. Her social awareness seems to have led to the decision, but, according to Mia,
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has also been affected by two other se ts  of factors. One is entirely personal. Her daughter is now at 

university and her m other is still in good health. She regards the timing as not to be missed. Also 

sh e  had a  minor operation in the sum m er of 1998 and realized that her physical strength would not 

be the sam e when sh e  is fifty. She feels that this might be the last chance for her to start an energy

consuming project. The other set of factors, which she feels should not be m ade public, also 

concern taking control of the course of her life.

Mia now has a very humble view of the profession.
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Naoko 2 -5 2 :1 understand your career started when you realized your self image w as lost 

when you were seventeen. So it is a matter of self-actualization of other people, and I feel it's 

also a matter of your own self-actualization. Where would you place your current work in that 

history?

Mia 2-52: I'm more and more aware of the dangers, if you like, of working with people. I now 

see  how reckless I was when I was young. It's sometimes scary to remember. Responsibility 

is too serious a word. I'd be scared to go on if I thought that deeply, but I don't have any other 

word. So responsibility. I'm scared  to think of the responsibility of having left something in 

learners. Well, learners are not so fragile as to be seriously damaged by what I say. They 

wouldn't listen to you as you'd expect either. So I shouldn't worry too much. Among the
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many teachers I've had I've forgotten many of them completely. But there are some I don't 

want to remember, which means I do remember. There are others I have good memories of. 

Some supported me. Others nipped my talents in the bud. I don't know whether they did it 

intentionally or it's just that I took it that way, but I did meet people like that. I don't think the 

teaching profession necessarily supports learners. Teachers can do negative work. In the 

worst cases they can make learners unable to do what they're actually able to, they can make 

learners feel they're incapable of something, or they can discourage learners. I don't want to 

be in learners' way, but I'm not sure if I am. You cant predict how people will interpret what 

you do. Sometimes what you do or what you say can trigger an unexpected chemical 

reaction. This profession is scary. Helping others' self-actualization is too ambitious. All I want 

is not to destroy my students' potential. Perhaps I'm getting old.
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Chapter 5 Keiko

5-1. How I met Keiko and how our interviews evolved

Keiko was a language training programme coordinator at a government-subsidized agency at the 

time of the interviews. I had met her only a couple of years previously at a teachers' meeting on 

learner autonomy where she gave a presentation. I was a keynote speaker there, and was 

introduced to her as Professor Aoki. We met a few more times before the first interview, but the 

hierarchical relationship established then basically remained the same. I had the impression that 

Keiko was a very well organized person. A very different type from myself. I was interested in 

hearing her story, and Keiko kindly agreed to be interviewed. I was concerned, however, that our 

relationship and the difference in personalities might affect the quality of our interviews. I got even 

more concerned when I found out that having the first interview on campus was the most 

convenient way for her. The campus was my territory. The location might aggravate the already 

existing power imbalance.

I decided to take her to our teachers' common room. The interview had been arranged on Saturday 

afternoon, when no one else would be around. The room is brighter and more spacious than my 

office, which I hoped would get us relaxed to some extent. Keiko was very collaborative and 

honestly described the change in her thinking about learner autonomy. I do not recall any 

embarrassing moments in the 105 minutes the interview took. After the interview was over, I asked 

her if she had felt uncomfortable in talking, and she replied no. I invited her out for a drink 

afterwards, and she told me at the pub that events which were not referred to in official discourses 

actually drove her along her career development. I asked her to tell me about those events next 

time we met, but she was reluctant.

The second interview which again took place on campus a few months later was a lot easier for me. 

As I checked and edited the transcripts of the first interview, I had come to appreciate Keiko's 

sincere attitude towards her work much more than I did at the time of the actual interview. The 

difference in our personalities was no longer anything to worry about. Keiko's narrative was much 

more focused than last time, probably because I had specific questions and she knew what kind of 

information I wanted. Although Keiko still did not talk about matters which she probably felt were too 

personal, 1 felt 1 was able to understand her without such information. The second interview took 87 

minutes.
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5-2. Keiko's story

Keiko was born in 1957. She seems to have been a fairly independent child.

* ^ 2 - 1 6  : - ^ n o T t t ^ S ?

S ^2 -1 6 :

Naoko 2-15: Did you usually do things for yourself?

Keiko 2-15: More or less. I prefer doing things for myself. I was a bit annoyed if someone was 

around when I studied. I even switched off the radio.

Naoko 2-16: Is it your personality?

Keiko 2-16: Well, I don't know.

Although Keiko went through primary and secondary education without any big problems, she 

developed a belief that English was not for her during these years in spite of the fact that she had 

some relatives living in the States and had opportunities to exchange letters with them in English. 

She describes its cause as follows:
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Keiko 2 -6 :1 suspect it was simply because the grades were poor. I was able to get good 

marks in Japanese without studying too much. English required a lot of effort. The time I had 

to put into English was much much more than I put into Japanese. Maths as well. I spent most 

of the time on maths and English. But Japanese was easy. It was divided into classical 

Japanese, classical Chinese, and modern Japanese in those days. Ail three subjects 

compensated for my poor achievement in others although I didn't make much effort. So I 

thought I wasn't good at English.

Naoko 2-7: So it wasn't because you didn't like the way your teachers taught or anything like 

that?

Keiko 2-7: No. On the contrary, I had a very good teacher. I didn't study English much at 

junior high. When I entered senior high, the teacher in English said he wouldn't look at our 

grades at junior high to avoid developing any preconceptions. <Omission> But we felt his 

enthusiasm in teaching. He taught at a very slow pace. But his teaching was so detailed. He 

sometimes shouted things like "This is important, remember it," but that somehow relaxed 

us. He also often brought materials in current English. Quite a lot of stuff which seemed to be 

a bit too difficult for first-year senior high students.

Naoko 2-8: You told me about that teacher a bit in the first interview.

Keiko 2 -8 :1 suppose I found such a style interesting. So I studied English then. And I was still 

the kind of student who would do her homework without fail.

Naoko 2-9: You were biddable.

Keiko 2-9: Yes, biddable. I looked up the words in the text to be covered on the following 

day. We had this teacher for the first and second years. He prepared for lessons well.

Another one we had for the third year wasn't like him, although I don't mean to criticize him. 

So in terms of English I was influenced by this teacher in first year and second year. But I 

doni feel I studied English properly because I didn't major in English at university.

Keiko loved Japanese in spite of the fact that the Japanese teachers she had were not quite as 

conscientious as the English teacher. She read all the textbooks, with the help of a reference book 

in her family library in the case of classical Chinese, as soon as they were given to students at the 

beginning of the year. Learning to speak English seemed to be a distant dream. She decided to 

major in classical Japanese at university. There she joined an extra curricular seminar.
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Keiko 1-43: English. I joined a seminar at university. It was an exchange project with South 

East Asian students organized by an American teacher and his wife. He was a teacher of 

English literature and a Christian. He encouraged us to learn more about the Third World. He 

passed away recently in fact, but he was a marvelous person. The experience was very 

powerful for me. <Omission> There were many senior students who spoke English. When 

they suggested we discussed in English, all 1 was able to do was to sit there without 

speaking. I was able to understand them. Small phrases the teacher often used, like "I 

mean," became familiar to me. Then those South East Asian students came to Japan. Our 

common language was English. Honestly, their pronunciation was terrible. But we lived 

together for about a month, and made friends. That experience motivated me to learn 

English. The Indonesia Seminar was a non-credit, extra-curricular activity. But we 

occasionally had homework like reading a leaflet for the next meeting. And I was able to learn 

how to say things by listening to those Japanese students who spoke English. That was a 

Silent Period, wasnl it? I had some Silent Period, and the second year was our turn to visit 

their university. <The rest of the turn omitted>

<A turn by the interviewer omitted>

Keiko 1-44; <The first part of the turn omitted> So we were going to visit <NAME OF 

COUNTRY> in summer of the following year. 1 went to a language school during the spring 

break, but it was boring, it's true I wasn't very good at English, but we did a lot of practical and
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difficult things in the seminar. At the language school, though, I was asked questions like 

"what color is this?" Such lessons were really a bore. I didn't want to start with such basic 

stuff, so I quit the school. And we went to <NAME OF COUNTRY> in the second year. I 

suddenly started speaking. Well we had a reunion with those Indonesian students who'd 

come to Japan the previous year. And I talked with them using the words I knew. I was able to 

vaguely understand the points of the teacher's lectures. So I didn't take any lessons in 

conversation. But I was a competent speaker in the eyes of people who joined the group 

after me. It was really like practice makes perfect. I was very happy to be able to communicate, 

although the words I used were of course not much beyond senior high level. I didn't write 

much, but I had opportunities to see English used.

After graduation Keiko got a part-time teaching position at a senior high school.
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Keiko 2-29: A teacher was the last thing I wanted to be.

Naoko 2-30; Why?

Keiko 2-30:1 was in the literature department. Everyone was taking courses required for a 

teaching qualification. But I wanted to do something else. "Is everyone planning to be a 

teacher? Why don't we do something else?" That was the kind of thing 1 thought. But when 

the time came to look for a job, I thought professions which required a qualification would 

enable me to make decisions, marriage or whatever, more freely. I'd only work for a short 

period of time if 1 went to work in a company. Then teaching was the only job I could think of. I 

tend to follow the crowd. I asked a friend one day if she'd found a job. She said she was 

going to be a part-time teacher. I went "What's a part-time teacher?" and rushed to the local 

board of education with my CV to sign up on the waiting list. Then the senior high I graduated 

from contacted me. I guess the timing was right. I'd have resigned quickly if I had been 

assigned to a difficult school. <The rest of the turn omitted>
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Keiko seems to have kept rather a detached attitude while teaching at the senior high school.

■ST'U J: c!f p l \ * O T ^ > - 5 > .
^^commy-  h^r^nli^n^^Tt,  $fe3S(0AA *̂• /̂d: f$npiwf^fzii-c^st^ 

i i ,  ctA^woT<n-5>u.
Hh<D9c^^Eri>t.

‘J. ? l$T'¥^^<!fC*M citnT?7ofc‘J. ^e)l\e>:ic!:(f76'U^oTbo U ^^^T•r^a , $>&. 
fj:^l5cl:/j:S)chSofco ij

0*JU±/!:L/. tt*A'bilficD-fe>::^t V. ASH^
4 0A*^e>4 5 A < & l'U -5 .T L /j:o  fcA'S. 7'P^'■7A;^j:^T:^a5T#T■l)^^(t/S: 

b. c n i ix T .  ^'(ctiJSt■ctoT^.^•pSII^DTlcS^xTl^^a(^l'L^^T1■ct^ao
/ci:A'-:)/ce>^Si5IJ{5I(Dtt^^'^-5>C0A';5:<!:*^liUS L/ttao iH§.
^ lc S lN S U ;to  -5-(D^ t> lc c 0 A /c t> *< *3 t< !:* \ iH§(D:^lct±iT<-5«t
;^E</<^•5)aA<5l^-5^rclt<i:^ ICC p L̂ -f-

Bi§TSt)>^cC «!:*<. U T A ^ tD ^ L ^ -lc ^ c n if-e n T
iM 'o ai§liS/c■tt^lc;5:■^)*^/d:c!:Sot^T■f.

Sxh. 2 2 : T 2 3
A^oliiJWA^orcT-Tctta., ^z>a^JiM-^vlzUrj:<-&^
IM t/iL \U . SESt*<rj:(, .̂hS-5. /S it^ ^ m ik l c * . ^ ^ i : U (C5RfcUt^t:S:mmU
To ^ n ± ; 0 \  ■rlV5^^3S l̂J^^C:
t t i^hoX .  »6iPlC/cCofc
‘JT^ -5 )(D (i, Ufcta. l^ 5 ^

m~̂ tzo ^s»6 is i± . ^ni:x±m-trit)-^z>rzxt\ft,

Keiko 2-32; <The first part of the turn omitted> They have a manual for Japanese and 

everything, don't they? It states the objectives of each lesson. It has all the explanations 

about what to teach in what order, so all you have to do is to make lecture notes out of the 

manual. When I was teaching at senior high school, senior teachers told me to spend my time 

in materials study while I was free from other responsibilities. I wasn't a homeroom teacher, so 

I spent most of my time at school studying materials. I watched the other teachers too, 

though. Students incessantly came in, and the teachers had to have a train of individual 

consultations: or they had to take students on field trips. Those were the kind of things that 

took up most of the teachers' time. I felt I understood how things are there. Being a teacher 

involved more than studying materials. Yes, I was observing the teachers then.

Students didn't make progress because I taught them. The good ones always got 

more than 90 percent in tests. They had a good sense of Japanese from the very beginning. 

The classes were huge. I had forty to forty-five students in each class. All you had to do was 

teach the ready-made programme letting the students know that they were going to be 

tested on the material. I wondered what the teachers' job would be if the students weren't
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going to tai<e college entrance exams. Neither modern nor classical Japanese seemed 

necessary to me. The days would come when the students no longer read texts like those in 

school books. I convinced myself that it'd be good enough if they just remembered stories 

they read in the textbooks. I thought that Japanese could be one of life's pleasures if there 

were no entrance exams.

Dealing with students was also difficult. I was twenty-two or three, and I was afraid. I 

didn't know what sort of attitude to take towards them. I felt I needed to look authoritative. I 

thought I should keep some distance. But when they came to have a chat with me after 

school, our talk turned into friend-friend mode. Or I heard really serious problems discussed 

in the staff room. I doubted my capacity to carry out a teacher's job. It's very tough. I then 

understood how lucky I was to have graduated from university and got a teaching position. 

Students at a public high school come from all sorts of family background. Teachers had to 

have a personal relationship with each of them. That's tremendous work. I quit the job after 

all.

While teaching part-time, Keiko took an evening course in JSL teacher training. She says that she 

was not confident teaching modern Japanese and that she thought she would be able to learn 

about contemporary grammar in the course. She describes her motivation as "the same kind as you 

would have for flower arrangement lessons." After a few years Keiko went back to graduate school. 

She thought about studying JSL, but she did not think she would be able to get into the 

prestigious universities which offered a JSL MA programme. So she continued studying classical 

Japanese at the university she graduated from.
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Keiko 2 - 3 6 :1 w onder why. W hen you're in your tw enties, you're alw ays aw are  that you'll get 

m arried soon. It's a moratorium, isn't it. So  you hope to do som ething in the  few years  before 

your m arriage. I g raduated  from university and got a job at senior high school. But I didn't 

m ean  to be  a teach er for ever. I su p p o se  I w anted to  try som ething else . At grad school, 

though, I discovered the place w as not at all for m e. I found out that I really hated  studying. 

A nother difficulty w as going back to s tuden t life. Being a  full-time s tu d en t with no incom e of 

my own w as a pain.

<5 tu rn s  om itted>

Keiko 2-39: <The first part of the turn om itted> S tuden ts in the  s a m e  program m e, even  m ale 

ones, spen t a lot of time teaching at cram  schools. I worked a s  an assis tan t at the 

departm ental office. The pay w as a  sort of scholarship. So I com m uted to school to work. The 

num ber of s tuden ts who went to g radua te  school w as few er than it is now. Anyway, you get 

an adv an ced  teaching qualification for sen io r high schoo ls w hen you finish your MA, don't 

you? That w as a  plus.

Naoko 2-40: You said you tended to follow the crowd a  few m inutes ago. S o  w as it like I'll do it 

b e c a u se  my friends a re  doing it sort of thing?

Keiko 2-40: Yes, yes. I didn't have any kind of determ ination. It just so  h ap p en ed  that way. 

W hen I w as asked by my grad school teacher what I wanted to do, all I w as able to say  w as I felt 

I needed  to study m ore to teach  at high school. My motivation w as a s  poor a s  that. <The rest 

of the  turn om itted>

After sh e  finished her g rad u a te  work, Keiko s ta rted  teach ing  JSL.
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Keiko 1-26: <The first part of the turn omitted> I was very much interested in foreign 

countries. I didn’t thinl< I could make my living by teaching classical literature. So when I was 

finishing my MA I decided to go for JSL, although the job wasn't as stable as a high school 

one would be. I knew a graduate of my university who taught at <NAME OF LANGUAGE 

SCHOOL>. So I got work there. The two years I spent there were full of interesting surprises. 

The pay wasn't so good, but it was totally different from the work at high school. Team 

teaching was new to me. JSL was just about to boom. So I had lots of interesting 

experiences one after another.

Naoko 1-27; You said you'd been trained in those two years a few minutes ago. Does that 

mean you learned things from your colleagues?

Keiko 1-27: Yes. We had only six or seven teachers. And only I was in my twenties. I was 

twenty-five or six, the rest were about twelve years older. It was rather tough, but they 

showed me various ways to teach. I asked one teacher how to present a structure just before 

the class, and she told me how. That kind of thing. The thing 1 remember most was time 

allocation during each class and having to cover my share before the end of the lesson. The 

students were mainly Westerners when I started. The senior teachers observed my lessons 

a few times, and advised me not to spend too much time answering students' questions.■> 

High school teachers can decide how far they go in each lesson. They can start from where 

they left off in the previous lesson. But in team teaching I teach a class on Monday, and some

1 Among teachers of Japanese Western students are famous for asking a lot of questions.
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other teacher teaches the class on the next day, so I have to properly cover what I'm 

supposed to. I learned a systematic way of teaching in the good sense of the word, or how to 

handle foreign students. <Laughter> After about six months, they started a full-time 

programme, and different types of students, Koreans and Chinese, cam e to the school. 2  

Their purpose was also different. It was like pre-college language training. W e had to do 

different things for people with a different purpose. It was trial and error. Those two years 

were a transition period for the school itself, and also in the government's policy on JSL. So I 

had a variety of experiences. I taught full time in the second year, and did some 

administrative work too, like visiting universities. <The rest of the turn omitted>

Naoko 1-28: Team  teaching at <N A M E  O F LANGUAG E SC H O O L> in a sense goes against 

the idea that learners m anage themselves. How did you feel about it then?

Keiko 1 -2 8 :1 didn't think about it at all. What I was doing was presenting a structure and giving 

the students a lot of pattern drills. So in a sense those two years were a training in pattern 

drills for me. 1 had one British student who was a teacher herself. She suggested I should go 

faster in drills. 1 was young then, sometimes the youngest in the class. So I had to try hard just 

to do what 1 was supposed to. The full-time pre-college programme had classes in the 

mornings and afternoons to meet a visa requirement. 1 of course did pattern drills, but the 

students got dissatisfied with them. W hat I did then was go back to my teaching style at high 

school. My classes were like ones for teaching Japanese as L I . The test items I wrote looked 

more like Japanese as L I than JSL. I had only two options. <The rest of the turn omitted>

Teaching Asian students seem s to have been an eye-opening experience for Keiko. She started

learning Asian languages.

jg^1-32 : a:$:|§»WcDtt*lC•^l^X. ? S llA 0A « i:*\ 't'H A O A

Tzhj-Vt,

Tzhj-Vt.

2 According to Tanaka (1995), the so-called One Hundred Thousand O verseas Students 

Plan, launched by the then prime minister, Yasuhiro Nakasone, in 1983, led to the government's 
decisions 1) to legalize overseas students' part-time work, and 2) to simplify the visa application 
procedure for those intending to study Japanese in Japan. These changes boosted the num ber of 
learners and Japanese language schools. In 1985 the number of students learning at a language 
school increased almost eight times from the previous year. The dramatic increase continued till late 
1988, when the governm ent tightened the visa issuing policy. The learner population in 1989  
decreased to one third of the one in 1988.
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Keiko 1-32: <The first half of the turn omitted> Just as I started teaching JSL, people from 

Korea and China started coming into the school. And I realized international exchange 

required more than English. There was a course in Korean run by grad students of <NAME 

OF UNIVERSITY> and some others, which was open to the public, so I started going. How 

long did I go after all? One term was three months. I probably went for two terms. So that's six. 

All teachers specialized in the language, but they were still students. So they taught us 

pronunciation enthusiastically. I myself was interested in the pronunciation of Chinese loan 

words, because my students' pronunciation of Chinese loan words was rather poor. I'd 

guessed that was LI interference. Learning Korean pronunciation solved many puzzles for 

me. I should have studied more, but when I'd learned how to read Korean characters and 

pronunciation, I felt I learned enough. I also got busy at work, so I quit. That was Korean. And 

we had one staff member at school who was interested in the Third World. He organized 

events to introduce the cultures of Nepal, India, Africa and so on. She also organized 

language courses, and one of them was Indonesian. So I attended it for pleasure. <The rest 

of the turn omitted>

Keiko felt the need to have some experience in teaching overseas. She applied for the job of a 

Japanese language specialist in the Japan Foundation, and she was assigned to a position in Hong 

Kong. She spent two years there, but her status was very much a sheltered one. To borrow her 

expression, she went and came back as the person she had been in Japanese society. Her 

teaching load was light. The teaching skills she acquired at the language school in Japan seemed 

to be good enough. She thought, mistakenly, her teaching method was communicative, but it did 

not cause any problems. She learned some survival Cantonese as a continuation of learning a 

series of languages, and this made it easier for her to move around the city. She was quite happy to 

be able to handle greetings and shopping in Cantonese.

When Keiko came back to Japan two years later, she found the situation in Japan had completely 

changed.3

, « ^ i - 2 9  :

3 This change was brought about by the government's policy change explained in the 
footnote 2 of this chapter.
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Keiko 1-29: <The first half of the turn omitted> When I was teaching at <NAME OF 

LANGUAGE SCHOOL> I also taught part-time at a few universities like <NAME OF 

UNIVERSIPy'>. Because of that I was able to find part-time jobs at <NAME OF UNIVERSITY>, 

<NAME OF UNIVERSITY>, and <NAME OF UNIVERSITY>. But there was nothing but part- 

time work. I realized my qualifications were not good enough to get a full-time job in Japan. 

Doing another MA in JSL seemed to be the only way to go, but I was already thirty and I 

couldn't decide to go back to grad school. After about a year and a half, an ex-colleague in 

Hong Kong told me <NAME OF UNIVERSITY> was looking for a full-time teacher, it took me 

some courage to decide to go to Hong Kong again, but I didn't expect I'd be there so long. I

thought I'd be able to apply for a full-time job in a language school or university after a couple 

of years. But my plan didn't work out very well, and Hong Kong itself and JSL in Hong Kong 

were dramatically changing each year at that time.'* So I ended up staying there for six and a 

half years.

In contrast to the first position Keiko held in Hong Kong, the second one required a high degree of 

commitment to the job because her employer was a Hong Kong university rather than the 

Japanese government. These six and a half years had an immense influence on Keiko.
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rd:l^*^ci:l^r).5^e»lCWX^P/fX)^^>oT^ao a:$:W^d:IIP^<^:l^^^n€>Arc(t(D£■M^iilcJ:b•^T, I^A.

*^bTrcCD^)fAlC<i:-^T#^(!;®e*•'o/c^T^J:5^ao X. -?-0Afc-6lCiW?#UTte>x-5iP
a:^f§ySlt*'l!i!-fficD-^-;HCOOSnTI,N?)^:>lt!CIJlN*' 

B:$:|g|i^$XlJT•r*'b^Tt'f).5sp î:Sl :̂^T !̂llfe>n;^CUg|5:9■A< )̂t3fc< :̂©5^T•r^ao %

4 The period in which Keiko lived in Hong Kong was immediately prior to its return to China.
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Keiko 1-13; <The first part of the turn omitted> I had the impression that it was a society 

where the content, process and outcome of tertiary education was visible to all. The 

department I belonged to was a hybrid of translation, linguistics and many more disciplines. 

Japanese was only one of the components. So teachers of many disciplines got together for 

meetings. So at meetings, specialists in other disciplines who might know very little about 

your field could question the validity of your data, for example. 1 don't know whether such a 

style of meeting which includes non-experts as well as experts is better than the Japanese 

style closed-door meetings of experts only, but I found it interesting to work in a mixed 

group. We had to design a programme which made sense to these people. The Japanese 

programme couldn't stay secret when the other programmes were not. "Japanese is special" 

didn't make a good excuse. In fact the number of class hours, the number of part-time 

teachers, and the proportion of As and Bs my predecessor gave were different from other 

programmes. They didn't question why Japanese was different in content, but they did 

when it came to allocating a budget and things like that. So I had to do some groundwork to 

convince people on such occasions. We had to make our programme transparent. We go 

through this process, and we do this in the third year. The graduates work in such and such 

fields, and they find this course in the second year to be useful in this kind of work situation. I 

collected that sort of data, although I'm not sure how rigorous they were. I suppose I learned 

to think about how a third party would evaluate my work there.

118



<A turn by the interviewer omitted>

Keiko 1-14: <The first part of the turn omitted> Another thing I learned in Hong Kong was 

that there were societies much more advanced than Japan in Asia. Singapore is another 

example. Some Japanese people think JSL is mostly for people from developing countries 

who want to learn the secret of Japanese economic development or Japanese advanced 

technology, apart from when we send teachers to Western countries. They are wrong. There 

are societies in Asia, like Hong Kong and Singapore, that are more advanced than Japan in 

some respects. In these countries there are people who publish in English and want to work 

according to global standards. That was a shock to me, but interesting. The context they 

work in is totally different from Japan. They may learn Japanese to study Japanese advanced 

technology, but if they find Japanese technology of no use, they'll change their plan right 

away. <Laughter> When I brought my students to Japan for company visits or for a home 

stay, I often met groups of people who seemed to think international exchange meant 

making friends in a rather patronizing way. I appreciated their hospitality, but the gap 

between the image of internationalization Japanese people have and the actual state of the 

world was so big and that was a shock to me. But people in Japan are not happy with me 

when I say such a thing, so I don't say it too often. In that sense, I'm still in the middle of a 

reverse culture shock.

Keiko's teaching also changed.

T - 5 l C / J \ | i S 3 t ^ 3 U/cE# ^OI t TSI ^d: I ^

v x ^  Z^orzVmCti-orz/vX'ti2o 1^04=(D)7i^noT^■e>;S:cDA'^CoTS^t,^*U
tz. 3EeOB#faT.

y  c h S o  tz .  <)$ e> t  e> S  <

t  WsttTz2 • t> ii-:> JI'
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^ I^h -o tz . 'e n iiS fiA 'o /c T ’ -ritt'^ac

Keiko 1-11: <The first part of the turn omitted> My first position was in a literature 

department, and Japanese was a minor for the students. I taught management majors the 

second time I was there. Many took a course in Japanese management, which had an 

assignment of giving a presentation in Japanese at the end of the course. I had to take care 

of the preparation right after 1 arrived. It was interesting in retrospect because what they were 

doing, that is collecting first hand information and analyzing data, was exactly the same as 

project work in language teaching. I wondered if it was the trend in the world. I actually 

learned a lot then. You definitely need something extra on top of the pattern practice I was 

familiar with in order to be able to collect and analyze data and to prepare for a presentation in 

a short period of time. I thought by utilizing the knowledge and the ability they had the 

students should be able to do most of the preparation for themselves. Then I could help with 

the content and the expressions by discussing what they'd done. I thought I'd be able to 

show how learning Japanese could be useful in their specialized fields that way. So after a 

couple of years I started teaching there, I started trying bits and pieces of extras.

Naoko 1-12: Could you tell me about those extras?

Keiko 1-12: For example <Omission> People working for companies in Hong Kong have 

quite a lot of opportunities to handle written Japanese, even if their company is not 

Japanese. So I used real business letters in teaching writing to show my students how 

learning Japanese was relevant to the work they'd be doing in a couple of years time. There 

were things I couldn't do myself. So I developed materials for reading and writing in 

collaboration with Hong Kong colleagues. I realized materials in normal advanced textbooks 

might be good for students of Japanese studies or literature, but there are many people in 

the worid who don't need such materials. That was the kind of learners and environment I 

was assigned to. There was room for creativity there. That was interesting.

This time Keiko seriously took to learning Mandarin.

B ^ 1 - 3 2  :

i5iL;tHisi^±T-rA^e., 

mu:it tz^x .  t x ' h ^ m r z t ^ ^ t z h j x t T. 20.
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Keiko 1-32: W hen I w ent there  for the second  time, I w as su p p o sed  to start working in 

S ep tem ber. I went a  couple of m onths earlier and took an intensive co u rse  in f\/landarin. 

C a n to n e se  wouldn't have been  bad, but it's primarily a  spoken  lan g u ag e  and you don 't read  

and  write. I also thought it wouldn't be a  bad  idea to know a  standard  language. Then I finally 

learned the gram m atical system  and m uch more. M andarin isn't of course  the  sa m e  a s  

C an to n ese , but they  are  both varieties of C hinese. T hey have m uch in com m on. I'd thought I 

w as fairly good at C an tonese , but my knowledge barely lasted  for the  two m onths. S o  I 

understood  the im portance of a structural syllabus, or ra ther that both structural and 

situational sy llabuses w ere necessary . Audiolingual-style practice is of co u rse  not enough, 

but it's indispensable. I spen t two sum m ers learning Mandarin after all. T hen my C an to n ese  

im proved too. W hen I cam e  to understand  the  co rresp o n d en ce  b e tw een  M andarin and 

C an to n ese  pronunciation, I w as able to understand  s tre tch es  of d isco u rse  as well a s  lexical 

p h ra se s  for survival and simple sen ten ces. It had b een  difficult to learn it directly in 

C an to n ese . <O m ission> So my C an to n ese  improved by learning M andarin. In th o se  day s a 

few television new s program m es had subtitles. Subtitles are  identical to M andarin, and  a s  I 

listened I learned how to pronounce them  in C an to n ese . It's true I lived th ere  for a  long time, 

but it's mainly the study of Mandarin that helped. That w as the difference from the first time I 

lived there. I really think you have to learn about the  linguistic system . S o m e people learn a 

language by watching a  film twenty or thirty tim es over, but understanding  its logic to  som e 

ex ten t w as a  short cut for me.

Although th e  teach ing  m ethod of the  M andarin co u rse  w as ra ther a  primitive one, Keiko developed  

the confidence tha t sh e  CAN learn foreign languages. This a w aren ess  g av e  Keiko a  new insight 

into lan g u ag e  learning.

m ^ 2 - 2 7 :

S p  ?
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pi.\5o-r;^<iiUiM?r=ttao '5-e»ue>c<h(ittT'b!5it;rd6^<hSo u,

Naoko 2-27: Do you think the experience affected your thinking about teaching in any way? 

Keiko 2-27; Yes, it did. 1 still remember the good feeling I experienced when I said something 

I'd just learned at school to someone in town and they understood it. How shall I describe it?

It still stays in my heart, or in my body, rather. I guess it's that good feeling that enables us to 

learn. Or the momentary pleasure you have in class when someone says something in 

Japanese and everyone laughs. It only happens once in a while. You teach for years, and 

you only experience it once a year or something. It's not just saying something funny, it's the 

pleasure of understanding what people are saying there and then. You feel very happy, 

don't you? I guess everyone feels the same. So I think affective factors are very important.

Learning Mandarin also transferred to Keiko's competence in English.

, « ^ 1 - 3 4  : ^ f§ lC t f5iJ.5Llf. a i*n h e

+ af§li. T.

Keiko 1-34: <The first part of the turn omitted> Another thing is English. It had an influence 

on my English. For example, Japanese speakers find "a", "the", "some" and so on difficult, 

don't they? Those function words exist in Chinese too. For example you can't just say cup. 

You have to have a definite article or an adverbial expression. Without it they wouldn't 

understand whether you want a piece of cake or the whole loaf of cake. Especially in 

Cantonese those quantifiers function as pronouns. So you wouldn't be understood without 

specifying how much etc. It's true in conversation as well as in writing, although I didn't write 

much. So when I saw English after I'd learned Chinese, it finally made sense to me that 

nouns can't be naked and you have to make them plurals or have "some" or what have you in 

front of them. I had a few experiences like that. So I thought learning several languages was a 

good thing. <The rest of the turn omitted>

At the same time Keiko also learned the need to set realistic goals in learning foreign languages.
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Keiko 2-59: <The first part of the turn omitted> Another change learning Chinese brought 

about was that 1 learned about the limitation of learning foreign languages. In terms of English 

I couldn't help pursuing the ideal. I couldn't stop trying to get better. Written Chinese is 

extremely difficult, and it requires formal study to become a proficient writer. It can't be done 

overnight. So I can only write in English. It's probably the time I spent learning English at 

school that made it possible. I can't write Chinese for professional purposes. When you learn 

a foreign language, you probably pursue the ideal and want to be near native. But it's 

impossible unless you put a tremendous amount of time into it. I don't think Chinese people 

who claim they can read newspapers in Japanese are right. They can't. I also know 

bilingualism is extremely difficult. My language is Japanese first and last. I study foreign 

languages on top of it. That's my feeling. I don't know about other people. The Japanese I 

wrote in Hong Kong sounds like Japanese written by a Chinese. So I dont think my 

Japanese improved. I sometimes feel a craving for reading Japanese-like Japanese. I'm 

confident in writing Japanese everyone can understand. But that probably doesn't sound 

like Japanese at all.

Naoko 2-60; What do you mean by Japanese-like Japanese?

Keiko 2-60: M eandering.5 1 cant write like that now. But people who have a specific purpose 

to learn Japanese have only a limited amount of time to spend on learning. The learners I

5 The original Japanese wording, kunekune shite iru, does not necessarily have the 
connotation of being aimless which meandering has.
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teach now are of this kind. Such people need to set a limit for themselves. They need to 

decide how far they want to go. I can tell them they can't keep studying for ever, thanks to my 

experience of learning Chinese.

This comment may also reflect Keiko's perception of her proficiency in English. She learned to write 

English by writing administrative documents with help from her colleagues. She is now confident in 

practical writing, but there are areas which she feels she cannot cope with.

IM (if ̂  AMJ sy 1”̂  It a t).
* ^ 1 - 4 6  : h

®^1-46 : 6 ^ f t )
ItT, PhD̂ U-5cTl̂ s»(DAf>t>Tt'-5̂ ■r̂ âo <A€>T05<:*:^«>(Cl\.55fe

T f .

Keiko 1-45: <The first half of the turn omitted> But I thought I couldn't keep pace with Hong 

Kong colleagues when I saw them write a fifty-page paper non-stop. In the beginning I 

thought I should study more at <NAME OF UNIVERSITY> or somewhere like that. They 

encouraged teachers to get a higher degree as they worked. And they'd ask "When did you 

finish your MA? Eighty something? Have you been doing anything since then?" If you didn't 

have any conference presentations or publications, they'd think you were not doing your 

job. And my colleagues started a PhD one after another, although whether it's a good thing 

or not is another matter.

Naoko 1-46: Staff development, isn't it?

Keiko 1-46: Yes, staff development. The school provided funding. You could take as much 

time as six or even seven years to get a PhD. So I went to see the teacher named <NAME> at 

<NAME OF UNIVERSITY>. She told me to narrow down my research topic and to write a 

literature review, but I wasn't able to do the homework. I thought it was impossible to study in 

English as I worked. I've just let it slide since then.

Keiko came across the term learner autonomy while working in Hong Kong.

S ^ 1 -4  : m obile . ^
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Keiko 1-4: <The first part of the turn omitted> Looking back, I often heard terms like 

autonomous learner like buzz words. A colleague told me it's translated as JIRITSU with 

RITSU meaning to judge in Japanese. That was the first time I heard the word. When I came 

back to Japan and started reading books on learner autonomy, I found familiar names among 

authors. So I easily took in the word and the thinking behind it.

Naoko 1-5: Were you able to accept the idea fairly easily when you heard it in Hong Kong 

too?

Keiko 1-5: Yes, easily.® But I still have only a vague idea of the content itself, its definition and 

how I interpret it. My understanding of words like autonomy and autonomous learning seems 

to be different from the one I had when I was in Hong Kong. So it's not established in me yet, 

I suppose.

Naoko 1-6: That's true of anybody, I guess. How did you think in Hong Kong?

Keiko 1-6: In Hong Kong I only had an understanding that autonomy means learners can 

manage themselves. I didn't think much about what teachers need to do. But I built a far

fetched argument to relate it to teachers' role in my papers and reports. When I read Tudor 

much later, I was glad to find a similar argument. Teaching is not giving skills. You have a 

situation, and the teacher and learners participate and interact. That was as far as I was able to 

go. I was thinking it was an important job for teachers to create such situations.

6 Keiko put a note to this part of her story that she had been able to accept the idea easily 
because she lived in Hong Kong where doing one's own business for oneself was quite natural 
and there were a wide variety of choices.
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Keiko now describes Hong Kong as a place she feels sympathy with. She analyzes why she got so 

much involved as follows:
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i l^ 2 - 2 3  : ^ 5 S ^ ^ :W it•^ k T #rcoT l^ P C < i:?
m ^ 2 -2 3 : h t i t .  m ^ i m m x ' u - o x f z v .  i m r ' a - o x r z v u r z i b .  m f z S ^ x r z
A 'tU tl /S O . @ X X 7^ -> tX -:> X L ^ -?rz(D X .  Utl^i:0/cC<!:li]Sl\

* ^ 2 -2 4  :
*^2 -24  ; JtAMC. U Sl? !̂ ;̂tOfcEt)<DT^3io T , fAA<-?-C* ̂  r > T ® S A < - 5 t  Utl/cEl'It <!£.
# ^ 0 A t K ) l t T < n 5 ) b o  S .  § ^ ^ J ;< S l tA n T < n /c ^ ^ < ! :S l^ S ■ r .  T t ,  S i i S ^ A ^ i ^  
C^UpC<!:/c:ofcCDA'<hg^-r-5.ST(C(iB#raA<*^A^‘JS -rtao  

5)^cC I, ' T ' f .

Keiko 2-20; I don't know at all. But I guess it wouldn't have worked out if I'd gone when I was a 

student. I experienced a bit of international exchange with South East Asian students in 

university. I also had a lot of interesting Japanese friends. Then I became a teacher at senior 

high school. I worked in Japanese society for a few years. Then I started teaching JSL. I only 

taught for about two years before I went to Hong Kong, but I had a lot of experiences which 

forced me to change my way of thinking. Teaching JSL is, after all, a challenging job in many 

ways. For example I discovered some English I'd used was totally wrong. Or I used to say "we 

say this in Japanese whereas they say that in English." But I learned there were many other
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languages which were similar to English. I learned about the characteristics of the Japanese 

language that way. So in the first two years I taught JSL my way of thinking changed a lot. 

Naoko 2-21: Both of your examples just now were about language, so you changed in the 

way you saw the language?

Keiko 2-21; Yes.

Naoko 2-22: So the change in your way of thinking mainly concerned language?

Keiko 2-22; Yes. I learned to see the language and the values and behaviour patterns of 

Japanese people in relative terms. I also took courses in Indonesian and Korean, and made 

friends with people who learn those less widely learned languages. I started feeling learning 

many languages was fun. Then I went to Hong Kong. So it was like a continuation of learning 

a series of languages. There are a variety of languages. I'd loved Chinese characters and 

classical Chinese literature. Learning Chinese was interesting because it was like finding out 

where they came from. Chinese words are in a way a lingua franca for East Asians. It was 

interesting to know the varieties in pronunciation. The pronunciation of Chinese loan words 

in Japanese is such and such. It's such and such in Korean. And I had some idea of how they 

were pronounced in Chinese. I knew the rules of how the pronunciation corresponds among 

the three languages. So Cantonese pronunciation came naturally into my head. If I'd gone 

with just the experience of learning English at high school, things would have been 

different. So the order was right. The two years of teaching JSL made a smooth transition to 

the next stage possible. Another factor might be the friends. I was able to tell them about the 

fun I found in cross-cultural experiences and language, and we were able to enjoy them 

together. It would have been hard if I'd had to face them alone. I had both Hong Kong and 

Japanese friends who answer my questions and provide feedback. That's probably why. 

Naoko 2-23; Does that mean you were able to objectify your experiences?

Keiko 2-23; Yes. Also if I'd gone with my family or I'd belonged to a Japanese institution, it 

would have been different, too. I was on my own. That probably made it more interesting. 

Naoko 2-24; It's a bit like travelling on your own.

Keiko 2-25; Yes, you're right. It was like travelling on my own. And perhaps because I made 

fun of my experiences, people there helped me a lot. I appreciate their tolerance in 

accepting me. But it took time to understand the Hong Kong society. I still don't know if I 

really understand the social context there.

Keiko was very much a part of the community, but she came back to Japan.

S ^ I-1 6  : /d:^-C»oT#7^:(D?
g ^ i - i 6 : t i t - '

^ - D X ^ t z h j - V t.
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,€ ^1 -1 7  : i ^ Lt ' o $ ) - 6 i . l z m B t ) ^ & - D r z V t n i i& i r t l f i i o  &(D^±^
Sft^t-Sibobo fct)->b. :fefc-6)T*.n. i^ftTS>n, ;§ijcoAt

Naoko 1-16; What made you decide to come back?

Keiko 1-16: Well, it was an exciting society, and I learned a lot. But it was tough. So I'd always 

wanted to come back as soon as I found a job. I applied for several positions, and <NAME OF 

INSTITUTION> happened to decide to take me on. So I came back. Working in Hong Kong 

was rather interesting, but 

Naoko 1-17: You didn't want to do it for life.

Keiko 1-17: No, not for life. It's hard. If you have a family there, that'd be a different story, 

though. Another factor was that the society itself was in flux. And it was very competitive. 

Friends and colleagues kept coming and going. <The rest of the turn omitted>

Keiko got a job at a government-subsidized institution. A couple of colleagues who had been 

interested in learner autonomy invited her to form a study group. Keiko started reading in learner 

autonomy, and her teaching came to consciously target learner autonomy. Then she faced some 

problems.

(DIJ, a :^ lC » ^ T *^ e T -ro  S ; t T l i .

^T•rct^ao *®/i'-r)Tifl\|J|2c:-y-^£(,\T-r*->e). hr j : rzZ0LX<rd^\ . \ t t )^m^r j :^ \  ^<Dt  
C 5 l i .  •^e>-t^Tt)e>;t-5)lEaTIJSS>S^D^oTS-rit<!:t)o

Keiko 1 -6: <The first half of the turn omitted> When I worked in Hong Kong, the number of 

Japanese language teachers at work was small, and I was able to do almost anything I wanted 

to do. So it was only when I came back that I realized building consensus among colleagues 

is so difficult. We had study meetings in Hong Kong, where colleagues discussed language 

teaching, JSL and so on. Giving presentations on your teaching practice would never mean 

violating someone else's territory. I came back, and <NAME> and <NAME> invited me to join 

them. We read books together. So far so good. But when it came to the point where we 

implemented our ideas, problems arose. I still don't know how much consensus we have 

among our colleagues. Some probably don't want our ideas imposed on them. We can't
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cause conflicts. So we cannot tell them what to do. At the moment we're doing as much as 

they allow us to.

Asked what makes the difference in teachers' attitude towards learner autonomy, Keiko analyzes as 

follows:

m̂ i-8 mmmT$nx^nrzt(DAi.

ht\ts ju ^ ^ K ± ‘;i^(Dmmti,x. :zt\i<D^^ti^x^ 
^^^\zu-orzt) ' ‘t i^tn. \ t ' ‘x m m t ^ t z h i i - o t ' - A - D X <
it^ l-9 :^ > , ^ o l^ ‘JT#-5J:^lc;5:-5-:5Tl\e)C<!:A<a2^f§l![W05S®<DSW;^oT
U p-5N ^lC #xT^A fc:< i;.

0A<;^^'■rU^)^5J^fe$fe(7)C<i:rcc!;l^P.5^plCl^#^T;^C^,\. ?A(C-^A e > n T - 5 < D I J < h  l \ p  B$Rg

Keiko 1-7: Teachers who perceive learner autonomy as letting learners learn as they wish 

and those who are aware of the variety of work they need to be involved in in the 

development of learner autonomy work differently.

Naoko 1-8: How?

Keiko 1-8: Language learning has a training aspect, doesn't it? So teaching can be simple 

mechanical work. But when you start thinking about how to stimulate learners' metacognition 

and how to evaluate it, everything changes, from your view of education, if I may exaggerate 

it a bit, to more practical things such as materials you prepare, classroom management, and 

feedback. People who are interested in rethinking these things would probably not mind 

working for learner autonomy, but we shouldn't force them to change their attitude. Another 

thing is programme evaluation. If you evaluate a programme by whether learners become 

more proficient, it'd be a bit different...

Naoko 1-9: So people who think the ultimate purpose of teaching JSL is making learners 

proficient...

Keiko 1 -9: would be a bit problematic. Whether you're after a short-term achievement or you 

take a more long-term view makes it different. Long-term achievement is difficult to get data 

on, but I don't necessarily think long-term means years. I have nine months to work with my 

students. I believe we can achieve visible change in that period of time. <The rest of the turn
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omitted>

Another problem was posed by learners.

rz^xt^fi^, ^s#(D+ici± riofifzitavrnvyj rn^xiti:t>i^vz^o\zM^[^tz^^t 
S o T '5 0 J  r j t ^ .  ■ R ^ {^ a S T Ic f^ '\-v S T -^ n < !:? A lc
e-:5T<;S:$1,nj t\,^om^tlihorz^J. r<pIT=t)S5i'T%x5:3Tmt>n-l>(t:i:oTfc¥Oj mX 
m^3txT. ^ v i \ o : i t ’h$>^Ajrzr<i.hts.-ofz/vXt^^o ^(Dx\t{^hjt\z±x^m\^nrz\.\

/a<!:St^S■r^ao
iS^1-58 : ^ a S T - a  0 0 ^ - v l S ^ T ’5|5^C^l^iWt>nfce>. 0 ^ 5  0 '^ - x l C U T < f c '$ l , \ o T

E^^I-58: i5 tT ^^T ^;S S O < h l'p (D ;< )< S £ M fc '< h ^/x fc^ liS o T -5

l± a:$:|gAiT# -5ct r> IC/SS C <!:/c: i S  P<7)T. fc fc o T T ^ I c h * \
^;i*SliT^;5:l\. + i® iy ± ( iT ^ -5 o T l\p  tCDTfc;S:l'T-rit(!:\ ^ : i ^ i i o \ . ^ o Z s ^ l Z b f z ^ ^ \  
l\co*'/d :<hSoT.

Keiko 1-57: <The first part of the turn omitted> Another thing I felt last year and a student told 

me this year is that there are learners who find it painful to be asked what they think or how 

they want to learn. A student asked me to tell her to do how much by when. She said it's hard 

to be told to think for oneself. That was a discovery. I don't think she really wants us to force 

her in everything. But we need to think of alternative ways to invite them to make decisions.^ 

Naoko 1-58; If you tell her to read 200 pages by tomorrow, she may ask you to make it fifty. 

Keiko 1-58: We think it is democratic to tell them to go and see how people work for 

themselves [in field trips] or to think for themselves, but those people who are studying 

Japanese have nothing to do with the term autonomy. Their purpose is becoming proficient 

in Japanese. So I'm thinking about whether more limited autonomous learning is possible. I 

don't agree that autonomy is only possible with intermediate learners and above. But I'm still 

exploring ways to work with beginners. <The rest of the turn omitted>

Keiko's thinking about learner autonomy was in flux. When she checked the transcript a few 

months after the first interview, she underlined the words "more limited autonomous learning" in 

the above quotation, and put a comment that she did not think so any more. She says in the 

second interview:

^ Keiko put a note to this part of her story that she thought struggling to make decisions was 
worth the pain. Her thinking changed in the several months between the time of the interview and 
the time she checked the story.
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m^2-2 : K - S ' ; t - h - / 5 - c D S « ^ T .  fACOJS-rjTfc 
( D t ^ O < D t$ ) ^ t \ , ^ ^  : i t t f i^ f }^ -z>X^rz /vVt ,  »W<D:T^P^77A^f^-53llilc35^A'e>, 
i t v  i^0^.^0ZfaCf '^A■V^vl '^0i±m^i^■^X'^i^f l i .  ® b (D S a ii^ 1 S f  
; lT O T . t L X ! i i 'm r d i : i t r d t l im o X \ . ' ^ ^ t .  X t .  $fe^(Dl'-r.Tl\-S)cte)
Ka. $HM(D^X(0^l$'t±(Dr^‘iM l z y ^ - t l 7 . ^ i 5 { , ^ X ^ ^ I t C ^ f j : i ^ t m ^ < D t .  
t}\ ^ t i ^a<D^o lzM 'a t^ (D i } ' ^ t i ) - ‘ l i . Sfc'fA<D+T'tS>ieiUT^-rXi'5).
S -r S-r b ;tc < ;S o T -5 ch u e> o

Keiko 2-2: <The first part of the turn omitted> I've recently found out, as I prepare for my 

presentations, that there are definitions of autonomy different from the one I knew. As I'm in 

a position to make an educational programme, I think of how a programme can be designed 

so that it cultivates learner autonomy. I think it's a necessary factor in making a system, but I 

don't think I'm after the learner autonomy in the classroom that you advocate. My thinking is 

still chaotic in terms of the definition of autonomous leaming and how to implement it. I'm 

getting more and more confused.

Keiko refers to an incident which forced her to reconsider the teacher's role.

^^1 -6 2  :
ilsP^lC-ilillCO lNTO^fcU ^rcA^)l^S■r. <h-:3T=b1a*-^i#^T-5)ATfc,

m ' ^ t h 6 A j X ^ ^ t o X n v / v X t o  t f c .

?7oX . ■ 6 .J :r3 < !:^U < 9 -iU 'f> -^ :3 T . 'E ■ nT J ;A 'o t^T ■ r^a . tSe.liS?)BlC!)S-3T^7< U. 
ttna. ccic(,\^Afc^<!;ij, t-^̂ -ox k̂ty x̂it. »

p U Ttr?«#lc;S :o^A?>p<DT.

io ^ H u T . -5-coA<ht)p-e>J:o<!:&JcDJfJTte|gUTfei*'ofc(D*'>/<i:fec!:A'. <45BS>|i6ip0tt 
cn lcM bT c:p^,^^):7 '’P ^ 5 A $ :f^ ^ T C ^ |^ ;^ S ■ r•^ T l^ e lC c !: /^ ( tU ^ ^ E < T . JfJiC

Y - ^ ^ \Z / '^ ^ n ^ t i^ ^ U X X V i< 1 it f i^ t ' ‘ -:>tz'u. lA lC c h o T li^ n o  h 
rcofc^^c!:Sp^T■r=t^^lo C :3-5 lC 'iS :5T#te ., »J(D ,ti*T

S5^i^:(DA/t^<t;(DiEgSI^J^oTft<(DA\ }g M U T l\<  <^A'oTl\pcDA<S.U

Keiko 1-62: <The first part of the turn omitted> We need to be involved in students' lives in 

my present work. I had a student who had a serious psychological problem, and I 

accompanied her to the hospital. I don't talk with my students unless they have problems in
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their learning. When I did talk with her, she wanted to be a good student to me. I never 

expect my students to be always good, but she must have tried very hard. I said things like 

"You're doing rather poorly these days. But you know what to do, don’t you? You can 

manage yourself, can't you?" And she said "Of course I can." I was indecisive then. When I 

was in Hong Kong, I was able to always stay in the teacher role. The only time I had contact 

with them outside class hours was occasional dinners in town. We enjoyed chatting, and that 

was good enough. The students had a home to go back to, which my current students don't 

have here. So we have contact on many occasions. Perhaps I tried to maintain the teacher- 

student relationship too consciously. Or I wasn't sure if it was OK to have more than one face. 

There were many different thoughts inside me. One said I should leave such a problem to a 

professional counsellor. The other said an evaluator, which I inevitably was, shouldn't play 

the role of counsellor. I wasn't able to do anything. I was in such a bind. But would it really 

have been better to leave it to a counsellor? Or should I have talked with her in a different 

manner before the problem got out of hand? <Omission> The teacher's job is not just 

designing a programme and carrying it out. It must essentially involve relating with students.

In Hong Kong I was expected to design a practical programme dispassionately without going 

into the second role. It was a training to develop such an ability in me. On top of that practical 

ability, I now need to learn how to keep the optimal distance with the students or how to have 

contact with them.

Keiko seems to be becoming more and more aware of the educational side of language teaching. 

She talks about a friend who goes to a language school in Australia:

uic5l5T-5A-'e). b o T .

it^-2-4 : ct'Cl S>3Z2;&UH><!:Sp (D?
E ^ 2 -4 ; cfc<I^<»lC, b T i C ,

(C(,M\^{4A<ffioT-5.cD(C<!^p^Ta:$:i§A'■pt<^i:‘J(C<l^^Ac:5e'<^:«-<?SoTfe^T■r=ttao
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T. Tfe. tj'-fX)'U<To

Keiko 2-3; <The first part of the turn omitted> I got a fax from a friend the other day. She says 

she glimpsed what my work is like. They have all kinds of people in one class in Australia. So 

when you go in, you get a file and choose whatever materials you like as you'd pick things up 

in a supermarket. The teacher is moving around like a butterfly flying from one flower to 

another. She's seen on television a long time ago a classroom with children playing here and 

there. Her class is exactly like that. She has no grammatical problems except occasional 

errors in articles. The teacher says writing a lot will solve the problem. A student of such an 

advanced level and a middle-aged woman who's just immigrated to Australia study in the 

same classroom. When I read her fax, I felt countries which need learner autonomy have 

totally different backgrounds. In Japan, too, places like resettlement programmes for war 

orphans actually need learner autonomy more than we do. Our practice so far has been an 

effort to understand what autonomous learning is. But I didn't know the fundamentals. I think 

it's good, but I don't understand it yet.

Naoko 2-4; What makes you think autonomy is good.

Keiko 2-4; Well, colleagues often presume that I plan autonomous learning in order to 

pursue efficiency. I don't. It's not that autonomous learning is the best way to pursue 

efficiency, but it so happened that the programme turned out to be efficient in the end. I 

often wondered why learners in Hong Kong had difficulty in learning Japanese when they 

had so many favourable factors. I now think one of the reasons might be that JSL course 

designs pursue efficiency too much. So it's better to think about education and affect in a 

slightly wider framework. I sense autonomy is not just a matter of motivation. And it's a larger 

concept, but it's difficult.

Keiko traces her change back to her experiences in Hong Kong.

S ^ 2 -5 3 ;p -^ .  SISALS.USr.T#TA^e.75\ UAc<!:Sp
/ y j - C t i - f i i o  T l\e x D li .  O x ' V  hTU J:.

S T c t f e o  lc?7-r>fc?). S i - f b h U - —

ta.
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Naoko 2-52: You said that autonomy didn’t only concern dry cognition but also affect and 

that it was an educational concept earlier today. When did you start thinking like that?

<2 turns omitted>

Keiko 2-53; Well, I wonder when. Perhaps around the time I came back from Hong Kong. 

Teachers' relationship with foreign students in Japan is very much personal, isn't it? It's more 

intimate and emotionally involved with Korean students, for example, than with Japanese 

students. I was in such a world before I went to Hong Kong, and I found the climate very 

different there. So I suppose I was trained as I worked in Hong Kong in putting emphasis on 

efficiency and practicality in my work. I don't know if it was cross-cultural training or teacher 

training. And when I'd understood it to some extent, I guess I started thinking there's got to 

be more to it.

This awareness may be related to Keiko's emotional involvement in Hong Kong. Trying to identify 

incidents which led to this change, she remembered the big anti-Japanese movement in Hong 

Kong triggered by a territorial dispute between Japan and Taiwan around the time she decided to 

come back to Japan. During that movement Keiko witnessed people in Hong Kong to become 

emotional.

m^2-55 :

I fTl i /d: I f c O  U - ^ © O S  Ufc^a.

Keiko 2-55; <The first part of the turn omitted> I'd had this inferiority complex that I lacked 

practical ability, and I admired the practical ability in people in Hong Kong. I learned a lot about 

it there. But people in Hong Kong quite naturally have other faces. Human beings were not 

that simple, I think.

Keiko now seems to be in the next stage of professional development. She has started inviting a 

group of volunteers, which consists mostly of business people, to her institution in order to provide 

her students with opportunities to meet Japanese people.
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Keiko 2-70; <T!ie first part of the turn omitted>The students last year were not that diligent, 

but the connection with this group of people was firmly established. Then they do 

everything we can't. Those volunteers are willing to do all sorts of things. For example we 

can't tell our students about marketing, but they can. It's not materialistic help; they are 

resources. So matching students with relevant resource persons is what I've achieved since I 

came back to Japan. It's interesting. And it's more and more about autonomy. I set the scene. 

You have whatever interaction there. <The rest of the turn omitted>

Keiko is comfortable with her new role. She has been promoted to programme coordinator, and has 

found a new role in working with younger teachers too.

AlC

Â -r-scDiiSiwiasT-Tta. sifA<o5i'5tiiT<-s;5'e>. 
lC } ic T < -5 tt« T -r t3 io
i t ^ 2 - 7 4  : mxii.
I \ p 51f MS <!: AMJSl' Aice-t+icii I I ,  A,

^^^2-74;

Keiko 2-72: <The first part of the turn omitted> We have teachers younger than myself. I 

happened to be leader this year and started dividing the work into mine and theirs. 1 give the 

new teachers a rough idea of what I'm after, and they produce something. 1 hadn't done this 

before, either.

Naoko 2-73: Don't you feel relieved to be able to work like that?

Keiko 2-73: Yes, really. I've learned 1 don't have to do everything myself. What 1 have to do is 

to handle complaints. We have all kinds of complaints, and it's my job to do something about 

them.

Naoko 2-74: Yes, yes, yes, I know it very well. There are jobs only you can do, handling 

complaints for example. You can't leave them to young people.

Keiko 2-74: No, you can't. And if I say they can bring the problems to me, they can work 

without worrying. It's a new experience to have such people around me.

Towards the end of the second interview I asked Keiko what she thought had driven her in
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professional development. She says that every position she has held was a tennporary one tor her 

although she did not have any concrete idea of what she really wanted to do. She just did her best 

at each job. She says;

,€ ^ 2 -7 6  : i 'C O lS P g T * .  -tr>

Keiko 2-76: When I look back, I realize I could have been satisfied with what I was doing at any 

of those stages. Learning to present sentence patterns was all that was needed. But when 

I've learned something, I start feeling it's not challenging enough and start thinking about the 

next thing to do. I wonder if it's my nature.
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C h a p te r  6 Chidori

6-1. How I met Chidori and how our interviews evolved

Chidori was a Japanese language instructor at a government-subsidized language training 

institution at the time of the interviews. I had known her through her publications before I actually 

met her at a teachers' meeting on learner autonomy a few years previously. Chidori had known me 

too, and we established a colleague-colleague relationship fairly easily, although Chidori seemed to

be uncertain whether she should talk to me in formal style! probably because I was older and had 

had a longer c a re e r2 . Chidori is an energetic, outgoing person, and willingly accepted my request 

for collaboration with my research. Two interviews were carried out in my kitchen.

The first interview took about 90 minutes, but only the first sixty minutes were recorded due to a 

technical failure. In the beginning of the interview before I actually started asking questions Chidori 

asked about my research methodology, which I felt she did because of her concern with her own 

research. In this interview I asked highly personal questions, and Chidori frankly answered them. At 

the end of the interview she said that she felt happy to be listened to. I was also happy with how the 

interview went. I made notes of what Chidori said right after the interview, and checked my 

recollections with her in the second one.

The second interview, which we had four months later, was a bit problematic. Chidori was running 

late that day, and she was only able to stay for 90 minutes. She had just been offered a new job, 

and was very much excited about it. The topic often shifted to this job, and I had difficulty in doing 

two things at the same time, steering the flow of the interview and responding to Chidori's 

comments on the job as I would do in a normal conversation. We somehow managed to cover all the 

points I needed to know about before Chidori rushed out for the next appointment.

1 The Japanese language has two major speech levels, formal and informal, which is similar 
to the French distinction between "vous" and "tu." These levels are most notably marked by 
sentence final verb endings.

2 Chidori connects phrases without marking sentence boundaries for a very long period of 
time. This phenomenon was observed in the other interviewees too, but Chidori does it more often 
than the other interviewees. I suspect that in her case this is an avoidance strategy of formal style, in 
the second interview, informal verb endings cropped up more often, which I assume was due to the 
change in the perceived degree of closeness which I felt myself towards the interviewees and also 
detected in them towards myself, most likely because of the personal nature of the interviews. I 
have tried to reflect the difference between the first and the second interviews in the edited 
versions of the transcripts.
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6-2. Chidori's story

Chidori was born in 1958. She describes her childhood as follows:

*^2-4 : !5UTt) -rjfeBSlc,
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Naoko 2-4; <The first part of the turn omitted> In the last interview we had I didn't push the 

recording button, and twenty minutes or so of your talk weren't recorded. I tried my best to 

make notes of what you said after you left. So let me check my notes with you first. Following 

chronological order, you said when you were a child you only had to do what your parents 

decided for you and when you were in trouble and cried your brother would help you.

Chidori 2-5; My brother never failed to help me.

Naoko 2-5: You said something like that. How did you feel then?

Chidori 2-6:1 suppose I felt very happy. I was happy, but I also felt I wanted to do things for 

myself more freely. I did feel that everything was decided by my father, mother and brother 

when I was in junior high or senior high.

Naoko 2-6: Do you mean they wouldn't let you do what you wanted?

Chidori 2-7; Well, it wasn't that they wouldn't let me do what I wanted. It was only that they 

didn't give me choices in small things. On a family outing, for example, where to go and what 

to eat were already decided. It was that sort of thing. If I suddenly thought of something I 

wanted to do, but the idea was not part of the programme that day, and they would simply tell 

me that we were going to a sushi shop in <PLAGE NAME> and have sushi. On such 

occasions I would go "Oh, 1 see," and sometimes 1 was convinced, but 1 didn't feel like having 

sushi at other times. But I couldn't say I didn't want sushi. That's about all. I wasnl so unhappy
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as to think I wanted to escape and get free.

Chidori went to prestigious junior and senior high schools which her parents chose for her, but her 

father passed away when she was in senior high school, and she started having problems with 

learning English around that time.
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Naoko 2-7; Another topic that wasn't recorded is English.

Chidori 2-8; English, my weakest subject.

Naoko 2-8; How did you end up being so weak?

Chidori 2-9; I didn't have any particular problems in junior high. The senior high entrance 

exam was also OK. But in the first or second year at senior high I became unable to memorize 

things. English classes were exclusively for college entrance exams. In the composition 

class, for example, we were taught nothing. I still remember the yellow book [we used]. 

Everyone was assigned a sentence to translate beforehand. If you were going to be absent, 

you had to ask someone to take care of your share. The classroom had two blackboards,
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one in front and the other at the back. In actual classes we had to write the translation on the 

boards. Twenty of us for each board. Then the teacher corrected them. We copied the 

corrections. That was all. We never knew why a certain expression was better. We covered 

quite a number of items each class. And we memorized them.

Naoko 2-9: Did you have a test or something?

Chidori 2-10: We had a little test every day. We also had a vocabulary test every day. There 

was a class in rapid reading too. I fell completely behind. Everyone else kept up with the 

pace. They memorized one sentence after another, and were able to say them without 

hesitating. I couldn't do it. That was one thing. And, as I told you before, my father died and 

for a year or two after that 1 didn't study at all, not just English but maths and physics too. 1 fell 

behind during that period. Or rather I became unable to cope any more. I wasn't able to tell 

which was right, "of" or "at." That was the end of it.

Naoko 2-10: Did you think learning English meant memorizing it?

Chidori 2-11: I did. Or that was the only way I saw in senior high. So I believed that was how 

you studied English. But 1 was aware that the way my father learned Russian and French at 

home when I was at primary school or junior high was not like that. He played videos, which 

were hardly available those days. He played it all day long and sang to learn. That was 

something I'd never thought of. I wished I could do it too. With an interesting tape, or disk 

rather, and a text in French he talked to himself in French every day, and he seemed to be 

having fun. At meal times he'd say, "Mother, s'il vous plait" and get his tea cup refilled by my 

mother. It was that kind of environment I grew up in.

Naoko 2-11: So you thought his way was...

Chidori 2-12: Different.

Naoko 2-12: Totally different from your learning of English.

During the time between the first and second interviews Chidori remembered about a reading class 

at the high school which she now thinks provided her with basic knowledge of European culture. In 

the second interview Chidori said that the English classes at the senior high school had not been 

as bad as she had thought they were, and attributed her problems in English to her detachment 

from school because of her father's death.
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Naoko 2-15: You said you had been told not to take a test.

Chidori 2-16; Ah, yes. That was an Obunsha^ proficiency test. I was told not to take it 

because my score would bring down the school's average score and it could fall behind 

<NAf\/1E OF HIGH SCHOOL> and <NAME OF HIGH SCHOOL>. I was shocked. But I felt I 

understood what 1 was for them.They didn't particularly want me at school. That was tough. 

Naoko 2-16: When you told me about it in the first interview, I thought you must have felt 

resentful of many teachers.

Chidori 2-17:1 wasn't going to school too often in those days. I didn't respond very well to 

whatever the teachers told me. So that teacher might have wanted to stimulate me. My 

problem wasn't so much about school as about why my father had died and what a family was. 

So teachers said to me, "You're not doing well," and I'd just go, "No, I'm not." I thought it was 

natural my grades were poor because 1 didn’t study. In a sense 1 had confidence that my 

grades would improve if 1 studied, fviy interest was not in improving my grades and making it 

to a university. It was an unarticulated feeling that 1 had. My father died, and my mother 

started working. 1 wondered what it was to die. Friends got excited with this and that. They 

talked about prep schools they planned to go to. But I wasn't able to feel those topics were 

relevant for me. Teachers must have wondered what 1 was there for. The school was one of

3 Obunsha is a publisher which administers nation-wide tests for high school students to 
predict their chances of making it to the universities of their choice.
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the most competitive academic high schools. I didn't go on the school excursion, got the 

money for it back, and spent the time they were away at the cinema. I didn't misbehave, but I 

must have been a strange kid. I felt no one tried to understand my situation, nor did they 

have to. Everyone else did nothing but studying for university entrance exams. I lived in a 

different world. But I wasn't bullied for that. I didn't argue with teachers. So they just labelled 

me as psychologically unstable. At the time of a career guidance interview a teacher told me 

about his ex-student who was a good flautist and became a flute teacher. I didn't understand 

why he talked about flutes when we should be discussing universities I could go to. Then he 

said university was not the only important thing in life, and asked me if I had any special skills. I 

was puzzled. Then he said, "What are you going to do? Your grades won't get you into any 

university." I went, "Is it that bad? How about recom m endation^ to <NAME OF UNIV 

ERSITY>?" Then he said that it had already been decided that so and so got the 

recommendation. I was surprised. Then the teacher rounded up the talk by suggesting I 

should try a national university. Failing in an entrance examination to a national university 

wouldn't be attributed to a teacher's misguidance. That's why. So I thought of going to 

<NAME OF NATIONAL UNIVERSITY>, but they moved their campus. When I learned it'd be 

impossible to commute from home, I gave up the idea, and started thinking any university 

that was close to home would do. I wanted to get married soon anyway, and I didn't mean to 

study. <The rest of the turn omitted>

Chidori was accepted by a couple of universities, and decided on a women's university following 

her teacher's advice that graduating from that university was a big plus for a good arranged 

marriage. While she was studying at the university Chidori took to learning German.
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4 A recommendation-based entrance examination is a system in which a university gives a 
certain number of places to each high school. The high schools choose their candidates based on 
their record. The candidates still have to take an examination, but it is less competitive, and 
considered easier because it usually takes into account factors other than academic performance 
such as attendance and participation in club activities.
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Naoko 1-27; Did you major in German?

Chidori 1-27; No. I majored in sociology. I failed in English at senior high, and I had no interest 

in learning English. So I wasn't able to take English at university, but I wanted to have a 

foreign language I could speak. So I chose German for my second foreign language. I 

wanted to learn more and more as I went along. As the classes at university were not 

interesting, I started going to <NAME OF LANGUAGE SCHOOL> and <NAME OF 

ANOTHER LANGUAGE SCHOOL> in <PLACE NAME> and studied hard. Their objective 

was speaking. You'd write about whatever you were interested in in German at home, and 

they'd check your writing. The textbook was designed so that it would elicit students' 

opinions. I was impressed. It wasn't so much learning grammar. There were lots of sections to 

summarize our opinions or to do something in our own words. We wrote a lot, and the 

teacher checked our writing. Then we had discussions in not very fluent German. I thought 

this was the way to learn a language, and I enjoyed myself. At <NAME OF LANGUAGE 

SCHOOL> we wrote a script for a scene in a television programme, and dubbed our voices 

onto the video recording. Such a thing was unthinkable in high school English and university 

German classes. So learning was interesting and fun. They had a very good examination 

system too. So taking an exam was also something to look forward to. We were told if we 

passed the lowest level, we'd be allowed to work as Gastarbeiter. The test had grammar and 

writing sections, and an interview. In the interview we talked with a teacher on a topic of our 

choice. The listening section had news and weather forecast pieces. It was really practical 

listening, and there was no surprise attack which asked about trivial information. I thought it 

was enjoyable and rational. <The rest of the turn omitted>

Although Chidori had to be financially independent and started working for a cramming school as 

soon as she entered the university, her desire to get married persisted for quite a number of years. 

She started seriously developing her career only after she got married to her German husband. 

She describes the process of this change in her as follows;
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Naoko 2-20: You said you wanted to get married. So you changed your mind at a certain 

point to thinking that you wanted a career, didn't you?

Chidori 2-21: As I studied, I started feeling I wanted to go to a graduate school. I took an 

entrance exam [for the graduate school at another university], and failed. But I was admitted 

to the university as a junior. I was planning to try the graduate school again, but I had to meet 

prospective bridegrooms my relatives chose for me. I myself thought going to a graduate 

school after getting married wasn't a bad idea. I knew quite a lot of women in our 

neighbourhood who did this, some of whom went to my university. Their husbands had 

proper jobs, and they did housework, and studied when their husbands were at work. Such 

a life actually seemed quite good to me. I thought that was the way to go, and had quite a few 

arranged meetings. I don't think I told you I'd broken an engagement?

Naoko 2-21: No, you didn't.

Chidori 2-22; A teacher at the university introduced me to a man. He was much older than 

me, but didnl seem to be too bad. He said he'd like a wife who was a graduate student. So I
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thought he was acceptable. It was one day before we were supposed to exchange betrothal 

gifts and the date of our wedding had already been fixed. I met him for dinner, and he said he 

wanted me to stay home. So I said, "Oh, do you?" and went home and phoned our go- 

between, and told him that I wasn't going to marry the man. I reversed my decision in rather a 

drastic way, but that was before exchanging betrothal gifts so my family didn't have to double 

the betrothal money to return^. And that was a breach of contract on his part. He'd been 

saying he'd marry me and let me do whatever I liked and give me all his salary. Then he 

suddenly said he wouldn't give me his salary, wouldn't do this and that. The conditions were 

completely changed. He even said a woman didn't need to study or something. So I went, 

"Wait a minute," and broke the engagement. After that I thought about how to live and kind 

of decided to work. Yes, I had quite a lot of arranged meetings. From the end of my third year 

at the first university I had perhaps fifteen or sixteen of them in three years.

Naoko 2-22: You broke this engagement when you were an undergraduate?

Chidori 2-23: Well, that was after I was admitted to <NAME OF THE SECOND UNIVERSITY>. 

The second year there, I suppose. It took me three years to graduate, so it was the second 

year. I actually got ill after that. Could have been the stress. I had a problem with enlarged 

ovarian cysts and I had to be operated on. My recovery was slow, and I was out of school for 

six months. That's why it took three years. I felt I'd had enough of studying then. It seemed I 

wasn't fit for studying. I made the grand gesture of breaking an engagement, but my 

dissertation wasn't satisfactory, and I'd lost the motivation to go to graduate school. Then I 

met my husband, studied German, and decided to marry him when we met again after a 

while. We went to live in Germany after we married. I really wasn't thinking anything then. It 

was only when my husband suggested we should be financially independent of each other 

and I clearly understood he wasn't going to provide for me that I realized I had to do 

something. <The rest of the turn omitted>

Chidori spent a couple of years in Germany , where she continued learning German. This learning

experience changed her beliefs about language learning and gave a hint as to her future career.

5 According to the traditional Japanese custom, a man pays a certain amount of money to his 
prospective bride's family when an engagement is made. If a woman wishes to break the 
engagement, her family has to give the man's family double the amount of money they have 
received.

145



'J7A . y ^ > 7 .X .  7,xrz-:>rztl'^u.
7 ^-i7 .K tt\- iiL . t  P <^:^<^:^ U
te > < -f> 7 ;j--v > l'(D « H U > A < -§ fc (j-< !:. tS -r t-S T -rs T lN p . 0 5 -S lS -r ;> ^ ;^ lc  
A n e .t lT .  ^^#■^rd:<D7:/P-5^CDbA'fc(i■r-<»r>^/^:. fAfc-&/fofce>3;5icDKSt*<T^fce> 
-§<tOoTJS-:)fc(t<!f-?-p i; /̂d:l\A.rccl;;<)' :̂>X)'-:5feo 0:$;f§(D«itlCOOTHrp15n
fe ll.  3 l ^ r : g H l I ^ * l \ T < n i S i S n f c ‘JiAH N5(DA<S.oT. t )U ;& 'U fc e )» o T * 'e )a * S ^  
*!{X-50'btM\A'>fe Un/<Cl,\-:3TJiofco T. »oT̂T. l£(D$fe

± a t T ^ S - r = t ^ a .  T .  SrBlS.(,\T-5(DT. a:$:|§(D$feilc;5:5f>i;©orco 
C 5 ( J l iT  ={) a l C / d : n / c B # « S f c ' o ( D T .

S ^ I - 3 4  :
"f.^1 -34  : e>l\HuT-r^ao IA;&<-+-tA(DbI
a ^ l - 3 5  : 8
^ .^ 1 -3 5  ; t>fv
a ^ l - 3 6 : * * .
^ . i1 - 3 6  : A^CD* 14f cof ce) .  K 0 7 ;U /\'-<  €>=t U B:$;i§»6i6^o
fc(^r)An^^,\<e ,l^. B#*g^R<5,^,^T<!:^

© «  mi >  T15 <!: ̂  <*; 5? H * • /c I \ / i  ff; T

Chidori 1-33: <The first part of the turn omitted> I didn't have any language problems when 

living in Germany, although I wasn't able to cope with complicated topics. Language 

education in Germany is superb after all. I had nothing else to do, so I went to a Eurocentre. 

The course consisted exclusively of simulation and project work, and it was fun. I'd learned 

basic grammar, which enabled me to actively participate. There were no other Japanese in 

the class. Generally speaking, Japanese students are placed in the lowest or advanced 

classes, and the intermediate ones had mostly Swiss, Italians, and French. The majority of my 

classmates were Swiss, Italian Swiss actually. And they were very talkative. I was the top in 

grammar tests, but at the bottom end in speaking. That was the class I was in. I learned that 

everyone has their own approach to language learning and being good at grammar wasn't 

necessarily the most important thing. My classmates asked me about the structure of the 

Japanese language. Some asked me to write their name in Chinese characters. I thought 

teaching Japanese in Japan wouldn't be a bad idea. Not an original idea, is it? We came back, 

and I worked for the cramming school again in the evenings and at weekends. I was free 

during the day on weekdays. So 1 decided to be a JSL teacher. It was the time anyone could 

be one.

Naoko 1 -34; When was that?

Chidori 1-34: About thirteen years ago when I was twenty-seven or eight.

Naoko 1-35: Around 86 then?

Chidori 1-35: Yeah.

Naoko 1 -36: JSL was booming then, wasn't it?

Chidori 1-36: Yes, it was. A female graduate who wanted a part-time job might consider
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teaching Japanese in the same way as working at McDonald's. Teachers were disposable. 

There were abundant jobs available on the market. You got paid like 1,000 y e n 6  per hour. 

"Leave if you don't like it" was the common attitude among employers. So it was easy. I had 

to take an exam, but I'd had long experience of teaching Japanese as L1, and as most of the 

examiners had come from the same field I got the job with no difficulty. I started working 

almost full-time at <NAME OF LANGUAGE SCH00b>.

Around this time Chidori's view of education started changing.

;£^1-22 : -t-A< b I K - r ' > l C l \ < Z i - ; t < e . O S T .  ht. 0:$:

Ot5TSt)-a--5cDli.
g - r -s ic x ;^

^ B 1 - 2 3 : T ,  - t C T .  ^
1 5 0 0 RA^e> 6 5 0 0 R S T ,

mmmur<rc:^i\vriM^nx. mm -̂DrzHtizTH ĵucDSHM î^ur, 3a *m a , i^gcr

fc^Llcfsji-Ti'bejofcytA'tao

t .  T fc , 1to
A K l\U t(7)^ 'boT-5(D lC .

Chidori 1-22; <The first part of the turn omitted> I taught at a cramming school from when I 

was eighteen. I continued till we went to Germany when I was twenty-six. And I also taught 

there while teaching JSL because JSL didn't bring a big enough income. It was just input, 

input, and input. They video-recorded teaching, and you got demerit marks if you made a 

useless joke, for example. Enjoyable atmosphere was OK, but no irrelevant talk. And those

primary school children evaluated teaching on the basis of usefulness. That was how your

pay was decided. It was very difficult to induce positive feelings towards you in these children

6 1,000 yen was approximately equivalent to four pounds starling in those days.
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and make them feel the class was useful at the same time. But being useful for these 

children meant their doing well in the next test or getting full marks. So the point was, after all, 

making them memorize the anticipated content of future tests efficiently. When 1 heard that 

children taught in this way got neurotic in junior high or tried to attack people with a knife at 

senior high. I thought there was something wrong in what I was doing. It's <NAME OF CRAM 

SCHOOL>.

Naoko 1-23: It's a very famous cramming school, isn't it?

Chidori 1-23: My pay was fairly good because I was highly valued there. They calculated the 

percentage of the children's positive evaluation, and the pay, based on that figure, ranged 

from 1,500 to 6,500 yen per hour. You got a bonus for 100% positive evaluation. Some 

earned more than three hundred thousand yen per month. Some graduate students even 

earned more than a million yen. On top of that, parents would ask teachers with a good 

approval rating to give private tutorials after the cramming school classes were over. Children 

would stay in a hotel, and three to four teachers of different subjects would come to teach for 

two hours each. It was for passing the entrance exam of <NAME OF JUNIOR HIGH 

SCHOOL>, <NAME OF ANOTHER JUNIOR HIGH SCHOOL> or <NAME OF YET ANOTHER 

JUNIOR HIGH SCHOOL>. It was an abnormal world. The parents were doctors and lawyers, 

and they would take teachers to Hawai'i, buy them a car, or pay them some hundred 

thousand yen gratuities when their children made it to a good junior high school. The 

practice of buying education with money let even college students earn a lot of money, if 

they worked well. But hearing the rumours that those children I taught with a lot of effort had 

problems later, i wondered what I was doing. 1 fell I'd killed their potential by restricting their 

possibilities. <The rest of the turn omitted>

Chidori kept teaching at the cramming school because, to borrow her words, she had to earn her 

living. She went to a graduate school to study pedagogy as she worked, but the school she went to 

was a disappointment. She says that the courses were too theoretical and disregarded the realities 

of schools and cramming schools. Her scepticism of traditional education grew further.

P.SNe»lCWrxD:3TKH,\T. U. ^ 'ffflA oT l\

S o T S b /c .  SiCDtl, ■& J: 5<!:ttifc<t^
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h9-^7(Dg||X)<t)o«h±^lcT#<5>J;plcrd:-5*''bLnrd:iNc!:JSoT. <;*;^«>cD»W T^c^<D  

T . K Ss^SltT . ^7ofco

Chidori 1-24: <The first part of the turn omitted> My husband learned Japanese without 

going to school. He studied on his own out of his own interest, although it's true that the fact 

that he's a language teacher and knows how to learn a language must have helped him 

succeed. He tells me many things like how he finds the ICU (International Christian 

University) textbooks, how he doesn't like the Naganuma^ books, and what he thinks of such 

and such a book. His life itself is a kind of project work. He brings into practice the content he 

learns in textbooks by using resource persons like myself. He asks what something is called 

in Japanese or what I would say on such and such an occasion. He learns well, and has a lot 

of Japanese friends. He's not so much a foreigner as an accepted member of the 

community. So I know only too well that schooling isn't enough for learning and that there are 

more important things than classroom activities. As I taught at the Japanese language school 

I kept wondering how I could possibly stimulate that aspect of learning. Books like 

"Simulation" and "Project Work" had just come out, hadn't they? I tried them because I'd 

been looking for ways to provide learners with opportunities to give presentations of their 

own and so on, but it didn't work. So I thought studying in the teacher training programme at 

<NAME OF INSTITUTION> might give me the ability to teach through simulations and project 

work. As I wasn't able to learn anything at the school of education at <NAME OF 

UNIVERSITY>, I thought I might as well go. I told this to other teachers, took an exam, and 

went.

This teacher training institution which Chidori went to was a very progressive one. It had a crucial

role in shaping Chidori's thinking about teacher's roles.

TUTf c .  = f c 0 - r r < / 1 - U / c ,  mik\ZZ.<Dn-7.^':&[^XHoT

t < D t : : ^ ^ = ¥ ^ y Z f V .  5Elc^e»;S:Sl^A<^rcJ < tT < A € > 5 fe ilc

7 The now defunct Naganuma School was probably the oldest Japanese language school in 
Tokyo.
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Naoko 1-12; Yes. <pause> So could you tell me about incidents which have influenced your 

attitude towards learner autonomy. It doesn't matter if you didn't know the term then. You can 

start from anywhere.

Chidori 1-12: Well, the biggest influence was Mr <NAME>, 1 suppose. Of course my
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experiences before that did contribute, but it was at <NAME OF INSTITUTION> that I first 

came across that kind of thinking in any concrete form. The teaching practicum of the year I 

was there focused on content-based teaching, and we exclusively had project work. I had 

the sad experience that learners left the course one after another. I theoretically understood 

that a teacher who didn't teach was a viable option, but I panicked when it came to the point 

where I had to be one. Mr <NAME> showed me my final reflection on the course later. I'd 

written something like "I felt I was almost dying from the gap between the teacher I had been 

and the one I was trying to be." That was when I learned the term self-access. Mr <NAME> 

brought the Oxford book. Was it Oxford? The orange one on self-access.

Naoko 1-13: Ah, Susan Sheerin.

Chidori 1-13: Right. He had us read it. There were some references to autonomy in Rebecca 

Oxford's strategies book, weren't there? The knowledge was input from these sources. It left 

a strong impression that I didn't understand it at all. Generally speaking, Mr <NAME> input 

what he had in his mind each year in the course at <NAME OF INSTITUTION^ He wrote 

about class journals and consciousness raising in his book, didn't he? He tried them on us. 

Naoko 1-14: Was that before he wrote the book?

Chidori 1-14: He was probably working on it. At the end of his lectures Mr <NAME> would 

leave the room saying, "OK, I'll disappear now. Discuss your reflections on today's class 

among yourselves." In the discussions we sometimes discovered that someone had 

counted how many times Mr <NAME> had said "which means". I didn't understand what we 

were doing it for, but that was actually a class journal, wasn't it? If you dismiss a class by 

"Enough for today" students wouldn't know what others thought of the class. "The way he 

talked made me sleepy." "Honestly I fell asleep." "Did anyone understand such and such a 

term?" We discovered no one did, and decided to ask Mr <NAME> to explain it again. When I 

realized he put the theory he was writing into practice later, I came to trust him more. I don't 

remember well, but I think I heard the term autonomous learning there. <The rest of the turn 

omitted>

Naoko 1-15: When was it that you thought you'd solved the puzzle?

Chidori 1-15:1 stayed in the dark for the entire year. I had clashes with friends. Some of the 

teachers said they would quit teaching JSL. With the input we had I got schizophrenic 

between the teacher I had been and the awareness that my teaching needed to be 

changed. But I worked in their office as an assistant for two years after I finished the 

programme, and I was able to see what Mr <NAME> and Ms <NAME> were driving at and how 

ordinary JSL teachers rejected it. So around the end of the second year I felt I understood 

what it was and what they wanted to do. That made me feel better. Ordinary JSL teachers 

suffer. They have their identity from before, don't they? They've tried to be a teacher who 

can provide input effectively in a classroom. Learning there's another point of view confuses
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them. Those with no teaching experience don't suffer because they just take in what's told 

to them. They suffer when they go into a classroom instead. A friend who got a job at <NAf\/IE 

OF LANGUAGE SCHOOL> said she almost died. Senior teachers said to her, "What on earth 

are you thinking?" Hearing such stories, I thought <NAME OF INSTITUTION> was far ahead 

of mainstream JSL education, and that we had to overcome the difficulties arising out of the 

fact. I think it was because I taught a teaching practicum at <NAME OF ANOTHER 

INSTITUTION> that I understood what made <NAME OF HER INSTITUTION> different from 

other institutions was their approach to education. For two years I worked at <NAME OF 

INSTITUTION> during the day and taught a teaching practicum at <NAME OF ANOTHER 

1NST1TUTI0N> in the evening. The programme was intentionally organized so that each 

trainee was taught by two groups of teachers -- one consisted of teachers at <NAME OF 

JAPANESE LANGUAGE SCH00L8> and the other of those who studied at <NAME OF 

HER INSTITUTION^ I wouldnl say our approach was better than theirs, but I saw the 

difference clearly. At a teachers' meeting, for example, the evaluation of a student would 

often go in opposite directions. Teachers from <NAME OF JAPANESE LANGUAGE 

SCHOOL> might say, "This one is competent. He can teach effectively now. " We didn't 

think much of the trainee. Or someone who had been taught by teachers of <NAME OF 

JAPANESE LANGUAGE SCHOOL> in the first term and was very happy came to me in the 

second and became neurotic. Yes, I felt the difference very strongly. <The rest of the turn 

om itted>

Around this time Chidori encountered the idea of counselling.

i t ^ 2 - 6 3  ; :h

^ ^ 2 - 6 4  : 
it^ 2 -6 4  :

^ . 1̂ 2-65  :

lS-7-2-65 : 7 x 5 —^  —

^!SUT<tl,rc, ISU T<n-5?
^ , i 2 - 6 6 :

X s  feSiS€■iS:;^UT<
UXTz(DtV^tO$)z>rzL.

>^-oXf.\0(D{Z'a-DX^^0 tmoX. 'n^x^fz.

8 This school is one of the oldest in the country, and some teachers think their method is 
outdated, whereas others consider it to be orthodox.
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Naoko 2-63: W hen you count the  ro les [a te ach e r has] counsellor is probably o n e  of them . 

You told m e about counselling in the first interview, but tha t w asn 't recorded  either.

Chidori 2-64: Yes, yes, yes. Counsellor.

Naoko 2-64: The sto ries I heard  w ere, chronologically, th e  group en co u n te r or som ething 

like that you experienced w hen you w ere at <NAME O F INSTITUTION>...

Chidori 2-65: I participated in one.

N aoko 2-65: And th e  fem inist counselling w orkshops you w ere going to  then , and 

counselling you do at work now. So you told m e th ree  th ings re lated  with counselling. Would 

you mind telling them  again?

Chidori 2-66: Well, I m et a person  called <NAME> who w as very in terested  in counselling at 

<NAME OF INSTITUTION>. S h e  lent m e a  lot of books on counselling, o n e  of them  being a 

story of a  counselling bear. In that book counselling w as m ad e  into a  children's story. That 

w as very interesting. S h e  also lent m e books by Y asutaka Kokubu^. S h e  eventually  w ent to 

g rad u a te  school to study  community psychology with <NAME O F TEACHER>. I m et o ther 

people in the  field through her. I w as also  exhausted  with my relationship with my colleagues 

at work. So I went to  a  group encounter. There I realized I w asn 't able to  ex p re ss  myself in 

m any respec ts , and did a  lot of activities. I cam e across the  concept of learning counselling in 

tho se  activities. <NAME OF INST1TUTI0N> also had so m e  information on learning 

counselling together with s tu d ies  in stra teg ies. The co u rse  I did fo cu sed  on project work, so  I 

didn't know about counselling then, but I later saw  a teaching practicum  which incorporated 

learning counselling [while I worked in the  office]. I thought, then , tha t w e might have b een  

able to  retain tho se  s tu d en ts  who didn't get involved in project work and /o r quit the  co u rse  if 

w e had had consultations like why they w ere quitting. That w as probably one. Then I read  

about cognitive counselling in "Cognitive Psychology" by Shin'ichi Ichikaw a and heard  about 

the  experiences of people who practice it. I began  to think I w anted to  try learning 

counselling in my practice very much. <The rest of the turn om itted>

After all Chidori did not receive any pre-service JSL  teach er education. S h e  now perceives it a s  her

9 Y asutaka Kokubu is a  leading figure in the field of counselling in Jap an .

153



weak point, but at the same time she sees her strength in her background in education.
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Naoko 1-37: So you didn't attend any pre-service teacher training programmes.

Chidori 1-37: Not at all, although I did ALC's'O correspondence course. What I attended was 

<NAME OF INSTITUTION>, but they don't teach you anything there.

Naoko 1-38: You learned different kind of things, didn't you?

Chidori 1-38: Yes, yes, I didn't do any basics, so to speak. So I know I'm actually weak in 

those areas. I don't have detailed knowledge of phonology and the like. People who studied 

properly at <NAME OF UNIVERSITY> or <NAME OF UNIVERSITY> are strong in those 

areas, although I'm well aware that their knowledge is rather partial because I work with them. 

I'd thought I was very weak, but I now feel I'm not that bad. I used to go to study meetings at 

<NAME OF UNiVERSITY> and try hard to keep up with the incomprehensible discussions. 1 

thought their topic was Japanese linguistics, not language teaching, and that people of their 

kind were absolutely necessary, but they'd find it hard to survive in a classroom.

Naoko 1-39: They'd be useless. Is that what you mean?

Chidori 1-39: Yeah. They'd put learners to sleep. Their talk was too academic to understand. 

Learners would ask them, "What should 1 do then, sir?" I'm used to moving people around 

and setting tasks in a classroom. Some people were not interested in such things. I felt what 

was missing in teachers of <NAME OF UNIVERSITY> was that interest. I don't think we can 

deny the fact that not many teachers in university JSL departments and language school 

teacher training programmes are interested in learning activities, pedagogy, and educational

10 ALC is the name of a Japanese publisher.
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psychology. <The rest of the turn omitted>

After she left the teacher training institution, Chidori got a part-time job of coordinating a teacher 

training programme in a private language school. She was also in charge of teaching practicums.

^ .^1 -6 2  : U S U J: 5 i  C
- e n A ^ s - -

x ia s ^ - r -s o
-So » W i« ^ ^ 5 J lc g <

-?-04’ T’ . S U I#A <d:lU T^fc ’fo
0 lC j= tU T {5 I* 'W ^ o T l\p ^ ‘J A'fco

IJ*6)C=t-3UT<-5>. ^5Itl^xT<nrc£t,^^Tl^PW lllia iT5^^^i:(,^:3Tt^e)S^SA<^)o/cCOT,

irsiTa2^f§(DS®ji
f t ^ T f c b .  -5■nTfc^Dot.^^<t:Jilp^T■r^a<, U A ' b =

- fo  <h-Ji|lCiaK;SA5'&. * - f  c tt)T l^
e>/cCO

^ / ^ l t i ^  f - <  {t-^  5 Ic b X S .
1 1 ^ 1 -6 3  : f l ‘J ic;S-5)A :3T(,^p,5^lJ^■r-5>^P lt?

^,^1-63 : lAli. C 5l\5 .5xe>t<#H I«>-r^oT^SU fc^/./c l,M C U ;Jci\<!;. gA^SinXU-:) 
t.'f>^<hlMtrd:CNA^e). f ife .  < « M « > ( D ^ ‘J :^ ^ A ic ^ x -5 < !: l\e )C c !;(0 ^ 5 d titt l iS t3 t< t>  

T t .  -? -n ^ ^ o fc A T , falc8Elj•T^£l^AA'e). ‘J

rc*^P .{iA»}$T^^xS t5TC <i:^)t«A 'o fcoTL^p.5^P lC o /S It i; .  B * fg » 6 i5 iJ * i« ^ 0 * ':3 fc  
^ e t A o f e A ( c ( i .

SSS^C I^-TA lC li, i^X ^b J :P *•fc l,^ /d :^5 ^^a € :*L 'fc ‘J U S L fe . 
s^i-(c^7ofcAii. s.^>opAf>uA^fcii-rc:<.a*'ofc*-fciNT-rtao 
i t ^ l - 6 4  : SiS), - A T ^ ^ ; 5 : # ^ L M t ; 5 : l ^ < ! : # l i■ r - <
^ .^1 -6 4  : iSlC. » X . : ^ f c ( t ^ » t> c tA IJ .  C f) O e» = l U

Naoko 1-62; How did you teach then?

Chidori 1-62:1 was in charge of teaching practicums. So we started with "Now we're going to 

make a class." If it was a practicum with intermediate and advanced learners, we made flyers 

to recruit such learners. Then we had needs analysis. Then a placement test. Then we 

thought how the course should be designed. We also decided on how we'd get the final 

feedback, how we'd go about evaluation, and what educational objectives should be like. I 

didn't teach how to teach. I only gave feedback on what trainees did in this series of activities. 

They must have found it tough because I didn't show any possible alternatives. It was exactly 

like <NAME OF HER FORMER INSTITUTION> in the sense that trainees didn't have the
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foggiest idea of what the teacher was driving at. I was confident that i'd learned a lot in their 

approach. So I was sure those with the capacity would keep up and wouldn't complain that I 

wasn't teaching anything. I was able to stay calm because of that. You learn in the flow. You'll 

stop learning if taught how to behave in a classroom or how to teach with textbooks like "Shin 

Nihongo no Kiso"!! effectively. Too many trainees want models and teaching these things 

would just satisfy their perceived needs. I said I'd support them in the process of course 

design because I myself didn't know who the learners were, under what conditions they'd 

come to us, and what their objectives were. I felt uneasy because I didn't know how things 

would turn out to be. But I pretended to be an expert, and said, "Let's try."

Naoko 1-63: So you made believe that they could count on you?

Chidori 1-63:1 feared they might leave unless I told them that was how they did it at <NAME 

OF HER FORMER INSTITLfTION>. I wasnt sure at all about the effectiveness of teaching the 

way they design a course at <NAME OF HER FORMER INSTITUTION^ But one person who 

did my course and wasn't able to find a job told me that she learned how to give private 

tutorials. One-to-one teaching is constructed in the same way in that you choose objectives 

for each individual. So she was able to put what she learned in the course into practice in 

private tutorials. JSL teachers, on the other hand, seemed to have a hard time. I told those 

who got a job at a language school that each school had their own policy, so they didn't have 

to teach in the same way as we did. Some still grumbled though, and I wrote to them to be 

patient. Those who went abroad seemed to find it helpful.

Naoko 1-64: Ah, yes. That kind of approach helps when you have to do everything all by 

yourself.

Chidori 1-64: Those who were just taught how to teach, on the other hand, would be at a 

loss in unfamiliar situations. It was fortunate I was able to learn how to make a course like this. 

<The rest of the turn omitted>

Although Chidori is aware that some of the trainee teachers she worked with did not appreciate her 

approach, the issue of initiative and control in teacher education seems to have been fairly 

straightforward for her then:

S ^ 1 -6 6 : fA . ^  ij Acl'C

\ I t -5A' . £ '- f  L t ) i c / i  y Ac O o Tj g o T  - 5 . ^

T1 "Shin Nihongo no Kiso" (New Basics of Japanese) is one of the most popular JSL 
textbooks in Japan.
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Naoko 1-66: When I teach JSL, I can ieel it natural to respect learners' needs and wishes, but 

when I teach teachers, I have beliefs that language education should be this way or that and I 

cannot necessarily respect their wishes...

Chidori 1-66: As regards what kind of teacher they want to be?

Naoko 1-67: Yes. They have their agenda of learning. Some want to know about do's and 

don't's, don't they?

Chidori 1-67: Like don't point your forefinger at learners?

Naoko 1-68: Yes, yes. So it's very difficult for me to keep the balance. I want to respect their 

spontaneity, but I expect them to be able to do this and to think in this way at the same time. 

That is the most difficult bit for me. Did you never think anything like that then?

Chidori 1-68: Spontaneity. Ah, does that mean to adjust yourself to their needs?

Naoko 1-69: Well, to put it simply, did you never feel a dilemma between the issue of 

respecting the autonomy of people going through teacher education and your wish to 

produce certain kind of teachers?

Chidori 1-69: Well, I knew the wishes of those who wanted to be a teacher, or their image of 

teachers rather, were rather limited. I found it more difficult to convey the message that what I 

was aiming at was bigger than that. An ideal teacher, for example, is one who could answer 

any questions on grammar, reads all kinds of novels, and is admired for their knowledge. 

That's the image the majority of people have. I wanted them to know that there were other 

images of a teacher, and thought my approach could be a clue for them. "I don't necessarily 

think my approach is the best, but this is a possibility. How do you feel about the way I work 

with you?" That was the kind of question I posed for them, I suppose.

At the same time, though, Chidori seemed to have realized that traditional ways of teaching did not
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necessarily have to be utterly rejected:
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Chidori 2-54: <The first part of the turn omitted> Another thing I remembered concerning 

change is this. At the time I worked for the Japanese language school, I was forced to teach 

efficiently using the strict audiolingual method. If you failed, you wouldn't get paid and would 

get sacked. That's the kind of situation I went through. I spent quite a lot of time practicing 

how to do pattern practice. The point of teaching was making learners quickly respond 

without boring them. And I did it. Then I thought there was something wrong there, and went 

to <NAME OF HER FORMER 1NSTITUTI0N>. I encountered totally different ideas there and 

thought we should consistently stimulate learners' motivation, elicit their wants, and look for 

things suitable for them from day one, instead of suddenly starting to do it at advanced 

levels. You shouldn't stop at the end of elementary level nor should you suddenly start at 

advanced levels. I suspected there were two trends there, although I thought I might be 

wrong. I used to be an extreme believer in project work, and I was criticized at the language 

school [where I taught after leaving the teacher training institution] that what I did was not 

teaching. Now I think beginners need three types of activities. One is to systematically learn 

grammatical items. The second is communicative activities which explore the use of those 

grammatical items. And the third is going out of the classroom to use the language. Unlike 

university students learners I work with do not go out unless they are pushed. So the third 

type requires completely deliberate planning. It's a bit like weaving a cloth to incorporate the 

three kinds of activities in a programme. And that's what's required. Younger teachers tend 

to feel they have to choose one among the three. It sometimes occurs to me that people like 

me who were forced to teach in the strict audiolingual method, have survived the 

competition to earn our living by doing it, and then learned other ways of teaching, are 

probably fortunate because they can go either way.

Naoko 2-54: You originally taught using the audiolingual method, and felt something was 

wrong and went to <NAf\/IE OF INSTITUTION> and...

Chidori 2-55: Almost died once.

Naoko 2-55: Almost died, but you were convinced that project work was a good thing during 

the two years you worked there, weren't you? And...

Chidori 2-56:1 went to the other extreme to be a disciple.

Naoko 2-56: You became a disciple. So when was it that you started thinking both 

approaches were necessary?

Chidori 2-57: When I taught at <NAME OF LANGUAGE SCHOOL>, I saw teachers who'd 

taught beginners using the audiolingual method for about thirty years. They had grammatical
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items to cover for each lesson, wrote tests, and did it all properly. I was among them, and did 

the same. I invited them to do project work, but 1 noticed that the students' achievement after 

one year for example corresponded to how well they did in basics. The ones who had the 

proficiency to cope with academic writing at a graduate school for instance were those with 

the linguistic competence. I met a girl at <NAME OF UNIVERSITY> [where I teach part-time] 

whose achievement I heard was rather poor at the language school. The reason she was 

there was she hadn't been accepted by any other universities. But she was a better writer, 

speaker and reader than the students from other language schools. At <NAME OF 

LANGUAGE SCHOOL>they start with "Shin Nihongo no Kiso" and finish off with "Hyoogen 

B u n k e e " i 2 .  Boring lessons, but you acquire potential competence if you seriously follow 

their curriculum. This student graduated with a good dissertation. I understood what's 

important very well.

Naoko 2-57; They don't do that at other language schools?

Chidori 2-58: I'd thought the approach <NAME OF LANGUAGE SCHOOL> took wasn't very 

good. I don't know what other schools do, but the boring lessons of <NAME OF LANGUAGE 

SCHOOL> are very helpful. She didn't speak too well, but 1 learned she had potential 

competence. As I knew her grades in grammar were rather poor at <NAME OF LANGUAGE 

SCHOOL>, I thought basics were important. I hadn't made much of systematic teaching of 

grammatical items and oriented my teaching towards using the language. Maybe one teacher 

need not do both. It might be best if I pair up with a teacher who's neatly taught using the 

audiolingual method for a long time, play the role of go-between, and consult with learners to 

make a course. The student I've just told you about had passed the first level of the 

Japanese Proficiency Test, but she wasn't able to speak very well in the first couple of years. 

It must have been hard for her. If the course had been so designed that learners socialized 

with Japanese people outside their part-time jobs, she would have been able to make better 

use of the first two years.

Naoko 2-58: When did you meet her?

Chidori 2-59: She finished her language training when I started teaching part-time at <NAME 

OF UNIVERSITY>. So five six years ago. <The rest of the turn omitted>

Sharing teacher's roles seems to be a key concept in Chidori's current thinking. She got her 

present position at a government-subsidized institution in 1996, and she has built one-to-one 

learning counselling sessions into the course she designed there, and taken on the role of 

counsellor herself. She describes her approach as follows:

12 "Hyoogen Bunkee" (Sentence Patterns for Expression) is one of the first JSL textbooks 
organized by notions and functions.
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Chidori 1-16: Yeah, that's the biggest problem for me. I think there are two approaches after 

all. One is to have learners fully understand the patterns you have. The other is to let learners 

elicit what you have. They might go, 'This teacher is good at such and such a thing. So I'll try 

asking her." I think it's better to have both approaches, the one in which learners exclusively 

focus on what they want to do like in project work, and the other in which teachers teach what 

they think is a must. The so-called cafeteria-style of learning might allow learners to have 

sweets only to make them overnourished...

<Rve turns referring to an unwelcome bug in the room omitted>

Chidori 1-19: So what was I saying?

Naoko 1-20: Cafeteria-style

Chidori 1-20: Ah, yes. I'm concerned learners might choose sweets only and avoid basic
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food in cafeteria-style learning which allows learners a high degree of freedom. The course I 

was in charge of had a relatively high degree of freedom, and I asked part-timers who are 

good at input to do that part of the job instead of doing it myself. It's difficult to play both 

roles. So 1 stayed in the role of supporter and facilitator. Instead I selected a textbook, and left, 

it with reliable part-timers. I told them to cover the items I thought were important and to have 

tests to check learners' understanding of these items, and gave them a schedule. <The rest 

of the turn omitted>

Naoko 1-21: Do you feel more comfortable in the role of making learners feel confident and 

eliciting their potentials?

Chidori 1-21: Not really. But there aren't many teachers who are aware of these roles and 

willing to take them on. So 1 couldn't possibly ask part-timers to do it. I thought they might find 

it easier to input what needs to be known. Part of myself actually wants to teach textbooks in 

a Spartan way. I'll do it when it's required. Apart from the job of teaching JSL, I have another 

type of job elsewhere. I input a lot and teach a textbook from cover to cover there.

Naoko 1-22; That's not teaching JSL?

Chidori 1-22: Subjects like educational principles. Theories of human relationships and logic 

at the school of nursing. 1 also teach JSL at a university, where I have a lot of intensive 

reading followed by a vocabulary test. That's rather an imposition of my agenda. So I feel 1 

dont have to do that at my main job. It's not required there. People I work with will be better 

off if they make a better use of Japan as a field and acquire abilities or the feel which will 

enable them to continue to learn after they go back to their country. <The rest of the turn 

omitted>

Chidori's approach provoked conflicts with both teaching and administrative staff, and her 

relationships with them became emotionally loaded. I shall not quote her on this topic because 

those who are criticized would easily identify themselves if they should read this thesis. I shall only 

mention here that Chidori perceives that the major cause of these conflicts lies in the difference in 

images Chidori and these people hold of what a teacher and teaching should be like.

At the time of the first interview Chidori expressed her strong desire to move into educational 

studies.

it^ 1 -4 3  : 0 >-tr'J ?

162



lUfiz.  ^CD0:$:I§liaipCD7H7. h=t). :ft'<T^.^<(DlC^i^'Sfc^CoTl^5Ci;o ^)-?-CT*M*$nT-5 
fc<D(iB:$:fg*!56®fl<)rd:g^J;ll t .  fc (D -rc r< ia5 = fo (D * 'H (i^ l.'o  □ — h Uf c U M 
3 t { b h u - ^ > ^ ‘i;^^c£iM t<!:. t t i \  m m ^ W ( D m s
^ L f z V t U K  ^ ^ T < D B :$ :l§ » 6 iii(D ® § J< h ao X . ‘J » ;^ T « t iS ^ '5 a ± ( D C i :A <
giScFnT-Scfcp^^aAif-SO T. CClCO^£A<e,&J/d:c<!:^'6i-:3<!:#xT'b(,M'*'‘/SS>c)Tl'e'

N aoko 1-43: If you 're going to  study som eth ing  now would it be  counselling that you would 

like to  study  next? ,

Chidori 1-43; Educational psychology, learning theo ries, and som eth ing  in th a t line. And 

counselling m aybe. Self-respect, se lf-aw aren ess , and tha t sort of thing. It'd be  good if I could 

study  them  and  earn  my living by putting them  into practice.

N aoko 1-44: Listening to you gives m e the  im pression th a t you 've d o n e  everything you 

w anted to. Is it your personality?

Chidori 1-44; it looks like it. 1 don't give up on anything. I probably enjoy th e  tim e m ost w hen 

I'm doing my best at what I want to do w hether or not it's going to be a  su ccess . < p au se>  iviy 

dilem m a now is that I want to think of a  good way to m ove into the  field of educational studies, 

but I need  my current position of J a p a n e s e  language instm ctor in o rder to m ake my living. 

W hat's required at work is far beyond w hat's normally required of a language instructor. 

Coordinating people, supporting s tu d en ts  who are  psychologically a t risk, which is a  bit like 

cross-cultural training, and getting s tu d en ts  prepared  to  continue learning. T hey are  all 

beyond the traditional role of J a p a n e s e  language instructor, which is to  te a c h  a  textbook 

properly and to check  learners ' attainm ent. S o  staying and  doing a  bit of som eth ing  different 

might not be a  very bad option, but I'd like to change jobs if I could. <The rest of the  tum  

om itted>

In contrast with the  rather depressing  situation at work, Chidori enjoys teaching at a  school of 

nursing w here sh e  works part-time.
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Naoko 2-66: Another thing that didn't get recorded in the first interview. If I remember 

correctly, you said the counsellor's maturity counts in counselling. You'd thought you had to 

explain on the spot when you were asked a question at the school of nursing when you were 

thirty-five. Now you are relaxed enough to s a y ," Well, let's think about it together."

Chidori 2-67: Because I'm not ashamed of not knowing. When I say, "I really don't know," 

students get bewildered. But they'd never make a fool of me. Once you go against their 

expectations like that, you create something different. "This teacher doesn't put on airs and 

says she'll find out. We CAN give a task to a teacher. Will she try to find out as she promises?" 

sort of thing. I've come to think it's OK to show students that this teacher is also learning. As I 

grow older, I get more and more fun out of teaching at the school of nursing. I feel very happy 

to realize while I teach that growing older can bring happiness. People listen to me more than 

before.

Naoko 2-67; What do you think it is? We know about cases where growing biologically older 

doesn't necessarily bring that kind of state, don't we?

Chidori 2 -6 8 :1 wonder what it is. When I feel relaxed, people often come to me to discuss 

their problems or I feel comfortable with being with someone without speaking a word. With a 

trusting relationship you don't have to always keep the channel open. It often happens that 

you stay silent, and still feel good.

Naoko 2-68: What makes you relax?

Chidori 2-69: Perhaps my awareness that I don't have anything. It's not that "I have this, I 

have that, I know this." It's "1 may know this, but my knowledge is not very reliable. So I'll stay 

silent" sort of thing. But if I was asked, I could say, "I may be wrong, but it could be this or 

that." So what you know is not important. It's a bit like Socrates, but knowledge of ignorance 

or knowing not knowing. I don't know, but I'm not ashamed. I don't know, but I can find out. If I

164



can't find out, i'll ask so and so. I have the network for it. 1 think those things relax me. I used 

to be a type who'd overtly show my own knowledge, but I've changed now. I'm a bit anxious 

about my new work, but 1 should be able to manage. Someone will come to help if I cry.

"Cry and help will come" seems to be the strategy which Chidori developed as a child. When she 

told about the feminist counselling workshops in the first interview, she said that she had not been 

able to articulate her wishes in the early stages of her marriage and that her indecisiveness made 

her husband angry. His anger made her weep. Over the years Chidori learned to articulate her 

opinions, but perhaps a bit too logically according to her view. Chidori says that the counsellor at 

the workshops suggested she should use l-language (e.g. I don't like it.) instead of You-language 

(e.g. You should do this.) or They-language (e.g. It's good for them.) Chidori is probably trying to 

find a point comfortable for her in the continuum between the two extremes of a weeping child and 

a logical analyst of the situation. Her view of autonomy seems to reflect this.
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< ÎEUTO< fteA

Naoko 2-72: What's autonomy for you?

Chidori 2-73: Autonomy is what's needed in the present Japanese society. It's been needed 

from before, but education in Japan and the way Japanese society was might have been 

suppressing it. Even in such an environment people who were autonomous and did their 

best knowing what they were doing and believing what they did would be needed for their 

purposes seem to have always surpassed others in what they did. It's true that deciding how
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far one would like to go is part of autonomy, but I think those who didn't give up their wishes, 

instead of deciding to go as far as everyone else did, grasped who they were.

Naoko 2-73; So it's for grasping who one is after all?

Chidori 2-74; Autonomy in life means taking responsibility for oneself. So it means making 

decisions for oneself, rather than following your parents’ advice to go to a certain university, 

doesn't it? Well, you may follow your parents' advice, but what you get out of it and what you 

do later depend on you. You cannot necessarily make a decision for yourself. So you make 

decisions in interaction with other people. But I feel it makes a big difference whether you 

take responsibility for what you do.

Naoko 2-74; So autonomy means taking responsibility for you?

Chidori 2-75; Yes, ultimately. We have rules to live by. So we can't violate laws, or mummify 

someone's bodyi3. But as far as we respect those rules it's to stick to what you want to or 

intend to do, on the condition that you take responsibility, even if you experience objections 

from other people. And it's to feel whether your plan is going well in relationship with other 

people and to review what you do. We don't live alone. So I guess the relationship with 

others is very important. <The rest of the turn omitted>

Teaching for Chidori seems to be a means for self-actualization. 

m ^ Z - 7 0  :
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Naoko 2-70; Changing the subject, what do you teach for now?

Chidori 2-71; For myself, perhaps.

Naoko 2-71; Could you elaborate on that a bit?

Chidori 2-72; It's a particularly good time for me. I had many things that didn't work out as I'd 

have liked, but many other things went very well this year. So I've been more relaxed and 

able to think more. I strongly feel it. I think I teach for that purpose. Being a teacher is a

"13 One of the hottest topics in the media at the time of the second interview was a cult which 
doesn't believe in death and kept a follower's father's body in a hotel room until it was discovered 
after several months, mummified.
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means. In the sense that a sushi cook grasps himself as a sushi cook, I'll probably keep trying 

to find out who I am in this profession. It's that sort of thing. The good thing about it is I can 

earn my living by doing what I want to. I know many people who cannot do that. So I think 

that's how I continue. Yes, I teach for myself.
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Chapter 7 Sawai

7-1. How I met Sawai and how our interviews evolved

Sawaii was an associate professor of adult education at a Japanese university at the time of the 

interviews. A friend of mine told me several years previously that he had met someone who had 

studied with "a Brazilian scholar named Paulo Freire." I immediately pushed this friend to introduce 

me to this person. That was how I met Sawai. Since then Sawai and I had been involved in a few 

projects together, but we never got close before our first interview. His background being 

educational studies, I felt that I had to treat him as a guest when I invited him to projects related to 

JSL. Also, the difference in our speech styles often produced clashes of turns in our 

conversations. I seemed to talk faster and wait less. I always felt that I had to be very careful not to 

dominate our talk. Relative inexperience on my part in social and political issues made my concem 

even bigger. I was not sure if we spoke the same language.

When I asked Sawai to be my research participant, however, he willingly agreed. We decided to 

meet midway between where he lived and where 1 lived because he had some business to do 

there. This may not have been a wise idea, because we were not able to find a private space to 

have an interview and ended up in a noisy coffee shop. In any case we talked for 153 minutes, and 

Sawai commented afterwards that he enjoyed the talk because he was able to talk a lot about the 

topics of his interest.

The second interview was carried out in my office several months later. I had attended some 

lectures which Sawai gave between the first and the second interviews, which probably decreased 

the psychological distance between us. I felt much more comfortable in talking to him. Although we 

had to finish the interview quickly between two other commitments, we were able to cover the 

points which I had planned to discuss. Sawai offered to talk again later if it was necessary, but I did 

not think that it was. We talked for ninety minutes.

7-2. Sawai's story

Sawai was born in 1961. Although his family seems to have provided him with a supportive 

environment, Sawai was not happy at junior and senior high schools. The following quotation is 

about his reflection during his early years at university.

1 Sawai is a family name. I asked the interviewees about their preference concerning a 
pseudonym to represent them. I requested them to give me a first name because I felt more 
confortable with using their first name in my writing in English. Sawai gave me a family name and I did 
not push him to change it to a first name because some Japanese people, particularly men, prefer 
to be called by their family name.
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Sawai 1-13: Well, as you study education, you read records of practice by distinguished 

educators or teachers, don't you? I thought that I would have lil<ed to meet such teachers 

when I was at primary school or junior and senior high schools. You have a questionnaire 

survey of opinions or a personality test at junior high, don't you? I don't remember what kind 

of test it was. It was probably a kind of personality test. In the one we had there was an item 

which asked whether we had any dissatisfaction with contemporary politics or society, and 1 

marked it, I don't know why I did. My father worked for J N R 2  and was a member of their 

socialist labour union. He used to watch television programmes broadcasting diet sessions, 

mumbling his disagreement with LDPS ministers. That was one of the reasons I was 

interested in political issues and felt something was wrong. I just wrote it honestly in the test. 

Then 1 was called to the staff room and asked where I thought the problem was. The teacher 

didn't treat my answer seriously. I felt he just checked if 1 had any unfavourable thoughts. The 

teachers that I had were like that. No one asked me what I was interested in or had any 

meaningful discussions on peace, for example. I would have liked a teacher who 

sympathized with me and shared his thoughts. Then I would have been a lot different.

Sawai went to a competitive academic senior high school, and started playing rugby.

2 JNR stands for the now defunct Japan National Railways.

3 LDP stands for Liberal Democratic Party.
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Sawai 1-6; Students of elite schools generally have more freedom than other schools, don't 

they? Everyone said we had freedom, and it's true we did compared with other senior high 

schools. But when I thought back after I went to university, it was rather rigid or strict. We had 

inhumane treatment. You may call it corporal punishment. You wouldn't call it "beating," but a 

teacher would hit a student who didn't bring something on the head with an attendance 

book without questioning whether his action was justifiable. We had antipathy against these 

teachers' behaviour. We thought something was wrong, but we weren't able to resist. But, 

yes, in terms of self-government, we made a rugby club. I played basketball in the first year. 

They had a very good team which had competed at the inter-high school games. I practiced 

kendo^ at junior high, and was a complete novice in basketball. As I was in the first year, 

collecting balls and dribbling were all I was allowed to do. It wasn't terribly exciting to watch 

seniors and first year students who had played basketball since junior high practice as I 

dribbled. So I quit at the end of the year. Than I had a classmate who wanted to play rugby. 

So <pause> I thought it might be interesting, and seven or eight of us started. The school 

used to have a rugby team, but, as often happens, members misbehaved in a way or 

another, and the team had been discontinued. So there were past pupils. We joined their 

practice on Sundays, got more people to give our group unofficial club status, and in the 

third year we had it officially recognized.

Naoko 1-7; You had to go through lots of procedures, didn't you?

Sawai 1-7; Yes, we did. So that was close to autonomy. I was involved in creating something 

new at senior high too. <The rest of the turn omitted>

4 Kendo is Japanese fencing.
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Sawai seem s to have wanted to spend his time on things that were meaningful to him, but this 

caused  conflicts with his teachers.
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Sawai 1-8; Well, <pause> well, I had a fight with my homeroom teacher when I was in the 

second y e a r ...

Naoko 1-8: Why?

Sawai 1-9: A rugby match was scheduled around examination time, if I rem em ber correctly. 

We were not a strong team, but a weak team  gets serious in their way, doesn't it? So, well, do 

you know rugby?

Naoko 1-10: Well, I've seen a match.

Sawai 1-10: A team  has fifteen players. I was a standoff. The position is often called the 

control tower. The ball com es from the scrum and you get it out to right or left. Normally a
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player who is the quickest and knows the entire working of the team is chosen. I was thin and 

a slow runner, and there was no other position I could be in. So it was a compromise for the 

team. Rugby isn't an individual sport. I didn't want to be a problem for the team, and gave 

priority to the match and didn't study for the examination. Then the homeroom teacher 

started saying things like "You need to be good at both civil and military arts." So we had a 

fight. Perhaps it's my personality that hates doing things halfway. I go to extremes. When I 

didn't study, I didnt at all. There were about 500 second years and when I didn't study, I was 

number four hundred and something. At other times I studied, and made in the one hundred 

something or even within the top hundred. So I gave up studying, gave priority to rugby, and 

had a fight with the teacher. We had another fight about what I was going to do after school. I 

guess I was a bit critical about studying for university entrance exams. There were people 

who don't play any sports and swotted to get good marks in the exams. I didnt want to do 

that. I wanted to do what I was able to do only then. So I told the teacher that it was natural my 

rank in the year got low because I was doing various other things while other people studied 

to get good marks. At a career guidance interview I said I'd wait for a year after graduation to 

take entrance exams and study to my satisfaction. Ah, it was when he visited our home, I 

remember. My parents wanted me to go directly to university because of our financial 

situation. But I didnt like the teacher to tell me to go to any university I could go because of 

my family's financial situation. I suppose it was partly because teachers' work was evaluated 

by how many students directly went to which university. So it was like that. Our 

communication always went wrong, and we had fights. I often played truant from school too. 

I'd stay in bed and ask my mother to call school because I couldnt possibly do it myself.

When I didnt feel like going to school or I was tired, I said "Mom, I've got a cold today. Could 

you call school?" It was great she did.

Naoko 1-11: So your mother was your accomplice.

Sawai 1-11: Accomplice may not be a right word for it. She let me do what I wanted to do, I 

guess. So I kept my distance from school.

Sawai never wanted to be a school teacher. He explains the reason why he chose education for his

major subject at university as:

t o T ;S l\^ T ■ rJ;,
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Naoko 1-14: What made you decide to study education?

Sawai 1-14; I never thought of becoming a school teacher because I'd seen such teachers. I 

didn't want to be a teacher at all, and I don't have any teaching qualifications even now. Nor 

shall I. I think I was really honest in my feeling. If I had met a good teacher, I might have 

thought a teaching career might be good, but I didn't choose education because I wanted to 

be a teacher. I'd been concerned about refugee children and poor street children in the third 

world. A big issue around the time I took university entrance examinations was Indochinese 

refugees as Kosovo is now. Pol Pot was killing Cambodian people, and there were children 

among the refugees. So <pause> It's not so much that I was interested in education as that I 

had an idealistic ambition to help those children that I chose comparative pedagogy. The 

department of education of <NAME OF UNIVERSITY> had a chair of comparative pedagogy, 

although the system has been messed up since it was amalgamated with other subjects into 

a bigger department. In a magazine on university entrance exams which I read while I was 

preparing for the exams after graduation from school, there was an introductory article on 

global children's issues, solution to the issues in the third world, and activities of UNICEF and 

UNESCO. It said people who wanted to be involved in that type of work should study 

comparative pedagogy. I thought that was what I wanted, and started studying comparative 

pedagogy.

Naoko 1-15; So you'd known about these children since you were at senior high school and 

wanted to do something?

Sawai 1-15; NHK5 used to have foreign correspondents' reports, didn't they? From seven 

thirty to eight o'clock in the evening, they had brief reports from various parts of the world. 

Refugee issues and the situation in Biafra were reported there. I dimly remember I watched

5 NHK is the Japanese government-subidized broadcasting company.
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them seriously. <pause> But I didn't go to education directly from there. Economics was an 

option for me when I was at senior high. I might have been attracted to foreign countries after 

ail. That could have been it.

The university which Sawai went to had a system which was rather rare in the country at the time. 

Sawai considers his experiences in this system to have been a decisive factor in forming his 

thinking and attitude towards education.
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Sawai 1-2: Well, I was rather active in the students' council at university. I guess I'm a typical 

case. The department of education of <NAME OF UNIVERS!TY> is very small. Although the 

students' movement had already declined when I entered the school, the students' council's 

general meetings were still possible. Decisions of these meetings were shown to the 

university authorities, and the council had a voice to some extent.

Naoko 1-3: When was it?

Sawai 1-3: Around 1980.

Naoko 1-4: You entered university in 80?

Sawai 1-4: Was it 80? 8 1 ,1 guess. So I think I was decisively influenced there. The students' 

council was functioning. General meetings always had a quorum. The students had a strong 

sense of self-government. What's more, we had a meeting called the departmental liaison 

conference, where the dean explained reports and items of deliberation and discussion of
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faculty meetings to the students' council, the graduate student's council, the assistants' 

council and the union. I don't know if they still have it though. <pause> They still had a 

general education department^ and the classes in my first and second year gelled very well 

and had a lot of activities together because of the active students' council. Officers of the 

council organized the activities. So the influence of the students' council wasn't small when I 

was in the general education department, but I started participating in the students' council's 

activities in the third year when I entered the department of education. <pause> And I was 

chair of the council in the second semester of the third year or the first semester of the fourth 

year. But I was never a chair who was ready to fight and willing to devote his whole life and 

sacrifice his body and soul to students' movement. In the atmosphere in which general 

meetings always had a quorum it seemed very natural, we became officers naturally. We had 

a policy that everyone should be involved, not just the politically-conscious ones, and the 

council should reflect a variety of voices that existed. We thought the office should rotate so 

that the same person wouldn't hold the same office often. So 1 became the chair too. cthe 

rest of the turn omitted>

Sawai spent the first couple of years at university on non-academic activities, as many university 

students do, in order to "wash off the scum of studying for university entrance examinations" to 

borrow his expression. In the fourth year, however, all his previous interests formed one entire 

picture.
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6 All students took courses of a general education department in the first and second years 
of university, which consisted of PE, foreign languages, and introductory courses in natural, social, 
and human sciences irrespective of the student's intended major.
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Naoko 1-29; How did you com e to study Freire?

Sawai 1 -2 9 :1 started studying Freire around the time I started learning about adult education. 

In relation to autonomy, adult education had more impact than Freire, because it was only 

when I began to learn about learning freely in adult education, the importance of freedom to 

learn, and the system s and structures which guarantee the freedom of adult education that I 

understood the difference between the pre-war and post war periods and how the lack of 

freedom  and the collapse of self-governance which guaran tees freedom  could turn the 

situation back to the pre-war state. In those days many students majored in adult education. 

Quite a  few active m em bers of the students' council were there. I wasn't interested in adult 

education so much in the beginning. Latin America was my ... Oh, I have to tell you about 

Latin America, too. After 1 entered university, I joined the Folklore Music Club and played the 

flute. I studied fairly seriously, but I didn't participate in the adult education sem inars. In the 

beginning of the fourth year <pause>  Around the end of the third year som eone suggested  

I should join the adult education seminar, I suppose. My advisor was Professor <NAME>, and 

he suggested  I should read a famous Brazilian pedagogue nam ed Paulo Freire. So I started 

reading. That's how it happened. So it was around the time I started studying adult 

education. As I'd been active in the students' council, I didn't have any difficulty in starting. 

Adult education, too, claims that we have to resist sta te  thought control and indoctrination 

and that adults' right to learn freely should be guaranteed, doesn't it? As I study adult 

education I thought about how self-governance in society in general a s  well as in university
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worked. After all it's a matter of learner autonomy, isn't it? In adult education <pause> learners 

themselves create courses. Unlike culture centres where learners choose what they want to 

learn from a given menu, adult education needs to find out about learners' needs and 

organize them. Then learners independently take control of their own learning. I learned 

about the importance of such learning and how it was implemented in practice by listening to 

practitioners and staff of local community centres. There were quite a few good practitioners. 

That's how I learned how learner-centred or resident-centred learning activities were carried 

out.

Naoko 1-30: How does Latin America come into the picture then?

Sawai 1-30; It was a coincidence. <pause> Someone invited me to the Folklore Music Club 

when I entered university. I probably liked rural simplicity. <laughter> I'd been interested in 

the third world, so it might have been a natural consequence. Anyway I joined the club. But I 

didn't make any connection between Latin America and my major, pedagogy, in the first 

three years. I probably didn't give too much serious thought to it. Then when I had to start 

writing the final thesis... You normally decide on a topic in the beginning of the fourth year, 

doni you? I was thinking about what to do, and my advisor said, 'Talking about Latin America, 

there's this distinguished pedagogue in Brazil." I read the book and thought 'This is it!" I was 

having a hard time in the students' council. I had organizational problems. Some students 

didn't want to be involved in the students' council's activities. Dialogues were often 

impossible. Then I read Extension or Communication. I thought that was it. I'd wanted 

dialogues, but I'd just issued communiques, I thought. I gradually came to see that how 

students' political organizations organized students by manipulation of opinions and not by 

dialogues. So I thought his thinking was very powerful, and got enthusiastic about it. 

<pause> So it was autonomy and Extension or Communication...

Sawai went to graduate school of the same university. The decision seems to have come naturally.

-3 T  d  U. ̂ /J * 'o  Ac ?
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Naoko 1-31; So was it a natural course of events for you to go to grad school? Did you make 

the decision after considering other options too?
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Sawai 1-31; Many people of my class went to grad school. I think my advisor suggested I 

should go because no one was studying Latin American education or Freire, or he asked 

about my plan. I felt that sort of expectation. I was unusual, wasn't I? I was interested in Latin 

America, my final thesis was going to be about Freire, and I played the flute, where everyone 

looks to Europe and North America. So he suggested I should go to grad school because no 

one else studied such topics. Other people had the same expectation too. So...

Naoko 1-32: So you were convinced and went.

Sawai 1-32: Yeah, sort of.

Sawai continued to be active in the students' council at the graduate school.
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Naoko 1-17: Did you change in any way by participating in the students' council at the 

university?

Sawai 1-17: <pause> Oh, in fact, at the graduate school, I did. The graduate students' 

council was also active. <pause> Graduate students put out a journal, don't they. The one 

they make. Do you have one at Osaka U?

Naoko 1-18: More or less.

Sawai 1-18:1 guess they still have one. <NAME OF UNIVERSITY>'s graduate school of 

education has one, too. And the graduate students' council published it.

Naoko 1-19: Wow.

Sawai 1-19: The graduate students' council publishes it. And... <laughter>

Naoko 1-20: That's great. Our students wouldn't write unless we tell them to, and the 

teachers edit the journal.

Sawai 1-20: That was the graduate students' council's job. The faculty provided some 

budget for editorial expenses. Our annual budget was, if I remember correctly, around one 

million or a million and a half yen, and we spent four to five hundred thousand to put out 

<NAME OF JOURNAL>. So the students' council was not just an organization for self- 

governance. It was our important aim to provide academic stimulus or opportunities for 

academic exchange among graduate students. The council organized MA thesis discussion 

meetings.

Naoko 1 -21: Marvelous.

Sawai 1-21: They used to have a professorship system. So once you became someone's 

student, you were able to get all necessary credits in this professor's courses. I suppose it
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was to prevent students' view from narrowing that students were encouraged to write a 

paper even in the first year of the MA programme. I wrote about liberation theology. Seniors 

in the council trained juniors in writing.

Naoko 1-22: So the first year students every year had to write something, didn't they?

Sawai 1-22: Yes. And doctoral students who didnt often come to school came to MA thesis 

discussion meetings and made rather severe comments even to the students whose topic 

were not in their specialized fields. I was in adult education, but doctoral students of 

educational content, educational history, or educational administration provided a lot of 

critical comments. The comments could be about the content, writing, or research 

methodology. It was tough.

Naoko 1-23: Teachers weren't involved?

Sawai 1-23: Not at all.

Naoko 1-24: They didn't show up at the meetings at all?

Sawai 1-24: No. In those discussions we learned which professor was doing what and who 

was doing what. MA students criticized doctoral students too. We didn't fight, but we asked 

questions like "What significance does your research have?" So we stimulated each other. I 

was an officer of the graduate students' council. I chaired it too. The idea was self- 

governance by all members. The faculty was the basic unit of self-governance of the school, 

but they had a strong conviction to maintain self-governance not only by the faculty and the 

councilors but by all constituent members. That was our thinking, and the university authority 

respected it. We were able to voice our demands at the departmental liaison conferences, 

and they were considered at the faculty meetings. I guess that was how our sense of self- 

governance was developed. I once denounced an assistant. The school had a bylaw that 

teachers cannot be candidates for dean unless they had certain number of votes in a ballot 

of students. The ministry of education didn't like it. And the school was feeling they could 

resist no more. That was the time I was chairing the graduate students' council. At a 

departmental liaison conference a representative of the assistants' council said we should 

follow the teachers' decisions. This assistant was a psychologist, and tried to appease 

undergraduate and graduate students by saying something like "Teachers need not be told 

what to do by us juniors. They know better." I got furious and said, "We're not discussing 

such a paltry topic. The dean was smiling beside me.

<7 turns omitted>

Sawai 1-28: Yes, in such an atmosphere and with the idea of self-governance by all 

constituent members, teachers treated undergraduate and graduate students as equals. So 

we felt we should be responsible for what we did and shouldn't take advantage of the
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teachers' attitude. <pause> We were self-disciplined in our own way, and did both students' 

council's activities and research seriously. In short we discussed what our research was for, 

and our conclusion was it was for peace. We were concerned about financial involvennent by 

companies in research. We felt the situation was very dangerous. So we were active.

Around this time Sawai started learning Spanish and Portuguese. At the end of the first year of his 

graduate work, he briefly visited Brazil to collect materials for his Master's thesis. When he 

completed his thesis, he went back to Brazil with a scholarship after one year he started his doctoral 

study. Sawai seems to have acquired Portuguese without too much difficulty. Of course he had to 

make some efforts, but the way he relates his language learning experiences is calm and detached.
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Naoko 1-62; I study language learning. So I'm curious. Were you able to speak Portuguese 

when you went to Brazil?

Sawai 1-62; No. I learned numbers on the plane flying there.

Naoko 1-63; No kidding. You said you'd read academic papers.

Sawai 1-63; Pronunciation is difficult. Spanish was relatively easy. The first time I went to 

Brazil when I was in the first year of MA programme, I'd learned Portuguese from a Brazilian 

student, but pronunciation was difficult. But I went all the same, even while I was practicing 

very hard. I was young.

Naoko 1 -64; Hmm. How long did it take?

<pause>
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Sawai 1-64: Well, six months maybe. But I wasn't able to follow lectures for about a year. 

Nearly a year. They were graduate courses.

Naoko 1-65: Did you go to a language school?

Sawai 1-65: The university offered supplementary Portuguese courses for overseas 

students. I attended them, but they were to make us feel better. They mainly taught survival 

daily conversations. Learning technical terms was tough. But the only way to cope with it was 

to read on. <pause> I had to get used to listening to Portuguese in any way I could, so I 

watched news programmes on television twice a day, I guess. <pause> I watched an hour 

long programme twice, I suppose. I read newspapers too. I was really weak. I wasn't able to 

learn the names of vegetables or colours at all. But I could say technical terms in pedagogy 

which even Brazilians didn't know fairly easily. My ability was out of balance. But I guess that 

was natural.

Sawai attended graduate seminars at a Brazilian university, but people he met outside the 

university seem to have been as memorable to him as the university teachers, if not more. He tells 

of a Japanese Brazilian woman who is a Freirean practitioner.
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<^BS>

Sawai 2-20: <The first part of turn omitted> <NAME> has been involved in popular education 

for a long time, and was a coordinator at the local board of education in <NAME OF CITY>. I 

visited her there, and she told me about the school she was trying to establish then. I 

attended the opening ceremony of the school, and saw their facilities. Brazil was under 

military regime from 1964 to 1985, wasn't it? Just like when Allende was removed from power 

in Chile, or under the Argentinean military regime, a lot of people disappeared in Brazil during 

that period. Quite a few people were slaughtered for political reasons. <NAME>'s relatives 

were among them. And <NAME> herself has been involved in progressive movements in 

Brazil. Freire is internationally known, but not many young Brazilians know about him. During 

the twenty years of military rule newspapers were hardly able to report on Freire. Educators 

had to remain silent too. They taught children that the coup d'etat in 1964 was a revolution, 

although a coup d'etat and a revolution are totally different events. So young people don't 

know Freire. People in their fifties or sixties do, and one Japanese Brazilian kindly advised 

me not to tell people I'd come to study Freire because he was a dangerous character. That's 

how you tell the person's political stance. I came to talk with <NAME> a lot partly because we 

shared our interest in Paulo Freire. Another reason I got close to her was <NAf^E> 

welcomed me like "Oh really? You came to study Paulo Freire? It's so nice to have you here." 

She invited me to a literacy conference in the southern town of Caxias do Sol. I went with 

her, and met people from the State of Pernambuco. She introduced me to them saying 'This 

man studies Paulo Freire in Japan and that's brought him here." Then they invited me to 

Pernambuco. So I stayed in touch with them, and visited them there. And they showed me 

around. When I translated Freire, there were points I didn't understand such as historical 

facts. Freire plays with words too. He was in the rich tradition of oral culture. N/ly ignorance in 

literature was also part of the problem. So translation was very difficult. <NAh/IE> taught me 

very kindly about expressions which you'd never understand unless you know Brazilian 

culture and history. She helped me a lot although she wasn't able to answer all my questions. 

<pause> She's a fantastic person. I'm still in touch with her.

Sawai visited several educational sites in Recife, a city in the northern state of Pernambuco. The

experience seems to have been extremely impressive.
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Sawai 2-11: Erm <pause> Well, for example, tfie literacy class I observed in Recife was in a 

construction site. Many construction workers come from the interior, and many of them don't 

read or write. The state government subsidizes literacy classes for such people and sends 

teachers. The classroom there was made by the workers. Wiring work, carpentry and all. It 

was very beautiful and nice although it didn't have walls and was exposed to the wind. When 

they finished the day's work, they had a shower and got together to learn to write. What was 

most memorable for me was I was asked what "vento suave" was in Japanese. "Vento suave" 

means a gentle breeze. "Vento" is a wind. "Suave" means light. So it must be a gentle 

breeze. So I taught them it was probably a gentle breeze. I taught them a bit of Chinese 

characters. Of course they didn't understand. They just seemed surprised. Then someone 

asked what "vento suave" was in Japanese. Those people who don't read or write work hard 

to build apartment buildings, but they cannot live there. They are for the rich. The person in 

charge of adult literacy programmes of the local board of education commented that they 

should keep the classroom as it was to commemorate that the workers who learned literacy
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there built the building. That was very impressive. They seemed to have a pride in being 

workers. They had a shower and got refreshed. Then they were ready to participate in the 

literacy class. The scene was very impressive too. I also observed a teacher training session 

there. The themes were discrimination against blacks and something else. They were having 

a group discussion. You'd normally have a representative of each group read out notes from 

the discussions after group work in Japan, wouldn't you? But one group started a drama 

there. 1 asked if they had been instructed to have a drama or whether having a drama had any 

special meaning. I was told it was just the group's choice of style in presentation. They 

reported their discussion through drama. I thought it wouldn't be possible in Japan and it was 

interesting that they could do so naturally. And they have an oral culture. Being illiterate in a 

literate society is a serious disadvantage, but in places with rich oral culture people have the 

means to think about politics, culture and economy without reading or writing. As Freire said, 

people who don't read and write sometimes think more deeply with other means than those 

who do read and write. So, he claimed, it wasn't just a matter of learning letters, but it was a 

matter of acquiring the ability to read the world. I felt convinced when I was in Brazil. In 

Pernambuco strolling musicians improvise songs in restaurants. The one 1 went to wasn't for 

foreigners. It was a cafeteria where locals dined. The musician sang like J> You travelled half 

the world to come here. We welcome you. What are you eating? You don't have a topknot, S> 

but he never asked for money. They have that sort of culture. <The rest of the turn omitted>

Soon after he arrived in Brazil, he was approached by a Japanese Brazilian community in the

neighborhood and asked to teach Japanese to their children.
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Naoko 1-76: <The first part of the turn omitted> Did you teach Japanese in <NAME OF 

TOWN> for the first time?

Sawai 1-76; Oh, Japanese. The first tinne I was involved in teaching Japanese was when I was 

going to <NAME OF UNIVERS1TY> in Brazil. There was a Japanese area named <NAME OF 

TOWN> near the campus, and I taught Japanese to Japanese Brazilian children on Saturday 

mornings. 1 didn't do it because 1 was interested in teaching Japanese. I was asked to. It was 

my part-time job.

Naoko 1-77; What kind of teacher were you then?

Sawai 1-77; Then <pause> Well, many children spoke Japanese. Their parents were the 

second generation, and they were the third. Some grandparents were still around. So many 

parents spoke Japanese, and children too. So I guess I got them into groups by age. Little 

ones together.

Naoko 1-78; I often heard in Brazil that they have to teach children of different levels and age 

in one classroom. Do you call it a double class?

Sawai 1 -78; Yes, that's true.

Naoko 1-79; You were not going to be a teacher, and were concerned about children in the 

third world. Then you found yourself in the position where you taught something or 

supported someone's learning. What did you think then?

Sawai 1-79; <pause> I wonder what 1 thought. f\lo <pause> 1 don't think 1 tried to play the role 

of teacher too much. So 1 played with the children. In other words, I tried to create an 

opportunity for them to become familiar with Japanese. We played a lot.

Naoko 1-80; You'd developed your thinking that self-governance, freedom and rights were
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important, hadn't you? But doing it is a bit different from thinking and knowing, isn't it? I'm 

interested in the process where you became able to put your philosophy into practice. How 

did it happen?

Sawai 1-80:1 taught Japanese in Brazil before I started the Japanese study group in <NAME 

OF TOWN>. Even in the early stages in <NAME OF TOWN> I didnl make the connection 

between Freire and what I did. I wasn't aware what I was doing was educational practice.

<6 turns omitted>

Naoko 1-84: What did you think you were doing?

Sawai 1-84: Brazil <pause> A private school. The parents spoke Japanese, but it was an old- 

fashioned Japanese. Dialects of the first generation were still in use, and they used old 

words for things like cameras and toilets. What I could was limited, so for those children who 

spoke Japanese to some extent, I just pointed out strange words which people in Japan 

nowadays never used. That was about all I did. Well, the class was only once a week and 

lasted about ninety minutes. I'd never studied JSL, so the best I could do was to tell them 

what I knew. It was like a residents' association children's section. Yes, I was a leader of a 

residents' association children section.

Sawai came back to Japan after two and a half years, and started teaching Japanese to Brazilian 

immigrant workers.
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Naoko 1-86; How did you start the JSL study group when you came back?

Sawai 1-86; I didn't get involved in the JSL study group in <NAME OF TOWN> because 1 was 

interested in JSL. I was interested in Brazilians, and went to have a look. Then they told me 

about all the problems they had. They criticized their JSL teacher. So I realized the 

seriousness of the situation, and suggested I could offer advice because I spoke 

Portuguese. The person who taught Japanese at the community centre then was a retired 

school teacher, and his classes were lockstep teacher fronted ones. <We changed places 

here.>

Naoko 1-87; Yes, we were talking about the retired school teacher who taught Japanese in 

<NAME OF TOWN> in a lockstep manner.

Sawai 1-87; Yes, anyway, people who went to the class didn't speak Japanese very much, 

and they were tired of the class. Although the learners hardly knew any Japanese, the 

teacher used the blackboard a lot and his talk was lengthy and difficult. So many stopped 

going, and the ones who remained were also fed up. So I thought I might do a better job 

because I spoke Portuguese. That's how I started. I suppose I gradually came interested in 

teaching Japanese after I started. We had classes in a community centre. So I became to 

regard it as adult education and tried to make a connection with Freirean methodology a bit. 

Naoko 1-88; Were you able to put what you'd learned and thought into practice fairly easily? 

Or did you have to go by trial and error or did you have many twists and tums?

Sawai 1-88; Of course 1 had many twists and turns. Or I only had a vague idea of how what I'd 

learned, Freirean literacy teaching method for example, was related to JSL then. 1 now make 

the connection relatively well, but I didn't have any critical incidents. You might call it JSL for 

humanization. I'd vaguely thought of it because of what Freire said. But when 1 actually 

taught, I found it tough and began to see the difficulties.

Naoko 1-89; What did you find difficult?
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Sawai 1-89; Oh, I wasn't able to answer their questions first of all. My explanations were 

incoherent.

Naoko 1-90: Do you mean your knowledge about the language?

Sawai 1-90: Yeah, I studied Japanese as LI, but I never studied how to teach Japanese as 

L2 to foreigners.

Naoko 1-91: How did you solve the problem?

Sawai 1-91: <pause> I'd brought back some textbooks used at Centro de Estudos da 

Lingua Japonesa in Brazil. I used them. They have grammatical explanations in Portuguese, 

so I made photocopies of them. <pause> They helped as a quick fix.

Around this time Sawai discovered that he was in the situation where getting a teaching position at 

university was the only feasible option for his future career.

(rs)

a ^ 2 -2 6  :
}R)^Z-Ze ( F b I )  ^  ( c  U T A c < * : l \ p  C  <!:

a .  T fc

iS^-2-27 : ■€-plNp^5NplcS-r>/c<DIJl''3ti?
;«»2-27 ; -^niiD e>t̂ . * n .  T t .

^<Dm.mzm:h^^\:^xtzt>»x\thi^^)ti\.\, \.\^/vtm^Rmtm^tzhjX-i-^, t\.\o<D\t. 

xt .  f^±5 0 075Pi^nixi(Diimrzrj:ts.^x, -^nx.

Naoko 2-25: <The first part of the turn omitted> When did you start thinking about becoming 

a university teacher?

<pause>

Sawai 2 -25:1 doni remember thinking I'd be a university teacher.

Naoko 2-26: So you mean it wasn't your choice and you just took the opportunity that came 

up?

Sawai 2-26: Well <pause> I don't think I tried not to think about it, but it was more like I had to
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be. The Japan Scholarship Foundation's scholarship^ was a loan. I had it lor my master's and 

doctoral work, and my debt was nearly five million yen. I remember I felt angry when I realized 

that there was no other choice for me than getting a teaching job at university because I had 

to pay back the debt otherwise. What? Do I have to be a university teacher? It's a swindle. I 

was cheated. That sort of feeling.

Naoko 2-27: When was it that you had that feeling?

Sawai 2-27: Around the end of the third year of my doctoral work. They allow some period of 

grace, don't they? But you need to teach part-time. If you don't teach for a year, that's the 

end of the grace period. So it was like walking on a tight rope. When I found it out, I asked my 

advisor to give me a part-time job. That was the first time I taught part-time, I think. It wasnt so 

much a choice of whether to became a university teacher as it was the only way to escape 

from the debt. But 1 wasn't attracted to teaching at university too much then. 1 thought about 

other alternatives. My wife was a full-time teacher at a public junior high school. So I thought I 

could be a house husband. But I didn't want the debt of five million yen. So I taught part-time 

and looked for a full-time position. I applied for several positions that were publicized. Then I 

got a job fairly soon.

Sawai talks about his teaching practice at university as follows:
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7 This scholarship is provided for Japanese students studying at Japanese senior high 
schools and universities. It has to be paid back unless a recipient becomes a full-time teacher.
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Naoko 1-113: You spent your student life in an atmosphere of self-governance. Then you 

become a teacher. Have your experiences as a student had any influence on your teaching 

practice?

Sawai 1-113: <pause> Well, basically I'd be contradictory if my practice was different. But I 

don't think it's necessarily the same. <pause> But the content of my courses, for example, is 

influenced by my previous experiences. I discuss the issue of self-governance of 

universities, for instance, in my courses. I tell my students that they need to be able to learn 

independently if they want to be involved in adult education because you cant support 

independent learning unless you can control your learning yourself. I also tell them about the 

importance of self-governance.

Naoko 1-114: How long have you been teaching?

Sawai 1-114: Six years, I suppose.

Naoko 1-115: Have you changed in any way in these six years? Your thinking or your 

practice?

Sawai 1-115:1 don't think I've changed much. Umm... XXX <pause>The students are entirely 

different in <NAME OF FIRST UNIVERSITY> and <NAME OF SECOND UNIVERSITY>. 

<laughter> I was rather strict with the students at <NAME OF FIRST UNIVERSITY> because I
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had high expectations. I'm involved in a movement aiming for professionalization of adult 

education workers. So I wanted the students I taught to be evaluated as having a certain 

level of professional ability outside the school. So I trained them rather hard. I had them write 

a reflection after each class. But I had seventy or eighty students...

Naoko 1-116: It's too much to read them all, isn't it?

Sawai 1-116: Well, it wasn't too long.

Naoko 1 -117:1 do the same with a small group and write some comments, but fifty or sixty is 

impossible. I have to change my approach.

Sawai 1-117: In the beginning I evaluated them by assignments. But some students copied 

a friend's work, and it was difficult to catch that sort of cheating. So 1 switched to a test. In the 

first class of the term I gave five to six questions, and I chose a couple of questions for the 

test from them.

Naoko 1-118: Not many students became JSL teachers in my former work. Few went to 

graduate school first of all, and, honestly, language schools wouldn't employ someone who 

only graduated from a university of a small city with JSL as their minor. Few passed the 

JOVC'sS screening test. There was no job in the city which pays enough to make a living. But 

my current students could be a teacher after graduation if they wanted to. So I feel I have to 

be accountable to the learners my students teach in the future. I want to expect a certain 

standard in my students. But it often conflicts with my intention to respect the students' 

learner autonomy, and I don't know how to go about it yet. Don't you have that feeling? 

Sawai 1-118: Oh, yes. But perfect autonomy doesn't exist. So I don't get sentimental about 

it. It's impossible to teach in a way that respects students' self-governance in large classes. 

Well, there may be ways, but our time and energy are limited. So it's quite natural that part of 

our teaching practice does not respect learner autonomy. The best we can do is to aim the 

maximum autonomy possible in the conditions we work in. It'd be good if autonomy to 

change those conditions develops, but that couldn't be done in my courses alone. It needs 

to be developed in other courses and by the school itself. So it's difficult to do it single- 

handedly. But evaluation is a sort of enforcement, isn't it? So I try to make it acceptable to the 

students.

Sawai continued his commitment to the JSL study group with a few years' break right after he got a 

position to teach adult education at a university in another city. He does not, however, consider 

himself as JSL teacher. Asked about his role, he replies as:

8 Japan Overseas Volunteer Cooperation
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Sawai 1-95: Erm <pause> As a researcher I have a personal research interest. I coordinate 

volunteers and teach Japanese, or rather support the learning of Japanese. In that respect I 

may be a JSL teacher. But I wonder what I am. I dont consider myself to be a JSL teacher. 

That's for sure. Because essentially this is not what I should be doing. Yes. I wouldn't have to 

be there if the administration properly guaranteed the opportunity to learn and implement 

their policy. I haven't studied Japanese professionally.

Naoko 1-96; You aren't saying it out of modesty, are you? Do you really mean that specialists 

are better?

Sawai 1-96: Yes, I do. Of course there's the issue of the content. Studying methodology 

isn't enough. As I've been saying, you need to study adult education and pedagogy and

193



have an understanding of what autonomy is together with scientific knowledge of teaching 

methodology. Such a profession should exist. I don't basically fall into that category. I'm not a 

JSL teacher. It's true if I do a 720 hours or how many hours?

Naoko 1-97: Four hundred 

Sawai 1-98; 470 hours 

Naoko 1-99: Twenty

Sawai 1-99: Twenty, OK. If I do the 420 hours teacher training programme, I'll make a good 

teacher because I study adult education and pedagogy. But that's not what I really want to 

do. I wonder for the present if I could make full use of my strength that way. So <pause> I 

don't consider myself to be a JSL teacher.

<5 turns omitted>

Sawai 1-101: Frankly, I'm not interested in Japanese very much. Japanese is the content of 

education, isn't it? There other types of education like literacy education, adult education, 

education for the elderly, and education for the handicapped. For me Japanese is not a 

specially interesting topic among them. I'm not particularly interested in teaching Japanese or 

supporting the learning of Japanese. I don't fee! it gives meaning to my life. My interest goes 

to many other fields like how the elderly learn.

Naoko 1-102; That's why you went to Kakogawa^.

Sawai 1-102; Yes, yes. I think about the handicapped or the content of peace education. 

That's how my mind works.

Naoko 1-103: That's what you meant by saying you wouldn't be able to make full use of your 

strength.

Sawai 1-103: Yes yes yes. I do it because there are people who are in trouble because they 

don't speak Japanese.

Naoko 1-104; You can't ignore the people in trouble.

Sawai 1-104; Can't ignore the people in trouble. Yeah. <The rest of the turn omitted>

Sawai seemed to have what may be called an aversion to teaching JSL at the time of the first 

interview. This may be related to his perception of and frustration with JSL teachers. He says that 

JSL teachers are not welcome in local communities and analyzes its cause as;

; K ? 1 ^ 2 - 3 5  :

9 Kakogawa is a city in Western Japan and has a unique educational programme for the 
elderly.
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Sawai 2-35: They cannot see the issues in the community and human beings as a whole. In 

other words they only see foreigners as poor people who don't speak Japanese. They don't 

see them as people living in the community or as members of the local community. That's 

probably because they haven't been trained to do so. Volunteers in local communities are at 

the opposite end. They don't know about teaching methodology at all, but as someone 

living in the same community they'll have a small talk with foreigners at a super market and 

give advice when someone had an injury and has to go to a hospital. Even if they are busy, 

they'll sacrifice some of their time to help their neighbour in trouble. And that's of course on a 

volunteer basis. And they do community work together. But JSL teachers hardly understand 

that. I think they have a strong attitude that they have to coordinate volunteers in the local 

community because they don't have specialist knowledge. JSL study groups depend on 

those volunteers who know about the community well, but JSL teachers say teaching JSL 

and supporting foreigners in the community are different matters. So volunteers feel there's 

something wrong in such thinking and they cannot work with them. You see? Volunteers are 

in daily contact with foreigners and help solve problems like going to a hospital or doing 

necessary shopping. JSL teachers don't understand that. That's why they are not liked.

However, Sawai does enjoy working with Brazilians learning Japanese.

* ^ 2 - 1 3  : U T -S ^ ^ lj-T U j: .
-5-p (, \ 5 B# ic 7 7 Ac ^  g  I \ ttl L Ac‘J r  5  ?

^lcrd:■:3TI3Ul^<i:W ^n/co a *A A c < i: * '7 5 v ^ U A

#^^J77v JUAT, 4^»a:^A'r)Tglt)nTS(D*'=t) UnAcCUo ^ l A t t S
Slilja2^Acltn<!:=b> 'bLA ^U Acb?Ali77vJl'A /£<!:^^±lfT,
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Naoko 2-13: Do you remember what you saw in Brazil in your practice of teaching Japanese 

or adult education?

Sawai 2-13: Yeah. Or I don't remember concrete images directly, but <pause> What shall I 

say? I organize a JSL study group in <NAME OFTOWN> now, for example. We've 

established an International Exchange Centre too. I'm half Brazilian there. We discussed the 

possibility of making a Brazilian shop proprietors' association the other day, and they wanted 

me to be the representative. I don't care about my nationality much myself. They probably 

think I'm half Brazilian and half Japanese because I speak Portuguese rather well and 

understand Brazilian culture. So when we made a foreign residents organization I thought I 

might as well join it claiming I was Brazilian although my nationality was Japanese. I 

sympathize with Brazilians and Brazilian culture that much. Or I'm deeply immersed in them. 

Rather than remembering concrete images or scenes, they've become part of myself. So I 

think I can see things with their eyes in many ways. I dance better than Japanese Brazilians. I
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have Brazilian food more often than they do. Japanese Brazilians don't eat feijoada i°too 

much.

<8 turns omitted>

Naoko 2-18; <The first part of the turn omitted> Does the fact that part of your identity is 

Brazilian or you speak Portuguese influence your teaching in any way?

Sawai 2-18; Well, I do feel other people wouldn 't be able to teach in the way I do at the JSL 

study group. For example, I was in Brazil from 1989 to 1991. During that period President 

Collor froze deposits. I made a fuss then too. I comment on that experience, and they burst 

into laughter. It's a "So you know that?" kind of feeling. I know who competed with President 

Collor in the presidential election because I watched news programmes every day. In other 

words we spent time in the same country and in the same society and have some common 

experiences. I refer to them in my class. This wouldn't be possible unless you'd studied in 

Brazil for a few years. People who have observed my class say other people can't teach in my 

way. So I don't know much about Japanese, but I have other factors to attract learners. I 

myself think my teaching is probably very unique.

Naoko 2-19; Do you consider it to be a plus? <pause> Do you think it's your strength as a 

teacher or whatever?

Sawai 2-19; Well, strength. Hmm. Maybe not. People in Japan don't know about Brazil, so 

they don't appreciate my talk like that. But people in my class get excited when I say 

something like 1989 was a tough year with President Collor. Then I get happy. So I don't see 

it as a merit. I just say what comes naturally because I enjoy it. <The rest of the turn omitted>

10 Feijoada is a meat stew and considered as a Brazilian national dish.
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Chapter 8 Sakura

8-1. How I met Sakura and how our interviews evolved

Sakura was a head of a Japanese studies programme of a university in an English speaking country 

at the time of the interviews. I had met her at an autonomy conference several years previously. We 

made friends then, and have remained so since, although our communication has mainly been 

through e-mails. When I asked her to be my research participant, Sakura immediately agreed. I did 

not have any worries at all, as I did with some of the other participants, concerning the influence 

which our relationship might have on the process and the content of our interviews. The interviews 

were conducted while Sakura was in Japan on a holiday; the first in her hotel room and the second 

in a coffee shop.

In the first interview, which took 78 minutes, Sakura was very sharply focused and took a lot of 

initiative in our interaction. In spite of the fact that 1 was rather tired on that day and had to finish the 

interview because I felt I was not able to concentrate any longer, the content of her talk was 

extremely rich and relevant to my research questions. Sakura asked if 1 was happy with her talk 

several times in the course of the interview, and I kept assuring her that I was.

We had the second interview a few weeks later because I wanted to finish both interviews while 

Sakura was in Japan. I did not have the time to check and edit the transcript of the first interview 

before then as I did with the other teachers, and I had to make notes for this interview directly from 

the audio recording of the first one. At the beginning of the interview Sakura seemed to be 

conscious of the public nature of the environment, but the coffee shop was reasonably quiet and 

we talked more than two hours including a chat after the interview was finished. I enjoyed our talk 

very much, and some parts of the interview were actually more like sharing our experiences than an 

interview. There were several possible reasons for this. For one thing, I did not have to worry about 

dominating the conversations partly because of our relationship and partly because our 

communication styles are very similar perhaps due to our bilinguality and the fact that we speak the 

same dialect of Japanese, which is notorious for being quick and blunt among speakers of the 

other dialects. Another factor is that our work contexts are similar in that both of us teach at a 

university. I knew, from my personal experiences, the nature of the challenges Sakura faced and 

was easily able to sympathize with her. Finally, we share the same sort of intellectual orientation and 

have a large base of shared knowledge. 1 Towards the end of this interview, Sakura asked if I had 

found any pro-autonomy teachers who had been born in Japan and had never lived abroad. I took

1 In reading the edited transcriptions, Sakura commented that she had been relaxed and 

able to talk with ease because she could use English words and talk about her work with me.
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up this suggestion and decided to include Kaede in my research. This interview itself lasted 99 

minutes.

8-2. Sakura's story

Sakura was born in 1958. In our chat after the first interview, she said that she had never been close 

to her mother. She seems to have been fairly happy at school, however.

S ^ 2 -3  : x x i .  17146.
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Naoko 2-3: Well, where shall we start? Your studying of English first? You said you had liked 

English...

Sakura 2-3: Yes, I liked it.

Naoko 2-4: What made you like it?

Sakura 2-4: I don't know. The beginning? I started learning English at junior high like 

everyone else. So I wonder why. Well, the school had the first fully equipped language 

laboratory in the area and the principal was very proud of it. The novelty of it could have 

impressed the young person that I was. That could have been a reason...

Naoko 2-5: Could be that.

Sakura 2-5: Could be that. And we only had a few women teachers of English. The one we 

had in the first year was a man, who said the past form of "fly" was "flied." But there was one 

woman teacher who looked very attractive to me. The man teacher didn't speak English, but 

she seemed to be fairly good. Her classes may have been relatively communicative by the 

standard of those days. I felt attracted to her. Why did I come to like English? Well, in those
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days (pause) I liked studying, not just English. It's strange in retrospect, but we compared our 

marks in mid-term exams, end-of-term exams and what do you call it -  mock exams- to find 

out who was the best. It was a bit like a game. I'd now say it was rather an unbalanced 

childhood, but I guess I was happy to get full marks in English tests. That could have been a 

reason too.

Sakura even had a positive experience in a subject in which she was not very strong. In discussing 

evaluation, our topic shifted to our experiences in PE classes.
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Naoko 2-99; I was small and I was born in March. Being a year younger means a lot when you
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are a child, doesn't it?2 But in PE classes I was expected to do the same as everyone else. Of 

course I wasn't up to it. So I convinced myself I was no good at PE. I think that was because 

people only looked at the result. If I'd had a teacher who appreciated my efforts to vault over 

the box, even though I failed, I think things might have been a bit different. So in such 

situations I think it's essential to evaluate the effort.

Sakura 2-99:1 have a similar story. I was weak in PE too, but not because I was small. I was 

chubby. I was slow at running, and wasn't able to jump. I burst into tears jumping hurdles. My 

grade in PE was always 2.3 

Naoko 2-100: Me too.

Sakura 2-100:1 wonder who could have got 1. That was a mystery.

Naoko 2-101:1 couldn't think of anyone who was worse than me.

Sakura 2-101: No.

Naoko 2-102: No.

Sakura 2-102: But I got a 2. Then in the second year of junior high, I think, there was a man 

teacher named Mr <NAME>. I remember the names of the good teachers. This teacher gave 

out a list of things to do every day: ten sit-ups, a certain number of times skipping rope, 

drinking water and going to the toilet every morning, etc. etc. You did them every day and 

ticked them off. I think we had to get our parents' signature too. Acquiring these habits was 

one of the goals of PE, I suppose. It was probably meant to establish a healthy life style. In 

those days it wasn't PE, but health and physical education, wasn't it? Didn't we have some 

classroom work too?

Naoko 2-103: Yeah, we did.

Sakura 2-103: Yeah.

Naoko 2-104: We had a textbook too.

Sakura 2-104: Yeah, we did, didnt we? So I guess that was included in my mark. I did 

everything seriously, and got a 4. It was a 4! Wasn't that great? The teacher was the one who 

insisted on me jumping hurdles till I burst into tears, but he appreciated my efforts and gave 

me a 4. And I joined the tennis club in senior high. I didn't get to be very good, but still I 

stayed in a club doing sport for three years. So it was thanks to Mr <NAME>. My case was 

opposite to yours. There were these sorts of teachers too.

2 The school year starts in April in Japan. Children born from April to March of the following 
year start school together. Being born in March means being one of the youngest in class.

3 Japanese primary and secondary education in Sakura's childhood used relative evaluation 
based on the idea of the normal curve, with 1 being the bottom 2.5 % and 2 the next 13.5 %. I 
recently heard from an ex-primary school teacher that teachers were allowed not to give 1 to any 
pupil. Our mystery has been resolved.
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Naoko 2-105: At senior tiigh we had dancing classes, although I don't remember the 

teacher's name. I didn't hate dancing so much. One day I was told to go out in front and do 

something, and my performance was praised. After that I started to think I could dance. 

Sakura 2-105: Being praised has an enormous effect, doesn’t it? I try to praise my daughter 

as much as possible, because when I grew up, my parents, particularly my mother, tended to 

criticize me. Evaluation is difficult, isn't it?

In her last year at senior high school Sakura started going to English classes at a community centre 

in her neighbourhood.

$ <  e>1-83 :

a. *■^/=ETfc

$ <  e.1-84 :

Sakura 1 -83: Can I talk about the very distant past? I've just remembered something. I liked 

English and studied hard. My grades were very good. And when I entered university I 

happened to find an English course organized by the city council. It was in our 

neighbourhood. So I started going there once a week in the evening. It wasn't the usual sort 

of class at all. Our house was near an American base, and in that class we just chatted with 

foreigners from the base. I remember thinking that was another way of studying. I learned to 

speak there, not in a classroom. So when I went to the States, I wasnl very good, but I wasn't 

afraid of speaking. And that was thanks to the volunteer work of those foreigners from the 

base, not to formal education. We not only met in the classroom but went out together. I 

didn't feel as though I was studying at all.

Naoko 1-84: A bit like community volunteers in Japanese.

Sakura 1-84: Right, right. The reverse pattern. I forgot what I was talking about.

Sakura describes a learning strategy which she employed then as follows:

sEUli S U /c£ L 'ta , A' UOT)TU9<D$::^BS-f-5cO \Z \ t 'P  L Btrel Tc b .
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Sakura 2-9: <The first part of the turn omitted> I don't remember any times when I felt I didn't 

like English, when I couldn't memorize things, or when I found it hard. But it took a while to 

overcome my shyness in speaking. I still have that problem. I feel really awkward when I have 

to speak to the dean and the like in a large meeting. Talking to my daughter's teacher is a 

problem too.

Naoko 2-10: Do you get nervous?

Sakura 2-10: Yeah.

Naoko 2-11: When did you start the process of overcoming it?

Sakura 2-11: Overcoming what?

Naoko 2-12: Shyness in speaking.

Sakura 2-12:1 don't think I've overcome it yet. But I've managed somehow. Oh, I used to 

rehearse. I'd think of situations I would be in the next day and rehearse in the bath.

Naoko 2-13: When was that?

Sakura 2-13: Senior high, university.

Naoko 2-14: Were you going to the city council's English course when you were at senior 

high?

Sakura 2-14:1 started going in the last year of senior high. I'd think tomorrow we are going to 

such and such a place and doing such and such a thing, and I'd decide what I was going to 

say, and say it. I also thought about how people might respond and thought how to respond. 

I remember I practised in the bath. I used a strategy.

Sakura wanted to major in languages at university, but her wish did not materialize.

Ac Cr i: .
m ^ ^ - 7 : mmx-xr>rz(D?
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Sakura 1-6: <The first part of the turn omitted> I've got a younger brother. My university 

entrance exams and his senior high entrance exams fell in the same year. My father had this 

belief that boys should receive a good education. So he put priority on my brother's exams 

and 1 was sent to a university which I could get into without taking an entrance exam. That was 

<NAME OF UNIVERSITY>.

Naoko 1-7: So you went there by recommendation?^

Sakura 1-7: Yes. I wanted to go to Tokyo University of Foreign Studies. So it wasn't what I 

wanted. But now I feel it might have been the right choice. So I followed an ordinary, 

traditional path.

Naoko 1-8: Weren't you unhappy at all?

Sakura 1-8:1 wasn't aware then. When my parents said my brother's exams were more 

important, I thought they might be right. My dream then was to be a diplomat's wife. It wasn't 

to t)ecome a diplomat myself. A diplomat's wife was my dream.

Naoko 1-9: Like Hillary Clinton. A dream to make your husband president.

Sakura 1-9: Right. But I didn't intend to make my husband president. I wanted to go abroad. 

So my idea was to attach myself to someone with the potential to be a diplomat. So I didnt 

question my parents' thinking.

Sakura was admitted to a department of English literature, and she took the offer without knowing 

that studying English literature was not the same as learning English language. Although the 

courses in the department were not what Sakura had expected, she seems to have enjoyed her 

student life reasonably well. She took a lot of elective courses taught by English speaking teachers 

in a more or less communicative manner. She also joined the English Speaking Society and played 

an active role in the group. Her turning point came after graduation.

a ^ i-1 0 : iNabs. mkti^B^rz<D?

4 See Note 4 in chapter 6,
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Naoko 1-10: When did you change your views?

Sai<ura 1-10: Perhaps my father had some influence in shaping my attitudes. Although he 

had that double standard, he was an enlightening father in terms of our education. When I 

first learned classical Japanese literature at senior high and told him about what I had learned.
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he was able to discuss it with me. What shall I say? He was a person with an unfulfilled dream. 

He wanted to take the bar exams and be a lawyer, but he got drafted in the war and didn't 

finish university. He wanted my brother to pursue his dream, and in fact my brother is now a 

lawyer. But I doni think my father was cut out to be a lawyer. He could have been a university 

teacher if the time and circumstances had been right. So I have a lot of him in me. He talked 

equally to my brother and me on various difficult topics, and opened our eyes to many 

things, in that sense he planted some scholarly motivation in me, I think. He probably made 

me into a person interested in and ready to discuss many things outside the school 

curriculum. But it was only when I started working that I realized something was wrong. I 

worked for a company for two years.

Naoko 1-11: Was that before you went to the States?

Sakura 1-11: Before, yes. I graduated from university and took a job my father found for me 

through his friends. It was a trading company importing goods of certain famous brands. Well, 

I don't have to keep the names secret. It was a Swiss company and they dealt with Hermes, 

Chanel and so on.

Naoko 1-12: That's why you still wear those scarves?

Sakura 1-12: Yeah, maybe. I still have some stuff from those days. I wanted to work for a 

foreign bank, but my father got this job for me, and his relationship with his friends was more 

important. So I had to turn down an offer from a foreign bank. I was a bit unhappy, but I 

thought I should respect my father's decision and didn't question it much. So I decided to 

work for this company, and when everything was finalized, they told me that their salary 

system for women only recognized junior college graduates, and so my salary would be that 

of a junior college graduate, in spite of the fact 1 had graduated from a university. 1 thought 

something was wrong. That was how it started. When I started working, I found female 

employees ten years older than me doing the same work as me.

Naoko 1-13: Making photocopies and things?

Sakura 1-13: Right. Writing monthly reports, preparing data and so on. I thought that was 

how I'd end up after ten years. I could feel differences between the men and women in the 

office that struck me as strange, and I wondered if it was right. So...

Naoko 1-14: You quit?

Sakura 1-14: i decided to quit and go abroad to study.

Naoko 1-15: What made you decide on studying JSL?

Sakura 1-15: Well, I was still young and very arrogant then. It makes me laugh now to think 

about it. I don't know why, but I had always liked foreign languages, and I wanted to make my 

contribution to society by using languages. Then I thought I could benefit foreigners by 

teaching them Japanese. I feel ashamed of having thought that way now. There's a school 

called <NAME OF JAPANESE LANGUAGE SCHOOL>. I went there and learned the
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audiolingual method.

Naoko 1-16; How to drill your students and things like that?

Sakura 1-16; Yes. 1 also learned how to explain grammar within the audiolingual method, but 1 

wasn't satisfied. And those women who had been with the company for ten years confided 

their dreams to me. They said they were already cast in a mould, that it was too late for them. 

But I still had time. 1 could go abroad to study. They told me there were many ways to get a 

professional job, and mentioned various options. They were recounting their own unfulfilled 

dreams. 1 was lucky to have such good seniors. With their encouragement 1 quit the company 

and went to the States. <The rest of the turn omitted>

Sakura elaborates her feeling of dissatisfaction with her initial teacher training as follows;
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Sakura 2-24: It could have been that the method was rather old-fashioned. I was like a drill 

master when I finished the course. I was very good at drilling.

Naoko 2-25: How long were you there for?

Sakura 2-25: I don't remember very well. I went there probably once a week, so it must have 

been a long time. I reached the point where you can more or less teach elementary grammar.

I got a certificate.

Naoko 2-26: It was before they brought in the 420 hour guidelines, wasn't it?

Sakura 2-26: Yeah, long before that.

Naoko 2-27: Did you find it old-fashioned because you knew of newer approaches?

Sakura 2-27: I guess so. 1 went to <NAME OF JAPANESE LANGUAGE SCHOOL> after I 

graduated from university. At university I had communicative language classes taught by 

foreign teachers. Then I was taught the audiolingual method at <NAME OF JAPANESE 

LANGUAGE SCHOOL>. I probably had higher expectations. And it may be arrogant to say 

this, but most of the people coming to the course were not particularly outstanding. There 

was this person who was to be a UN official the following year. He was a researcher and had 

an MA from some university. He didn't see JSL as vital to his profession, but thought it might 

be helpful and so he came to <NAME OF JAPANESE LANGUAGE SCHOOL>. I only 

remember him and not the others. But I remember wondering why the others were there. I 

shouldn't be judging people, though. <The rest of the turn omitted>

<2 turns omitted>

Naoko 2-29: <The first part of the turn omitted> So you were trained in drilling? Maybe it 

wasn't very satisfying, but was there nothing helpful about it?

Sakura 2-29: Oh, yes. It was helpful. I saw our language as a foreign language for the first 

time. I don't think I could have explained anything about Japanese as a foreign language until 

then. I learned an approach and a method of explaining elementary Japanese grammar. I 

doni think now it was so great, but it marked the start of, what shall I say, a change in my 

views.

Naoko 2-30: Anything else?

Sakura 2-30: That school. I don't remember very well, (pause) But they gave me a part-time 

job teaching Japanese to an executive of a pharmaceutical company.

Naoko 2-31: Was that your first experience of teaching Japanese?
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Sakura 2-31: It may have been my first paid job. I'd taught som e friends from the base, but 

that was on a volunteer basis. Maybe that was the first time I received money. I used their 

textbook and taught in their way because <NAME OF JAPANESE LANGUAGE SCHOOL> 

gave m e the job. Drilling. I wondered if the student had any sen se  of achievement and I felt 

bad about getting paid. It wasn't a very comfortable job, because I didn't se e  any progress in 

the student. He was busy and could only have classes in early mornings. So I drilled him from 

seven to eight in the morning, and I was well paid. I remem ber I wondered if I deserved the 

money.

In the S tates Sakura w as enrolled in an adult education programme. She describes how that 

happened as  follows:
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Sakura 1 -1: Well, I learned the word "autonomy" in the States. I didn't know it in Japan. Erm, 

when did I go to the States? I went there when I was twenty-four to study for an M Ed. I 

wanted a degree in JSL or Japanese linguistics, but I was completely mistaken in my choice 

of courses. I wanted to teach university students and adults rather than younger people. So I 

asked an acquaintance to apply on my behalf to a higher and adult education programme. In 

those days Tohoku University was the only place in Japan that offered a higher and adult 

education programme. I didn't want to go to Tohoku.5 So I thought I should go to a 

programme in the States, and I went. The programme had hardly anything to do with what I 

wanted to do. I shouldn't have gone, but I went because I was accepted. It was <NAME OF 

UNIVERSITY>. There, the higher and adult education programme was divided into two; 

higher education and adult education. My advisor was in the adult education group. I later 

learned he accepted me because he wanted to go to Japan the following year. That's how I 

was put in the adult education group before I knew what was going on. And this learner 

autonomy was a fad in adult education at that time.

Naoko 1 -2 :1 see.

Sakura 1-2: That's how I learned the word, but I didnl understand it even after I looked it up in 

the dictionary. We used textbooks written by people like Robby Kidd, Patricia Cross, and 

Malcolm Knowles. As I studied open learning in adult education, education without walls, 

"elder hostels" in Europe, and so on, I gradually understood there are many forms of 

education other than the established traditional form. And I was brainwashed somehow. I 

attended a course given by a teacher named <NAME OF TEACHER>. It was an evening 

course and everyone had a job. Everyone had work experience, not only in teaching but in a 

variety of professions. For example one had been a nurse for thirty years and wanted to link 

education to nursing in some way or other. We also had a church minister who thought her 

profession had a lot to do with adult education. It was a group of people like that. We decided 

to study self-directed learning, and what we did was organize a conference. The local 

association of adult education was going to have a conference, and our teacher told them 

our class would run it. There were about twenty students in the class. We formed a steering 

committee and organized the conference. We experienced the whole cycle of researching 

how to organize a conference, implementing our plan, and evaluating our achievement for 

ourselves. An incredible class, wasn't it? I found it really interesting. We also had individual 

projects based on learning contracts. Everyone thought up a strange project, like learning to 

make beer, and wrote a learning contract.

Sakura analyzes her positive reception of the idea as;

5 Tohoku is the name of a district in the northern part of Japan.
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Naoko 1-4; In what way did you find it interesting?

Sakura 1-4: In terms of the group project I'd never been in academia before and didn't even 

know what an academic conference was. But I learned a lot with the help of other people. I 

didn't understand then, but now I realize that people are in fact a learning resource. I noticed 

that learning can take place outside the classroom with the help of other people. That was 

interesting. The teacher didn't tell us what to do or how to do it. Of course we had lectures on 

learner autonomy. The lectures dealt with the theory, and our experiential learning 

proceeded simultaneously. I didn't understand the theory very well, and it took me about 

four years to see the mechanism that was working. Anyway I think noticing it was very 

significant for me. I had been educated in Japan and immersed in the habit of studying within 

a framework. So I might not have been able to absorb the idea if I had been introduced to it in 

Japan. Graduate school in the States was a very new experience for me, and with it came this 

very strange way of learning. It came at the same time as changes in my thinking. That could 

have been why I absorbed it.

Naoko 1-5; This is what America is all about. Was it that sort of feeling?

Sakura 1-5; Could be. I might have accepted that way of learning as American. I now have a 

more reasoned view of America, but I admired it very much at that time. I might have accepted 

that way of learning as part and parcel of America.

Sakura taught Japanese as a teaching assistant as she studied, and experienced a range of formal 

and informal in-service teacher training. She took a foreign language methodology course which all 

second language teaching assistants were supposed to take and was exposed to the idea and the 

practice of the communicative approach and humanistic approaches such as Silent Way and
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Community Language Leaming. She also team taught with a few experienced teachers, and the 

teaching plans which they shared with her was a valuable source of learning. The biggest influence 

on her, however, seems to have been her advisor in JSL.
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Naoko 2-72: You said in the first interview that Dr <NAME> was a very good teacher. Were 

you influenced by her a lot?

Sakura 2-72; Oh, yes.

Naoko 2-73: In what ways?

Sakura 2-73: Well, she was buoyant and completely different from the teachers I'd known up 

till then. I had thought teachers were people who told you what to do and gave you the facts. 

She wasn't like that at all. So the first team teaching could have been with Dr <NAME>, not 

<NAME>, Dr <NAME> and myself. I don't remember very well. Ah, I know. <NAME>. Dr 

<NAME> and I wrote Japanese materials for a programme with federal funding. <NAME OF A 

STATE> had decided they needed to educate business people with foreign language 

proficiency, and they were trying to establish such programmes in collaboration with the 

business school in our university. They had Spanish, German, Japanese, and French 

programmes, I guess. Chinese might have been included too. I don't remember very well. I 

was involved in the materials development. I got paid as Dr <NAME>'s research assistant, I 

suppose. Her way of giving instructions was very much laissez-faire in a good sense. Here's
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the lesson and its purpose is this. So could you take care of it? Like that. It was very different 

from my past experience and very new to me.

Naoko 2-74; Has it changed your way of thinking? Has she influenced your way of teaching 

or working with your colleagues?

Sakura 2-74: Oh, she has. Urn, I'm sometimes tempted to say fussy things, but then I 

remember Dr <NAME> wouldn't say anything. It also comes out in the way I bring up my 

daughter, I guess. I shut up and force myself to give her time to think for herself. I can't do it 

unless I consciously make the effort, and it's probably only those moments that I remember 

Dr <NAME>, but I do have many such moments.

When she completed her MA, Sakura married an American and continued her study for a Doctrate 

against her previous promise to her parents that she would return to Japan after she finished her 

Master's degree. Sakura's Ed D thesis was about intercultural communication and, according to her, 

had nothing to do with learner autonomy. Asked if she had learner autonomy in mind when she 

taught then, she replied in the negative.

t V t ^ ( D C ^ r d l i b r z o X .  ■

Naoko 1-21; Did you have learner autonomy in mind then?

Sakura 1-21: Not at all. I didn't have learner autonomy in mind, but I had learner centredness 

in mind, I guess. I heard in Dr <NAME>'s workshop that the maximum output from learners 

couldn't be achieved in interaction in class between teacher and learners. So I used a lot of 

group work and task sheets. I produced dozens of task sheets each week. <The rest of the 

turn omitted>

Sakura elaborates what she means by the term, learner centred, as follows:
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Sakura 2-36: Learner centredness was before my thinking got to learner autonomy. Learner 

centredness within teacher centredness. Do you know what I mean? You don't? Well, true 

learner centredness requires an attitude on the part of learners to offer their input in the 

programme or curriculum, but it's only possible if they have a capacity for autonomous 

learning and a positive attitude towards it. But I didn't think that way then. I only thought 

about developing a system where learners' input could be included. So I only thought about 

what the teacher could do.

Naoko 2-37: For example?

Sakura 2-37: When I created a communicative task, I thought about how learners' input could 

be included. But I didn't think about what could be done to develop in learners the ability to 

do it.

Naoko 2-38: By learners' input, do you mean, for example, having peer interaction that might 

lead to peer teaching?

Sakura 2-38:1 don’t think I thought that far at all. What 1 had in mind was, for example, 

information gap tasks where learners could offer some authentic information about 

themselves or providing several tasks from which learners could choose one. It was on that 

level. I tried to expand learners' choices within the existing teaching framework. I was almost 

obsessed with producing task sheets, but I never thought of having learners produce them. 

It was OK for me to produce a lot of task sheets for them to choose from. But I never thought 

of the possibility of learners' creative production of task sheets and activities based on them. 

Naoko 2-39: So how would you define your learner centredness in those days?

Sakura 2-39: My thinking was relatively leamer-centred compared with one-way teacher 

fronted classes. But I wonder. Perhaps I was only thinking about classroom activities. I didn’t 

think much about activities outside the classroom. I wonder why not. (pause) I doni know. 

Naoko 2-40: For one thing, in terms of interaction pattem, it wasn't one where the teacher is 

always at the front of the room and question-answer sequences always occur between the 

teacher and the learners. It was more like a cobweb. You could call that learner-centred as 

opposed to teacher-controlled.

Sakura 2-40: Yes, if you consider them opposites. But that's not exactly it. I feel it had more 

to it than that.

Naoko 2-41: Yeah. You had a variety of tasks and learners could make a choice from among 

them. So you structured your class with some space for learners' choices. That could be 

called learner-centred.
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Sakura 2-41; Right. Yeah, I asked them. You have classes every day from Monday through 

Friday in American universities. So I made Friday the day when students were allowed to say 

what they wanted to do. Now I remember. Yeah. I'd say "What are we going to do this Friday." 

I provided ideas I thought might be suitable, but ultimately the choice was with the students. 

If they wanted to learn about culture, I prepared something for the lesson.

Naoko 2-42: The students didn't prepare anything?

Sakura 2-42: No, I set up the class.

Naoko 2-43: So, put in the terms we use these days, you taught in response to your 

students' needs and interests. Was that how it was?

Sakura 2-43: Yes.

Naoko 2-44: Were you aware of doing that?

Sakura 2-44: Yes, I was. But the teacher took on everything.

Naoko 2-45: You matched the students' needs. You prepared the lesson for them.

Sakura 2-45: Right. It was like that.

Naoko 2-46: Did you use the term "learner-centred" then?

Sakura 2-46:1 don't think so. I doubt if I thought what I did was learner-centred. I knew the 

term "learners' needs". I think I used it. I knew it because I studied Malcolm Knowles and 

others at graduate school.

Naoko 2-47: So it wasn't a concept you learned in Dr <NAME>'s workshop, which you 

mentioned in the first interview?

Sakura 2-47: Her class introduced me to many ideas like Silent Way and Community... what 

was it?

Naoko 2-48: Language Learning?

Sakura 2-48: Yeah. She introduced us to those ideas, and when possible gave us 

demonstrations. Communicative approaches were the newest thing those days, weren't 

they? She taught us the principles behind the approaches. We learned Russian through 

Community Language Learning. Through Silent Way too.So we had a lot of quasi

experience, but there was nothing in those classes that dealt with the larger framework over 

and above those methods. Adult education had more of it, I think.

After all Sakura did not study Japanese linguistics in her formal education. She perceives this lack 

of knowledge as follows:

iI^ 2 -3 3  ; +

e>2-33 : :i
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Naoko 2-33: What do you think about it now? Do you think that knowledge is unnecessary 

tor your capacity as a teacher? Or do you think it's something you lack.

Sakura 2-33: I think it's necessary. It's only that I happened to have no opportunity to study it. 

I've never had the opportunity, so I've hurriedly studied whatever is necessary when I 

needed it and made do. I wish I had studied it more systematically. So I sometimes watch 

videos produced by ALC or something like that, but they aren't very useful now because 

they are aimed at complete beginners. I have bought books and read them. And I was a 

teaching assistant at graduate school in the States and the one a bit more senior than that... 

what did they call it... a faculty associate. They gave me the opportunity for team teaching 

with the teachers and I saw how they taught grammar. So I learned on the job too.

Naoko 2-34: Yeah, quite a few people I've been interviewing have had no teacher training, or 

have come from a completely different field, and they know nothing about linguistics. I guess 

the more knowledge or skills we have, the better. But you know more about education than 

people who've done linguistics, for example, don't you? So what do you think? I mean, do 

you think it's good to work with a variety of people? Or do you think linguistic knowledge is a 

must?

Sakura 2-34:1 like to work with various people. My current work place is like that. I've studied 

education, <NAME> second language acquisition, <NAME> theoretical linguistics, and 

<NAME> sociolinguistics. Everyone has their own specialty and sometimes we differ in our 

opinions. But I think that's healthy. We differ in our opinions, but at the same time we 

influence each other. It's simply impossible for one person to cover this vast field. So it's 

more efficient if I learn what I doni know from colleagues, and give advice when I can. I've
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always worked like that. In <NAME OF COUNTRY> too, I was just one of a group of people 

who all had different ways of thinking.

After she completed her Ed D, Sakura got a job at a university.
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Sakura 1-28: In <NAME OF COUNTRY> they were very critical about everything I did. Around 

that time I started to get students to leave the classroom to do many things. People didn't 

understand what 1 was doing it for. I wanted to promote learning in an environment relatively 

little controlled by the teacher. One in a hundred of the country's population was Japanese, 

so I thought there was no point in not using that resource. So I started sending students out
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of the classroom. Then the dean got suspicious of me. So I reacted to that with even greater 

conviction.

<6 turns omitted>

Naoko 1-32: Did you change your thinl<ing after such conflict?

Sakura 1-32: The more they tried to restrict me, the more I wanted to go off in a different 

direction. Perhaps I wanted to give my students the freedom I myself wanted, because I 

found it very hard. In terms of the curriculum, too, I was told which textbook to use, and even 

what to say and what not to say in my lectures. The dean came to one of my lectures without 

any prior notice. You know the three competences in Neustpy's model, don't you? Cultural, 

sociocultural, and linguistic. In retrospect my lectures were similar to that framework. I 

explained not only grammar but also sociocultural factors. The dean said it wasn't necessary 

to lecture on culture in a Japanese language class, and told me to stop it. It was that sort of 

place.

Naoko 1-33: It was a university, wasn't it?

Sakura 1-33: Yes, it was. A university. It was that sort of place. I didn't listen to him and kept 

doing what I had been doing. But his wife, who was a part-time teacher in the department, 

reported everything to him. I now think I was reacting to that. I wanted the luxury of being able 

to make decisions autonomously.

Naoko 1-34: Did your students accept your way of teaching without resistance?

Sakura 1-34: Well, the dean wanted to be nasty to me, so he arranged it so that I taught a 

different course each year. I ended up teaching the same group of students from their first to 

their third year.

Naoko 1-35: Ah, Ok. That was meant to annoy you?

Sakura 1-35: Right.

Naoko 1-36: But it was good, wasn't it?

Sakura 1 -36: Yeah. I brainwashed the students all the way through. For people from <NAME 

OF COUNTRY> I might have been a strange teacher, but as far as the students I worked with 

for three years were concerned, I guess they picked up quite a lot of strange things. I started 

with small things and taught in a fairly learner-initiated way so that their autonomy could be 

exercised in class, even though only to a limited extent. Then I had them go out, or rather, I 

invited people in. The students were very good, and many passed the second level of the 

Japanese Language Proficiency Test^ during the third year. So they were good enough to

6 This test is administered once a year jointly by The Japan Foundation and Association of 
International Education, Japan. It has four levels with the first being the most advanced one. Many 
Japanese universities require a pass in the first level for admission of overseas students.
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visit cx)mpanies and video record their interaction there. And they were able to do it quite 

spontaneously. I don't think they would have been able to do it if I had only taught them in 

the third year.

After several years Sakura moved to a university in an English speaking country, where she team 

taught with the teachers who had been there before her in order to initiate them to the concept of 

learner autonomy.
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Naoko 1-42; How did you do it?

Sakura 1-42; It was difficult to say anything to people of the same rank as me, but I team 

taught with teachers who were junior to me, and with a different one each term. So I taught 

with everyone.

Naoko 1-43; Ah, you were in a position that allowed you to do that.

Sakura 1-43; Right. I was the first teacher with a Doctorate in the programme. So I was made 

director as soon as I got the job and personnel affairs were left in my hands. So, although it 

was troublesome, I assigned a different teacher to my course each term. Japanese people 

who live overseas tend to base seniority on how long the person lived in the country as well 

as on their age. So they are very harsh on new comers, and show a we-have-our-own-way 

sort of attitude. Especially as I was the third youngest among the nine full-time teachers, it 

was rather scary in the beginning as a new comer, to be promoted to be the director.

<4 turns omitted>

Naoko 1-46; They had of course their own way of teaching that they'd been using, didn't 

they?

Sakura 1-46; They did.

Naoko 1-47; And you had your own way. So how did you manage when you team taught with 

them?

Sakura 1-47; Well, our school is rather unique. We have as many as 100 students in the 

intermediate course which I teach. We even had 120 at one time. We could divide them into 

groups and let the teachers teach them independently, but for the sake of cutting costs we 

have lecture classes for all students. So everyone gets together. That means all tutorial 

classes have to progress at the same speed. So someone has to write teaching plans for all 

the classes. That's what I did.

Naoko 1-48; And you told them to teach according to those teaching plans?

Sakura 1-48; I told them I'd write the teaching plans and prepare all materials that were 

necessary.

Naoko 1-49; No one said they couldn't do it?

Sakura 1-49; In the beginning some asked what I was driving at. I spent a long time producing 

extremely detailed teaching plans to an extent that I wondered whether I really needed to 

write in such detail.

Naoko 1-50; What kind of detail?

Sakura 1-50; Well, one, I would write one. Telling the students about the lesson objective of 

the day. The objective is this. You should use the overhead projector. And I made the
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transparency. It started like that. Everything -- what to bring to the class that day and so on. It 

was like teaching plans in a teaching practicum.

Naoko 1-51: They taught according to your plans.

Sakura 1-51: They did. They seemed to have been teaching in a teacher-fronted style, and 

they were shocked at the beginning with a plan like getting the students into groups and 

having each group work on a different task. But they found out it was possible when they 

tried. Those who didn't understand the plan came to see my class. I was lucky those teachers 

were very talented, or had great potential. They were motivated to learn, I guess. There was 

one teacher who was older than myself and had lived there for a long time. I was afraid of her. 

She was very much opposed to my ideas at the beginning, but she was intelligent and cared 

about the students a lot. When she realized what it was all about, she did it all with ease. I can 

leave a lot of things to her now.

A couple of teachers did not understand her way, though.
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Naoko 1-52; Did you have any teachers with whom it didn't work out?

Sakura 1-52; Oh yes, I did. It wasn't just autonomy. When I went there, they had a lot of

222



students, but they didn't have any programme objectives. The teachers were just language 

teachers. I thought the programme wouldn't survive in the whirl of university restructuring.

So I made it my mission to establish some guiding principles and develop a research culture. 

Two teachers weren't able to keep up with it.

Naoko 1-53: Were they incapable of research?

Sakura 1-53: They weren't capable of research, and they weren't able to keep up with what I 

was trying to do.

Naoko 1-54: I wonder why not. One issue is whether you are capable of research or not, of 

course. But when you are told to teach according to a certain teaching plan, your initiative is 

restricted to some extent, isnl it. Then you try the plan and see students think for 

themselves and act on their own. Some will think the plan is good and others wont.

Sakura 1-54: That's right.

Naoko 1-55:1 wonder what makes the difference. You mentioned intelligence and caring 

about the students a few minutes ago. I wonder if they are the factors.

Sakura 1-56: Capacity for research has a lot to do with logical thinking and being able to see 

things autonomously. Teachers with those characteristics were OK.

Naoko 1 -56 :1 see. Yeah. So those who can act autonomously themselves tend to be able to 

accept this form of teaching easily.

Sakura 1-56: Yeah. And they probably have confidence in themselves, although they may 

not be aware of it. I didn't realize it then, but I now think those two who dropped out were 

probably afraid of me. They were afraid of the amount of work they felt they had to do, and 

feared they wouldn't be able to do it. They were afraid of me because I was doing something 

they couldn't do -  something very new. One quit because of that. The other had to quit, 

rather than leave of her own free will. She just couldn't cope and got a bit paranoid. That was 

hard to handle.

Sakura is now very happy with her colleagues, but she has become sceptical about the value of 

formal education. Asked about students whom she still remembers as having had an influence on 

the change in her thinking and teaching, Sakura replied as follows:
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Sakura 1-80: Students. Students I remember as having been influential on the way I 

changed. That's a diificult question. Well, there was one called <JslAME>. He started learning 

Japanese at our university from zero. He wasn't a Japanese major. He studied computer 

science or engineering, if I remember correctly. But he continued to study Japanese for 

three years and got really good. He was very well-mannered and good natured. I kept
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wondering what made him so good. Then I discovered he'd been doing quite a lot outside 

the classroom. When trainee teachers came from Japan, he'd ask them out and he kept in 

touch by e-mail after they left. Engineering is a five-year programme, and his time table didn't 

allow him to take Japanese courses towards the end. But he'd talk to me in Japanese when 

he saw me on campus. I said, "You're not taking Japanese classes this term, are you?" He 

said, "No, I'm not." And I said, "But you don't forget Japanese. That's great." He'd actually 

made Japanese friends, saw them once a week, and tried to speak Japanese. He'd done 

many other things loo. I'd like to interview him one of these days and ask him how he learns. 

He was impressive. I'd been experiencing growing scepticism about university education, 

classroom teaming and my own existence, and his example dealt a powerful blow. It made me 

think what university education really is.

Naoko 1-81: Did you originally have some faith or trust in university education?

Sakura 1-81; Yeah, right. I used to think teachers go to class and teach for the students' 

benefit.

Naoko 1 -82: When did you start to doubt it?

<6 turns omitted>

Sakura 1-85: My husband, ultimately. He's never been to a Japanese class. But he speaks 

Japanese. He only lived in Japan for six months. When was it? Two years ago? That was the 

only time he lived here. But he speaks. Well, he's not that good. He's not fluent, but he's at 

my mother's house now and he can manage. He's an autonomous adult learner. He's got a 

deep distrust of university education or institutional education.

Naoko 1-86: Did you meet him in the programme in <NAME OF STATE>?

Sakura 1-86:1 met him there, but he was an engineer. Then we got married. As a child he was 

a failure at school and changed schools many times. After he finished high school, he went 

to community college either because he wasn't able to get into university or because he 

didn't want to go to university. Then, I don't know why, something made him decide to study 

differential and integral calculus. He spent one summer studying them, and got accepted by 

a university. He thinks the teachers he had at school always demotivated him rather than 

helped him learn. So he studied Japanese bit by bit on his own. He can read and write a fairly 

good number of Chinese characters. He's not fluent in speaking because he hasn't lived 

here that long, but he can manage staying with his mother-in-law. So I live with a fount of 

distrust. I've certainly been influenced by him. And I've seen learners and observed learner 

autonomy. When you chase your students out of the classroom for project work, they 

develop networks and talk to many people. They start saying things I never taught them. 

Witnessing such phenomena. I've gradually come to wonder what university education is all
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about. Of course there must be people who are for university education, but university 

education isn't all-powerful. There are other possibilities. And (pause) I'd like to have my 

students learn in a wide range of different formats, but university binds us, doesn't it? We 

have to send in final grades. Everyone needs to be doing the same thing. I became 

concerned with those negative aspects of university. I wonder when it started. Perhaps 

since I started getting students out of the classroom.

Naoko 1-87: Was it when you were in <NAME OF COUNTRY>?

Sakura 1-87; Yes, since <NAIVIE O F COUNTRY>. In the States the local Japanese 

community was small and such activities weren't possible. But <NAME OF COUNTRY> and 

<NAME OF C ITY> are very similar in that they have a huge Japanese community. You can get 

students out of the classroom and students can create a quasi second language 

environment, if they try, in spite of the fact they are in a foreign language situation. Teachers 

teaching in Japan must feel it even more strongly. Learning outside the classroom plays a 

decisive role, doesn't it? The students start saying many things I didn't teach even though 

they are learning in a foreign language situation. That made me a sceptic.

Sakura also strongly feels the limitation which the institution puts on her pedagogical practice of 

learner autonomy.
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Sakura 1-69: Well, but it's difficult in practical terms to pursue complete learner autonomy 

with a class of 100. I can only implement it partially within a teacher-initiated framework.

(pause) On top of that we have a lot of Asian students, which makes it rather hard. Some 

don't understand what it's all about and do some strange things.

Naoko 1-70: What do you mean, they don't understand? Do they demand formal teaching? 

Sakura 1-70: Some students did at the beginning. So I now offer two options, structured 

projects and learning contracts, in order to avoid that. The ones who want to be taught 

formally go for structured projects. So it's OK. But more and more Asian students go for 

learning contracts recently. I find it interesting. I guess the number of Asian students who 

were born in <NAME OF COUNTRY> or have lived there for a long time is on the increase. 

They have experiences in high school and so on, and they have probably developed 

flexibility. But some do strange things. The other day, what was it? There was one who did 

something very strange. Ah, yes. There are those who try to get credits with the least effort 

using learning contracts. They don't see the point of learning contracts at all. The contract is 

for the students to do their own learning, but some turn it into a project to get easy credits.

<7 turns omitted>

Sakura 1-74: The ones who really want to learn Japanese are OK, but they are not the only 

type. There are those who only want to graduate. Goal-oriented you'd call them. It's difficult 

to use learning contracts with students like that.

Naoko 1-75: It really is. Universities award degrees. So, put bluntly, there are some students 

who come to buy a degree.

Sakura 1-75: Right. Structured projects are for such students...

Naoko 1-76: But what do you think? It must be difficult with such a lot of students, but as a 

general principle, don't you think it's also the teachers' job to sensitize such students to their 

needs and encourage spontaneous learning?

Sakura 1-76:1 do. But it's not possible. 100 is really heavy. Of course I have tutors, but most 

students continue in the second term. So ail through the year, well it's only 28 weeks, but 1
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have to see them all. I try to learn everyone's name. Rrst names I can cope with, but some 

surnames don't stick. Because of the sheer weight of 100 students I often have to 

compromise and give up my ideals and principles, although there are things I'd like to do with 

a smaller group. What makes it worse is I'm in a position where I have to take care of bits and 

pieces of administrative work.

Autonomy for Sakura seems to involve both various behaviours and the situation which supports 

them.

5 <  e>2-129 :
il^2-130  : C), c n ,

$ <  €>2-130 :
S^-2-131 -.M'fio
$<e>2-131 : (PbI) fzZt/v. 2®tt(7)^)(DT(i/d:<T. - it**± (D ii^ ia R lC :t-f'y  5

46e>n/cEU$iJ*^A<*'rj:U/c< h/5-A</cCnffliJ(cS-:)T^(t<!:\
h /v ;^ r;t£0< t;liW ^/cC 0 .

-en^^b, ^
Tl^f)-5^plc3»x.T■5?
$ < e ,2 - i3 2 :
U T U T t .  H3EIAi^pItgT^S<J:S5*'b. ■?■nli:*:^l^ci;Se>o 
iS^2-1 33 : +  U T Ii.  h y :i t U .
^ t r z ^ x w v Z ' > v i z ^ x ^ t i x i x i ^ j ^ v ? x t ^ v
$ <  e>2-133 : m^X^nitt3.o iCUTfc. «JRUfc‘J. ;^®rLfcU U riU A
'bl^-5ct^ao 1f$g=b««)^EOA'blN^L. ^:htj:<D

ck<^^X)^ ;̂a: ,̂^o i t U u c i K K / S * .
it^2-134 : rcoT. llUm m Tfe, d

cD^j-- Sy 5 -*< liW O 4 'T !i''g /j:0 li;S lfT -rA '.
$< b 2 -134  ^<DA(D^^mmrd^o StJ'fe'f’ o T . Un^ClMtt'. ^<D

iCiSfflUT, -5■ell^e>c:<!:$:UTfcl^^.^^;^:^Tl^9C<!:^^Q•5)oT^.^r)
< ! : < h .  - $ - n A ' e > S ^ l c - C ^ - 5 - n T O ^ ) : : i ; A « .  - r X a - o S c )  §  B S i . a i c c > ^ s * < o T ( , \ - 5 > i

iS^2-135 : ?
$ <  e>2-135 : lN-^bIA^e,/;:5pfe;^. 0:$:T'li%A.T;5:*^-r.fc^ao P^<,

*^ 2 -1  36 : mimtkh-tz^Wzl

228



$ <  e>2-i36 : h\z 
^T^X+a, fc^lcL/=kP<!;lNe»C<!:lC^EoT. U feO ta, i ' 5  UTA'<i:(,^Ptt:. 15
hjtm±mti^-k'<tzt'>-:>tzhjti\i!niiiy. ttjiscD:^A''fSfiao^3(tcto rz
< U j; p;0'';SL'A'e>. i^\zbJ:z) i^m.t>t3.^Xo-^(D
^ i ( c m ^ r c e > .  ^ ^ ; s r o ^ « > T ,  t t t s i c - r n i f - ^ T w t j n f c t x t .  ^ ± m \z t^ o x .  fAx><

(C-r^?oTWofc:^3(t<to ^ t lT .  $><Dt3.. fA li^cD S ^:/P -^r7 .l^ iio fc^t'lt< !:•r.TW o/c0  
ta, L^'f> *^E ^T±?Ib^^^,^^D ?oTap(D . 3Dt)-5-p*\ :£ ? S -m (fc tA 'o /c ^ ;^ :o T
© o 7 t. M o T -5 . a :$ :A lcrj:-r.T -5oT» -S i.  POct.
* ^ 2 -1 3 7  : -?-n(i^t)i+T-5>(Dct.
^ <  e>2-137 : a:$:(Dtt#(C?
il^^2-138 : a : * : 0 t t # « B O iS - :3 T /c b .  S - T o c : < ! : C T = b

'y?"UT-5(DJ:o
S <  e.2-138 : -^-^Acctta, fcA 'b . ■^f>•:J(^^J;t-hy5-(ia:^;(D±lS^TIiWAc;^^l^<D*^;^E^). B 
:^ T ^ S n ^ - r> T .  »^i-(C^7r>ytCi:(D/d:(,\5fe.4T. : t - h / 5 —^-:3T-5A lit\-5<D  ?

Naoko 2-129: Well, then...

Sakura 2-129: Ah, I'm sorry.

Naoko 2-130: No, no, it's OK. I was enjoying the chat. I'll just finish with the very last question. 

This may be a difficult one to answer, but what's autonomy for you?

Sakura 2-130: You mean simple autonomy, not learner autonomy?

Naoko 2-131: Both. Are they different? I suppose they are.

Sakura 2-131: Hmm. (pause) Maybe it's not black and white. There's a spectrum with 

autonomy on one end and no autonomy on the other. You have degrees of autonomy. You 

are in the position where you are able to collect information, decide what to do based on the 

information, implement your plan, and you're affected if you fail. That's an autonomous 

situation, I'd say. But you don't do it alone. In obtaining information or implementing your 

plan, you may get help from others. But you have the right to choose. Whether you exercise 

the right or not, you have it. Such a situation is, I think, an autonomous one. For example, as I 

was saying earlier, there's a lot in university education to restrict your decisions, and in that 

sense it's rather close to 'no autonomy'. But there are a lot of options you can choose from. 

So you are not completely without autonomy. I guess that's how I see it.

Naoko 2-132: So autonomy refers to actions, and also to the situations that make such 

actions possible. Is this what you think?

Sakura 2-133: Yeah. However much an individual wants to exercise autonomy, it's 

impossible unless the situation is set up appropriately. So I think that's crucial.

Naoko 2-134: Many in the field claim being autonomous means having that capacity, don't 

they? But it's not like that for you.

Sakura 2-134: Well, yeah, come to think of it. But some don't make choices, take decisions, 

or collect information even in situations where such actions are possible. That's probably why
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capacity comes in. I wonder whetlier capacity is the right word. Skills? But you need to 

decide whether to use the skill, don't you? I don’t know. You posed a difficult question.

Naoko 2-134: Everyone has their own image of what the term means. So we run the risk of 

talking about totally different things if I don't clarify what we mean by autonomy. This is the 

final question. Why is autonomy necessary in education?

Sakura 2-134: For self-actualization. I may regret saying this. But knowing it's OK to collect a 

range of information, utilize it effectively and make good choices, in order to be yourself as 

much as possible, and to be the best of you can be, and also being able to actually do these 

things, these two together lead to self-actualization in Maslow's sense, I think.

Naoko 2-135: When did you start thinking like that?

Sakura 2-135:1 wonder. I didn't have that notion in Japan. No. I don't remember. But when I 

come back to Japan, I ... what do you say? Not revert. I go back to my old habits.

Naoko 1-136: Like regression?

Sakura 1-136: Right. This is rather a banal example, but I went to a supermarket with my 

husband yesterday. We decided to cook nabe'^ and I was about to buy some clams. The 

reason I decided on clams was I wanted to have some oysters but they were almost twice as 

expensive. And we needed a lot of them for everyone in the family. So I gave up the idea of 

having oysters, and said to my husband, "I'm going to get some clams." Then he said, "Why 

don't you get oysters rather than clams?" So I said, "I'll get oysters then." Then after some 

time my husband said, "Oysters are very expensive. Shall we get clams instead?" So I said, 

"Well, I've been through that thought process." Then he said, "Why didn't you say so?" and I 

realized I should have said. I realized I was being Japanese. When I'm in Japan, I somehow go 

back to old habits.

Naoko 2-137: Going back to old habits may sound negative, but really you're just adjusting. 

Sakura 1-137: To Japanese society?

Naoko 1-138: Yeah. If you think negatively of Japanese society, adjusting to it may also be 

negative. But we do it everywhere, don't we? We change according to our situation, and who 

we're talking to. We switch cultures as well as languages.

Sakura 1-138: Yeah, you're right. Autonomy may not prosper in Japan for that reason. Do 

you know any pro-autonomy teachers who were born and grew up in Japan and have never 

been abroad?

Sakura now sees a mission in her work. Asked what she teaches for, she replies as follows:

7 Nabe is a Japanese version of pot au feu.
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Sakura 1-89:1 now have sonnething of a sense of mission. I've ended up in this position, but I 

feel it's a position where I can make some contribution. I want to contribute as I am here. That 

sort of sense of mission. This may also be arrogant in a different sense from the arrogance I 

used to have thinking I was teaching Japanese for the benefit of the learners. But I want to 

make our programme properly organized. It may not be a great one, but I want it to be 

properly organized. It's getting better, but could be better still. So I'd like to work more on it. 

And in <NAME OF CITY> they've started teaching Japanese at primary schools and fifty 

thousand children are now learning. Fifty thousand! Who do you think teaches them? 

Ordinary school teachers. They study the night before and teach the next day. So there's 

this idea that our university may be able to make some contribution to teacher training. And 

I'd also like to educate younger teachers. To tell you the truth, I was invited by some other 

university, but this sense of mission has kept me here. I'm a fool, aren't I?

<4 turns omitted>

Naoko 1-92: Is your feeling that you want to contribute related to your belief in the value of 

learner autonomy in any way?

Sakura !-92: Yes, I think it is. After all, learners will become people who undertake life-long 

learning. In that sense part of the contribution our programme can make is helping them 

acquire a capacity for autonomous learning. The mission statement of the programme 

includes educating autonomous learners. In that sense it's a big contribution I can make to 

society. I don't know if I'm actually doing it or not. My talk sounds grand, but what I'm doing is 

modest.
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Chapter 9 Kaede

9-1. How I met Kaede and how our interviews evolved

Kaede was involved in volunteer work for immigrant workers and their families at the time of the 

interviews. I had met her the previous year when I visited the JSL study group she worked for. This 

group is very democratic, and I never felt I was treated as a university professor with authority arising 

out of my social status. So I had relatively little worry about power imbalance in my relationship with 

Kaede except that I was less close to her than to the other participants in the present research 

when I decided I would like to include her story in my thesis as an example of someone who was 

born and educated in Japan and had developed a pro-autonomy attitude. The problem I faced was 

rather the fact that I did not know if Kaede knew the term "learner autonomy", although I knew that 

her thinking was very much in line with it. The phrase I used when I asked the other teachers to 

participate in the research, "I'm interested in how you've developed your attitude towards learner 

autonomy. Could you tell me about your experiences in the past that you feel might have 

influenced you?", did not seem appropriate. I was rather circumlocutory in making the proposition, 

but Kaede agreed anyway.

Both of the two interviews took place in the office of the volunteer group. In the first interview 

Kaede invited me to sit at a kitchen table. After we started the interview a couple of other volunteers 

and Kaede's daughter came in and they were present in the kitchen part of the time. I was worried 

that Kaede might not talk about everything she wanted to because of their presence, but she said 

she did not care. Telling one's life story seemed to be a daily practice among the volunteers. The 

two who were around seemed to know what Kaede was talking about and occasionally threw in their 

comments. Kaede seemed to be accustomed to describing her experiences too. The interview 

lasted for 76 minutes.

We had the second interview, which took 85 minutes, in a separate room in the office several 

months later. I was happy with this arrangement because a couple of student volunteers were in the 

kitchen. I happened to have written something to be photocopied for Kaede in the notebook I 

used for my field notes. When I handed the notebook to Kaede, she asked one of the student 

volunteers to make a copy. I told her that there was a list of questions for her too in the notebook, 

and she decided to make the copy herself. I thought she probably did not want the student 

volunteers to know everything about her. I was much more relaxed than in the first interview, partly 

because no one else was in the room and partly because I felt I knew Kaede better after checking 

and editing the transcripts, and thinking about questions to ask in the second interview.The 

biggest puzzle for me was that Kaede's statement in the first interview that she hated children
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seemed to contradict everything else she said. As we explored the issue together, Kaede told me 

about her problematic relationship with her mother. It came so naturally and easily that it seemed as 

if she had decided to tell me the story beforehand. I was very moved by her trust and courage for 

self-disclosure. I feel very uncomfortable to start Kaede's story by quoting this part of our talk 

because it is so personal. We had to come all the way to this point in the history of our encounter to 

discuss the issue. I feel the pull between the chronological order of Kaede's life events and the 

one of our talk.

9-2. Kaede's story 

Kaede was born in 1951.
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Kaede 2-52; <The first part of turn omitted> Well, I was an only child. My parents also came 

from very small families. So, how can I put it? <pause> They didn't have to compete for their 

parents' love. So my parents were not good at showing affection. For a long time I wasn't able 

to feel confident that my parents loved me, and I feel I have always tried to suppress my 

emotions.

Naoko 2-53: Oh, yes?

Kaede 2-53: Yeah. I've been recovering little by little here. Yeah.

Naoko 2-54: You said in the first interview that this group had a healing effect, didn't you? 

Kaede 2-54: Right.

Naoko 2-55: So this is what you meant?

Kaede 2-55: Yeah. Things have got much easier. If you have a look at it from a different 

angle, it wasn't that my parents didn't love me at all. I now understand they loved me but they 

were very poor at expressing it. Yeah. So I felt a bit uneasy until I realized it. Yeah,

Naoko 2-56: So you yourself didn't express what you felt?

Kaede 2-56: No. When I went to the cinema with friends and they cried, I wasn't able to cry. 

Ever.

Naoko 2-57: XXXXXX 

Kaede 2-57: Right, right.

Naoko 2-58: Then perhaps as a child you never cried at home when you felt sad or angry? 

Kaede 2-58: Never.

Naoko 2-59: You never cried?

Kaede 2-59:1 never cried. And our contact itself wasn't very intense. I was born at a time 

when we all lived together as one big extended family. All the relatives, including ones who 

returned from China after the war, lived in our household. My parents were expected to work 

hard because they were young. So my parents probably felt they lost me to my 

grandparents. That was probably the situation.

Naoko 2-60: You said your grandfather doted on you.

Kaede 2-60: Yes, that's right. So really I was raised by my grandparents.

Naoko 2-61: Did your grandparents express their love for you fairly directly?

Kaede 2-61: Yes, they did. Well, my grandfather was born in the Meiji erai and wasn't that

1 Meiji Era refers to the peiriod between 1868 to 1912.
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expressive, but my grandmother was. She was at my beck and call.

Naoko 2-62: She indulged you?

Kaede 2-62: Right.

Naoko 2-63: Hmm. I see. <pause> So that's what parents are. I myself had problems with my 

mother when I was a child. You weren't able to be confident of yourself because your parents 

were like that, even though you knew your grandparents loved you?

Kaede 2-64: We all have our bonds, don't we? I don't have any brothers or sisters, so I don’t 

know myself, but there are children who may have many siblings and still feel their strongest 

bond is with their parents. Perhaps what I wanted was my mother's love. I wanted it all the 

more because I thought she didn't love me. Maybe. I don't understand very well, but I still feel 

that way.

In spite of this problem with her mother Kaede has always been articulate about her likes and 

dislikes.
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Naoko 2-65:1 see. Hmm <pause> You may have those emotional problems, but my 

impression is you're very articulate about what you want to do and what you feel is right. 

Kaede 2-65: <laughter>

Naoko 2-66: You are, aren't you?

Kaede 2-66: I'm only a shrew.

Naoko 2-67: Have you always been like that?

Kaede 2-67: Ever since I was born, I suppose. <laughter> Umm <pause> I had strong likes 

and dislikes.

Naoko 2-68: So as a child you kept your feelings buttoned up and hardly cried, but would 

make it clear if you didn't like something.

Kaede 2-68: Yeah, I think I was like that.
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Naoko 2-69: <laughter>

Kaede 2-69; I was just a shrew.

Kaede was not unhappy at school, but she does not seem to think that her school experiences 

played any crucial role in shaping her thinking.
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Naoko 1-95; This may not be so relevant, but how did you find school, from primary to 

senior? Did you like school?

Kaede 1-95; I liked junior high school best. Erm <pause> What was it? I had very good 

friends. I'm still in touch with them and I'd put everything else aside to go to a school reunion.

I was interviewed by someone else a while ago and I was talking about how I started doing 

this [volunteer work], I guess. I remembered a film we went to see when we were at junior 

high. That was "Guess Who's Coming to Dinner".

Naoko 1-96; Ah, with Sidney Poitier.

Kaede 1-96; Yeah. That film stayed in my mind for a long time. Junior high is the time you 

think seriously about hypocrisy, double standards and things like that, isn't it? I had strong 

feelings like that and they overlapped with the feelings of people in the film who discriminate. 

I think that was the beginning of my awareness of making distinctions between people and 

discrimination. I must have seen a lot of films with my friends, but that's the only one I 

remember.
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Naoko 1-97; You didn’t have any discrimination issues among people at school or in your 

neighbourhood?

Kaede 1-97; No. There were people from the so-called "untouchable" class in our town, but 

adults didn't discriminate against them so badly. I was only told later that a certain family was 

from that class. So I hadn't experienced discrimination myself, but the film touched my 

feelings. Those people who had been against discrimination got confused when their own 

daughter brought a black man to their home. Their reaction resonated with my own 

hypocritical feelings. It was the parents' confusion rather than the daughter's attitude that 

made a strong impression on me. So I was perhaps very much influenced by seeing "Guess 

Who's Coming to Dinner". <The rest of turn omitted>

Kaede talks about her teachers at school as follows;
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Naoko 2-83; You said you'd had very good friends. What about your teachers?

Kaede 2-83; Well <pause> This is an odd thing to say, but all the teachers were very good 

compared with teachers nowadays.
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Naoko 2-84: You didn't dislike school.

Kaede 2-84: No, I didn't.

Naoko 2-85; You're very articulate at)out your likes and dislikes. Didn't it cause any trouble 

with your teachers?

Kaede 2-85: Oh, I was that type, but I don't think I talked in a way that would cause trouble. I 

might have disliked something, but I didn't talk back to the teachers.

Naoko 2-86: Then, in your teachers' eyes, you were probably a good pupil. Was that how it 

was?

Kaede 2-86:1 think so. My friends still say I was a favourite of the teachers when we meet at 

reunions. So I was considered a kid without problems, I suppose. <laughter>

Naoko 2-87: Ah, I see. You were a favourite. So you were active, cheerful, and quite clever, 

weren't you?

Kaede 2-87: Yes, I suppose I was. I don't know myself. I had very good friends and perhaps 

they helped me look good. The teachers favoured everyone in our group. Yeah. So I was 

favoured whatever I did.

Naoko 2-88: You said they were good teachers compared with ones nowadays. In what 

sense were they good?

Kaede 2-88: It wasn't so much they were good teachers, it was a good time to be at school. 

We had a reunion the other day and I told the teachers that it was good they had retired now. 

They favoured me in such obvious ways. Parents nowadays would severely criticize it. The 

teachers said so themselves. But children used to accept it. Teachers in those days 

favoured the bright children, didn't they? And we accepted it. We felt that bright pupils were 

bound to be teachers' favourites. Parents entrusted schools with their children without 

making a fuss about small things. Teachers nowadays have a much harder time. So it was a 

good time. And I was lucky to have good teachers.

Naoko 2-89; Did you have any teacher who particularly influenced you or made an 

impression on you?

Kaede 2-89; No, I didn't. <the rest of turn omitted>

Towards the end of her high school days, Kaede accepted the job of a leader of the local boy 

scouts.
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Kaede 1-58: Yeah. We lived in a small town. The local boy scout troop would ask seventeen 

or eighteen-year-olds to assist as leaders. The leader's job was to take care of the kids. It was 

kind of an honorary position in town. I had no reason to turn down the request. I thought I 

should do what I could.

Naoko 1-59; Ah, so there was a solid local community there.

Kaede 1-59: Yes, yes. It was solid. My father was doing quite a lot of community work. So was 

my mother. So I suppose it seemed natural to me.

Naoko 1-60: You grew up seeing your parents' involvement in the community work. So you 

took it for granted you would do the same when it was your turn.

Kaede 1-60; Right. My grandfather who doted on me was more or less that type. He was self- 

sufficient and did all kinds of things -  farming, fishing, and even cooking. He did them not 

only for the family but for neighbours too. He very much liked sharing what he produced with 

the neighbours. As a child I saw him with neighbours who were grateful to him. So it was 

natural. I think I naturally felt I wanted to make people happy.

Kaede remembers a boy she met in this job.

\ o-hj. homt. mj]U:fjyx:hO hr:>Xi&̂ (̂D̂ iztrz
rc*^e)4= lC |^fcS 5^(D g1flC ■r:r< fia ;tTT .

i i  ? ^<D^\Z-^ ii-o t^mhjtz.

a^2-128 :
A^AT2-128 : lc a ^ r i tT o T U C )A \ ffe O f < ! : i ^ J : ^

g|(ffccte)/c£mA<■r•S^T■rJ;^a. ^(DZ.tX l>-:>ti'> lPr:>X^o
i l^ 2 -1 2 9  : mitzti^omtmf^r^tzt'^a
*^^T2-129 ; MA^o/cT-r. <*:fc/SOiC. <|?L\>T, ^<!f=blJ!«U/j:(DlC. <%
U >

Kaede 2-127: Well, I first became a leader of the cub scouts, which was a group of younger 

children. There was this boy who was hungry for motherly love and tried to take it from us. 1 

didn't know what to do. That was a bit of problem. If I got too close to him and became a 

substitute for his mother -  well, I couldn't possibly have been, but if I did, it wouldn't have
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been fair to the other children. So I was troubled a bit. I still don't know what 1 should have 

done.

Naoko 2-128: What happened in the end?

Kaede 2-128: In the end I consulted everyone, and they said I should treat hinn like any other 

child and gradually distance myself from him. Perhaps that was what happened. But I feel I 

deserted him. Yeah, it still bothers me.

Naoko 2-129: You deserted him because it was too heavy a load to carry?

Kaede 2-129: Yes. I myself was a child. <laughter> And I hated children. <daughter>

After graduating senior high school, Kaede took a job at a local agricultural co-operative.

* '^ T 2 -1 3 6  ; ic

iS^2-137 :
*->^T2-137 : ‘JtS^'lCfcS^TfcEl'A'b. -5-C ^ T ? ® < S o T /S

t t 3 . o  "C. 2 o m
(D f^ lc m -lH ]i0 te ^ ^ U A i3 5 o T . T fc . iX t » # lC ^ in ; J p < T .  <5lt^>® ^oToT!fj5^/^B #  
fc. f - C t

[1 ^^2-138 :

* ' ^ T 2 - 1 3 8  :

Kaede 2-136: Yes. What can I say? I basically thought I wasn't loved. So I felt I had to be a 

good child. I was the only child. So 1 took it for granted that I'd marry a man who'd be adopted 

into our family. I was in a class of students who planned to go to university and I thought 

about going myself, but my grandfather found me a job at a local agricultural co-operative. So 

I decided to take it. Maybe I wanted to be a good child. Probably. Yeah.

Naoko 2-137: Did you want to go to university?

Kaede 2-137: Yes, 1 did. But 1 don't feel that resentful about it, so my wish may not have been 

that strong. <daughter> My parents were irresponsible because they didn't give me a proper 

upbringing. They just kept telling me to live as I liked. Then, when I was twenty, the first 

meeting was arranged with a possible future bridegroom. I couldn't possibly love that man. 

<laughter> I asked them to turn it down, but my parents wouldn't listen. They told me to marry 

him for the future of our family. Then I realized they contradicted what they had previously 

said. I thought I'd never get married. So for about ten years...

Naoko 2-138: You kept saying no.

Kaede 2-138:1 kept saying no. I kept saying I'd never ever get married.
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Kaede continued her study of English as she worked.
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Kaede 1-15: <The first part of turn omitted> I'd always been interested in people from foreign 

countries. I took English lessons although I didn't make much progress.

Naoko 1-16: Was this before [you got involved in the volunteer work]?

Kaede 1-16: Right, right, right. In my twenties, I think. I was interested in English from my 

twenties on, and occasionally took lessons.

Naoko 1-17: Oh, did you? You were working before you got married, weren't you?

Kaede 1-17: Yes.

Naoko 1-18: Did your work involve English in any way?

Kaede 1-18: Not at all.

Naoko 1 -1 9 :1 wonder where your interest came from? No apparent reason?

Kaede 1-19: Somehow or other I had this strong desire to get out of Japan. I arranged to go 

for a home stay in Australia. I was an only daughter and my family wouldn't have let me leave
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the house, so I kept it secret from my parents. I even had the ticl<et for the ship, but I got sick 

and had to give it up. I thought that was probably my fate, but still I'm very much interested. 

Naoko 1-20: When was that?

Kaede 1-20: That was in my early twenties.

<4 turns omitted>

Naoko 1-23: So did you like English at senior high school?

Kaede 1-23: I liked the subject. I didn't go to university, but I wanted to continue with 

studying English. But I wasn't persistent. I gave it some thought and realized I wasn’t taking 

lessons because I liked English. I only wanted to talk with people from a world unknown to 

me. So I didn't care about the English once I'd established communication through eye 

contact or gestures.

Naoko 1-24: You enjoyed communicating. Is that what you mean?

Kaede 1-24: Yes. I enjoyed learning that what was common sense in Japan was not common 

sense at all in other places and things like that.

Kaede stayed with her family, but she enjoyed her single life attending evening courses. She kept 

telling her family members that she was too busy to get married. She got married at the age of thirty 

four, however.
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Naoko 2-144: What made you change your mind?
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Kaede 2-144: Well, <laughter> It's embarrassing because it's so silly. I believed I could live on 

my own because I had paid all my expenses from my salary for ten years. But then my 

grandmother died. We'd slept in the same room. So I got insomnia right after her death. The 

room felt too big. Yeah. So I wanted someone to sleep beside me.

Naoko 2-145: Ah, you'd shared a bedroom with your grandmother?

Kaede 2-145: Right, right. I did. <laughter> It's embarrassing, isn't it? <NAME> also told me I 

should learn to sleep on my own. <laughter>

Naoko 2-146:1 see. Your loving grandmother passed away, and you felt lonely. So you got 

married.

Kaede 2-146: Yes, I think that was the reason. The room felt so big, and I was always aware of 

the space next to me and wasn't able to go to sleep. <laughter> I know it sounds ridiculous. 

Naoko 2-147: So you decided to get married.

Kaede 2-147: Yeah. My husband is a distant relative. His family had repeatedly proposed 

marriage ever since I was young, but I always told them I had no intention of getting married. 

Then just at that time they proposed again. So I thought I might as well marry him.

Naoko 2-148: Was it your husband who wanted the marriage? Or was it the families?

Kaede 2-148: The families. They were distant relatives. So the parents on both sides met on 

many occasions. They seemed to have always discussed it. <laughter> Simple!

After her marriage Kaede moved to the city where her husband worked and had a daughter.
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Naoko 1-35: You got married and had a child. Then, as a mother, you'd naturally think about 

how to raise the child, wouldn't you?

Kaede 1-35: Yeah, I myself don't have any specific expectations of my daughter like I want 

her to be like this or that. I was an only child, and so is my daughter. So she'll be without a 

single relative if anything happens to us. So I just wanted her to be able to get up by herself if 

she falls. That was the only thing I thought about.
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Naoko 1-36: Then you didn't say "It's dangerous" or "Be careful" or "Don't do this or that" 

very much?

Kaede 1-36:1 never said anything like that ever since she was small. Well, I'd tell her it was 

dangerous if she went to a place where she might lose her life if she fell, but I didn't worry 

about swings and seesaws. I thought it was OK as long as she was alive. She might get 

injured, but breaking a bone or two didn't matter. I didn't play with her very much. She grew 

up on her own. Or rather she grew up through her relationships with people around her, I 

think.

The city Kaede lives in has a fairly large community of Brazilian immigrant workers and their families. 

Kaede started her volunteer work for the international class of a local junior high school a few years 

before the interviews.
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Naoko 1-12: How did you start volunteering at the international class.

Kaede 1-12: Well, what shall I say? To trace my motivation back to the beginning, I suppose I 

wanted to change my life. Basically I wanted to be at home when my daughter returns from 

school. This makes it difficult to get a job time-wise. So I'd had part time jobs, but no stable 

job. I was really an ordinary housewife. But as children grow older they come home later with 

extracurricular activities and things like that, don't they? So I felt I had to do something. 

Naoko 1-13: So was it by coincidence?

Kaede 1-13: Yes, it was by coincidence. <NAME OF JUNIOR HIGH SOHOOL> happened to 

be designated for a study of Japanese L2 children for the first time, if I remember correctly. 

They called for community volunteers for the international class that year. I applied.

Naoko 1-14: Was it like you wanted to change your life and that was the first thing you came 

across?
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Kaede 1-14; Yes. I think it was the city's publicity newsletter that was put in our mailbox 

together with something else.

Naoko 1-15: So you didn't have any contact with Brazilian children before?

Kaede 1-15: None at all. I was interested though. <The rest of turn omitted>

Kaede describes the process of her learning about the problems language minority children face at 

Japanese schools as follows:
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Kaede 1-39: Well, it's been three or four years since the international class started. But up 

until recently the school itself didn't have any particular policy. I talked to one teacher, but he 

said they couldn't tell volunteers what to do. They'd rather let the volunteers think for 

themselves. So they didn't demand anything of us. So in the beginning we decided to teach 

everyday language. Then in the next stage we somehow or other thought we should help 

children to attend school regularly and the international class became like a sickrooms. But I'd 

always felt strongly children should study. So we had a meeting recently and discussed 

teaching language for studying. That was the first consensus among the volunteers. Each 

volunteer had used a textbook of their own choice until then, but I strongly felt the language 

in those textbooks was not what was needed.

Naoko 1-40; Have you always felt like that since you started volunteering?

Kaede 1-40: No, I havenl. I didn't know what I was doing. When I first went there I was taken 

to a classroom and asked to teach without any prior meetings or anything. They asked me to 

read textbooks for the first and second grades of primary school and explain any parts that 

the children said they didn't understand, if I remember correctly. So I did it once or twice, but 

the children were too mature to read primary textbooks. They were bored and repeatedly 

yawned. So I felt that wasn't what was needed. Just recently I started to think that children 

don't develop their thinking ability if they don't study properly.

Naoko 1-41: How did you become aware that children don't develop their thinking ability 

without the language for studying? Did you have any specific experience with any particular 

child or anything like that?

Kaede 1-41: Well, my thinking got clearer after I joined the JSL study groups.

Naoko 1-42: Why was that?

Kaede 1-42:1 wonder. <pause> Maybe it was after children started coming to the study 

group.

Naoko 1-43: Because you started discussing the issue with other volunteers?

2 For various reasons quite a number of school children in Japan find it difficult to go to 
school. Some of them seek refuge from classrooms in a sickroom. Many schools and teachers 
recognize that the function of the sickroom is to stop children from dropping out of school 
altogether and use it for that purpose.

3 JSL study group refers to the volunteer group Kaede belongs to. She describes it in detail 
later in the story.
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Kaede 1-43: Yeah. I consulted <NAME> about the situation at school, and he gave me 

suggestions.

Naoko 1-44; Then you were convinced.

Kaede 1-44; Yes, I was. I felt strongly children wouldn't acquire the ability to think of the 

consequences of their actions or how they would affect other people if neither Japanese nor 

Portuguese was fully developed. There was this junior high student who came to the study 

group. She had very good academic ability. She had that, but she didn't understand 

Japanese. So her problem was only understanding written texts. I think I wondered how I 

should work with these students. We can't teach subject matter. But they get right answers 

to almost all questions if we teach them difficult Japanese words in science, maths, or 

English. Well, of course not everyone is like that. But they get bad marks only because such 

a small thing hinders them. I thought that was a waste. Recently I began to ask teachers to 

provide language support in tests. I tell them it's not that children don't understand the 

content of the subject. They just don't understand the language. But this particular student 

went back to Brazil because she felt she couldn't study in Japanese. I still think about her.

I've got these unresolved questions: How should I work with these children? Is it really good 

to force them to study in Japanese? Why are they not allowed to study in their mother 

tongue? I suppose there's no answer.

Kaede does not think that she is qualified for the work or that her past teachers can be her role 

model. There is one thing, however, that she learned from one teacher.
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Naoko 2-99; When you think about how you'd like to study with the children in the 

international class, for example, do you never think of your teachers in the past and decide to 

do something the same way they did?
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Kaede 2-99: No, no. <laughter> No. I couldn't possibly imitate them. <laughter> I'm not 

confident myself. <laughter>

Naoko 2-100: You remember them, but you feel you can't do the same. So you don't. Is this 

what you mean?

Kaede 2-100: Well, they seemed to be real educators. I couldn't possibly do the same. 

<laughter>

Naoko 2-101: Ah, teachers in the old days, you mean?

Kaede 2-101: Teachers in the old days. I'm not at a level that I can imitate them. <iaughter> 

Yeah.

Naoko 2-102: But you had many different teachers, didn't you? None of them XXXX 

Kaede 2-102: Well, one teacher at junior high called us by our first names and nicknames. I 

was called <NICKNAME> in my childhood. In the small town I grew up in everyone knew me 

by that name, even people who didn't know my surname. This teacher from junior high still 

calls me by that name. I was very happy with her warm personal style. I don't know about 

children nowadays, but I guess being called in a warm personal way may make them very 

happy. So I try to be as warm and personal as possible.

In the year prior to the interviews Kaede accepted the post of president of the local residents' 

association's children's section.
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Kaede 1-48: <The first part of turn omitted> I basically hated children. I took care of my child

248



because I had to. But I was very much affected by the children's section's activity. I thought I 

would get addicted to the work.

Naoko 1-49; What happened?

Kaede 1-49: How can I describe it? I was psychologically immature. So when I realized that a 

child's seemingly unimportant words concealed a strong emotion, I was moved so much that I 

shed tears. My view of children has changed drastically since then.

Naoko 1-50: Could you tell me what happened in more concrete terms?

Kaede 1-50: I'd been reading Kenjiro Haitani's "Rabbit's Eyes".Then we had a sleep-over.

In the middle of the night a boy came to me and offered me some iced tea. I told him I didn't 

have tea at that time and turned down his offer many times. But he poured the tea for me 

without saying anything. So I had no choice but to drink it. It was very cold and I made that 

comment to him. Then he said his mother had made it for him. That was the end of our 

conversation. I knew his family, and later realized the meaning of his behaviour. His mother 

never took much care of her children. It took me a while after the conversation to remember 

what his mother was like and understand he wanted to share his good feelings about his 

mother making tea and bringing it to him. I cried, wondering why I hadn't been able to 

respond to him more positively. Since then I've started to see children differently. Yeah. 

Adults have hidden feelings too, don't they? But I hadn't had the sort of relationships to 

understand that.

Kaede describes her original reason for accepting the position in spite of her dislike of children as 

follows:
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Naoko 1-54: What made you accept the position in the children's section when you felt you

4 Kenjiro Haitani is a Japanese children's story writer. "Rabbit's Eyes" is a story of the first 
grade class which "describes the process of teachers and pupils meeting on equal terms." (Quoted 
from the cover) Published in 1974, the book also gently touches on issues such as discrimination, 
Japanese military colonialism, social justice and participation.
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disliked children?

Kaede 1-54; Yeah. I wasn't very much aware that I was going to work with children. I basically 

believe that everyone should be equally involved in PTA, community work and things like 

that. I don't consider positions like chairs and presidents as something you need to ask 

people to accept. So when I'm told it's my turn, I rarely say no, without thinking whether or not 

I'm capable of the job.

Naoko 1-55: There are many ways to escape from these positions in PTA, aren't there? But 

you think you shouldn't or it's better if everyone is involved, do you?

Kaede 1-55: Yes, that's right. The person who asks you is just an ordinary parent as you are. 

So it's different from making a special request to someone to do something in my volunteer 

work. They shouldn't have to ask because it's natural to do it if you have the time to.

Kaede tried to encourage children to take the initiative while she was the president. She explains 

where her approach might have come from as follows:
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Naoko 2-5; I think you said this after I switched off the tape recorder in the first interview. You 

wanted to let children take the initiative and act spontaneously, but it was difficult to 

implement the idea. What interests me most is where that idea originally came from.
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K aede 2-5: W here the  idea c a m e  from ?< pause>  It isn't anything grand. T he children's 

section is for children. So it's natural for children to m ake the  decisions. < p au se>  It w as only 

that.

Naoko 2-6: But you said  then som ething like one  of the  rea so n s  why it w as difficult w as that 

th e  paren ts of the  o ther children w eren 't able to wait.

K aede 2-6: Yeah, they weren't. I w onder what it w as. Well... < K aede g o es  off to tell people in 

th e  kitchen to  be  quiet.>  I'm roughly ten  y ea rs  older than  m ost of th e  m others of children my 

dau g h ter's  age . This m ay sound  strange, but I feel young m others dom inate their children to 

ex cess . They fit the  children into a  plan they 've m ade and direct them . T he sa m e  thing 

h ap p en s  in the  children's section. T hey can 't wait while children a re  thinking to  com e to a  

decision. They give them  their own plans. I don't do that to my daugh ter. Well, I don't w ant to 

do that at least. So I'm a  bit different from the  other m others.

Naoko 2-7: H ave you always thought like tha t?

K aede 2-7: No, not necessarily . I can 't pinpoint when I changed , but w hen my daugh ter w as 

born and I thought about how to raise her, I w anted her to be  able to  get up by herself if sh e  

fell. I'm an only child and so  is my daughter. My father is an only child, and  my m other h as  just 

one  brother. S o  th ere  aren 't m any relatives. If anything should h ap p en  to  us, my daugh ter 

will be left to m anage by herself. I still think that way. So I don't w ant to  tell her what to do. 

Yeah.

Naoko 2-8: S o  tha t's  your principle for raising your daughter. And th a t's  why your approach 

working in the  children 's sec tion ...

K aede 2-8: Is rather different. Yeah.

At this point of the seco n d  interview I decided to sh a re  my puzzle with K aede.
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Naoko 2-10: I noticed this in our first interview or rather when I was editing the transcript. You 

said you disliked children, didn't you?

Kaede 2 -1 0 :1 dislike them. That's true.

Naoko 2-11: What you've just said and what you said in the first interview like wanting to be 

home when your daughter returned from school, they don't seem to tie up.

Kaede 2-11: With my dislike of children?

Naoko 2-12: Yeah.

Kaede 2 -12 :1 wonder. I don't think I own my child, but she is my daughter after all. I wonder if 

that's why. <pause> I don't know whether I've really changed or not, but when I had no child 

of my own, I didn't even like to see children walking across a zebra crossing in front of my car. 

Really. I wanted them to cross as quickly as possible. I still don't like people who take their 

children wherever they go.

Naoko 2-13: There are places where you can take your children and places where you can't. 

Kaede 2-13: That's right. I feel children, mine or others', can be disturbing. Yeah.

Naoko 2-14: You said you'd told your daughter to cry in a soft voice.

Kaede 2-14: <daughter> Yeah. I basically don't like loud, high-pitched sounds. Yeah. 

Children's shrill cries. I hate them.

Naoko 2-15: Ah, that's why you don't want to find children in certain places.

Kaede 2-15: Yes. And children tend to interrupt adults' conversation, don't they? I don't like 

that.

Naoko 2 -1 6 :1 understand those feelings very well. <pause> So, perhaps you don't really
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dislike children.

Kaede 2-16: I don't know. 1 don't know how to put it in words.

Naoko 2-17; I wonder if you'd feel you want to be home when your daughter returns if you 

really disliked children.

Kaede 2-17; That's right. I wouldn't have had a child if I disliked them. <pause> I don't 

understand myself. Yeah. <pause> fvlaybe I love them too dearly and my dislike is the other 

side of the same coin. <laughter> Anyway, animals and children can't complain for 

themselves, can they? I think I have a stronger love for them because of that. So I doni want 

to see any films where animals or children have bitter experiences. I couldn't possibly bear to 

look at them. I don't make any connection between that and my dislike, but I do dislike 

children. <laughter> I wonder why. <pause> You'll have to investigate it.

Naoko 2-18; So you didn't dislike raising your daughter?

Kaede 2-18; No, I don't think so. I never thought I couldn't do what I liked because of her. I 

wanted to spend the time that wasn't taken up by her well. I didn't think I couldn't do certain 

things at certain times because I had a child. I don't know.

Naoko 2-19; Then the conclusion is you don't know yourself. <The rest of turn omitted>

Later in the interview, however, when she was describing how she empathized with the loneliness 

which children dropping out of school might feel, Kaede suddenly had an insight.
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Kaede 2-112; I suddenly thought of this just now. I may dislike children because I disliked 

myself at that age.

Naoko 2-113; In what sense?

Kaede 2-113; Well, I wasn't confident at all then. I doubted that I was loved. I felt I wasn't 

loved. I disliked myself in such a state. I would deny that it happened if I could. Yeah. I want to 

delete that part of myself. That's probably why I don't like children of that age. Primary school 

children and younger.

Naoko 2-114; You felt you were not loved when you were at primary school. So you don't 

want to see children of that age. Is that what you mean?
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Kaede 2-114: Maybe. I don't consider junior high l<ids as children. Umm <long pause> 

<iaughter> I feel I've just discovered something.

Around the same time she accepted the job of president of the children's section Kaede joined a 

volunteer group which worked for the Brazilian community in the city.
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Kaede 1-5: <The first part of turn omitted> I joined the JSL study group because the 

students in the international class seemed to be affected by their parents' often changing 

plans and not knowing if they should study in Japanese or Portuguese. Many parents don't 

tell their children how long they are going to stay in Japan or when they are going to return to 

Brazil. They only tell them they are going back some time. So children feel very unstable and 

quit school. Some go to the Brazilian school in <PLACE NAME>. But they end up staying in 

Japan for a long time and quit that school too. I saw many such cases. So I thought I'd go to 

this study group to meet the children's parents. I was determined to tell them not to tell their

children that they were going back until they had a fixed date. I was going to start from there.

So I joined with an ulterior motive, but I found no fathers or mothers with junior high children 

there.

Naoko 1-6: No?

Kaede. 1-6: No.

Naoko 1-7: You didn't know what kind of philosophy this group had before you joined? 

Kaede 1-7: No.
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Naoko 1-8: How did you find it in the beginning?

Kaede 1-8; In the beginning it was very calm. <NAME> was like that. So were the other 

volunteers. Perhaps they were attracted to meeting people like themselves. I felt I was 

psychologically healed there. Even the staff meetings had a warm relaxed atmosphere. I felt 

I'd never experienced such relationships or such a way of dealing with people. It was a very 

good atmosphere.

Kaede answers my question whether her stance in working for the JSL study group is the same as 

one for the children's section as follows;
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Naoko 2-19; In your work for the JSL study group, do you have any moments when you think 

the same way you did at the children's section? You thought it was natural to let the children 

take the initiative because the children's section was for children. Do you think the study 

group is for the JSL learners?

Kaede 2-19; I don't think that way for the study group, but I occasionally do for the running of 

the centre^.

Naoko 2-20; For example? What kind of occasion?

Kaede 2-20; I sometimes feel I want foreigners take a bit more initiative. I want them to feel 

the centre is theirs and to be actively involved. Yeah.

Naoko 2-21; Do you invite them to do so?

Kaede 2-21; Well, I don't think I invite them to do so. If they find the place comfortable, they'll 

naturally feel like coming and many people will come. I think that's the first step. Gradually 

things are becoming like that. For parlies and other events Brazilians recently started taking 

the lead and bringing in food or doing more than we ask them to.

Naoko 2-22; So your strategy is you make a comfortable place where people want to come. 

Then they would spontaneously do all sorts of things to make the place even more 

comfortable.

Kaede 2-22; That's irrespective of nationality. Volunteers will spontaneously work too if they 

find the place comfortable.

Naoko 2-23; So what is your philosophy for the study group?

Kaede 2-23; I don't have a group®. So I only watch them. I help with the work at the stage

5 The centre refers to the community centre which this volunteer group established.

6 At study meetings Japanese speaking volunteers and learners get into groups according 
to learners' language proficiency. These groups are relatively stable. Kaede's comment here refers 
to the fact that she is not assigned to any of those groups.
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before they come to the study meeting like distributing flyers and sorting application forms. I 

only do that kind of work, so I don't think so much about it. But I think it's not a one-way 

business. It's two-way communication.

Naoko 2-24: Ah, it's not only you teaching them Japanese?

Kaede 2-24; No.

Naoko 2-25; You get something from the Brazilians too?

Kaede 2-25; I myself don't use the word, "teach", so often. At <NAME OF JUNIOR HIGH 

SCHOOL> too, I feel strongly I'm learning with them. I haven't got the ability to do otherwise 

<pause> but teaching sounds one way. I don't like that way of doing it so much.

Naoko 2-26; So what is it that you get from them or you learn with them?

Kaede 2-26; It's not language for me. It's something you might call heart. I come here every 

week because it draws me. Perhaps I wouldn't have got involved so deeply if it was just 

language. I wouldn't come so frequently.

Naoko 2-27; In the first interview you said something to the effect that you liked Latin 

Americans because they express their feelings directly. By heart do you mean that kind of 

feeling?

Kaede 2-27; Yes. Somehow <pause> somehow I feel I'm receiving a lot.

Naoko 2-28; Can you recall any concrete incident where you had an encounter with such 

and such a person and you got such and such a thing?

Kaede 2-28; It doesn't happen in the classroom so much. Well, what can I say? <pause> 

They all look very shy. But understanding them is very easy for me. Yeah. They have very 

kind feelings for me. I feel it very directly.

Naoko 2-29; They have kind feelings for you. Does that mean they do things for you? Or 

listen to you?

Kaede 2-29; Right, right. Listening. When we greet, for example, they do it in a very nice 

way. Yeah. I feel they put their heart into it.

Naoko 2-30; Like they look into your eyes?

Kaede 2-30; Right, right.

Asked about her view on decision making in learning, Kaede answers as follows;
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Naoko 2-32: And <NAME OF JUNIOR HIGH SCHOOL>'s international class was it?

Kaede 2-32: Yes.

Naoko 2-33: And the JSL study group. You said you'd taught the word 'adultery' there didn't 

you?

Kaede 2:33: Yes.

Naoko 2-34: When you are in such a situation, you feel you are learning with them. But there 

are many decisions you need to make, aren't there? What to do next or how to do 

something. How do you decide th ese  things?

Kaede 2 -3 4 :1 ask them. I ask them what they'd like to do next. So I don't think I'm much use at 

<NAME OF JUNIOR HIGH SC H 00b>, although I may be OK with adults because we can 

communicate.

Naoko 2-34: Why?

Kaede 2 -3 4 :1 believe you have to study at junior high. So I don't think volunteers should go 

into school. The ones without teaching skills, I mean. People who can teach  should be doing 

it. So I don't think I'm of any use at all. I can't make decisions. So I leave it with the children and 

ask what they'd like to do next or how we should do something. <laughter>

Naoko 2-36: And when they say  they'd like to do such and such, do you do it?

Kaede 2-36: They say  they'd like to work on the computer. So I say  okay, let's do that.

Naoko 2-37: So do you m ean people with teaching skills would know what they should do 

next or how children should study?

Kaede 2-37: Yeah. <pause>  Yeah. People with teaching skills or techniques. Those with the 

ability.

Naoko 2-38: So do you think people with teaching skills wouldn't consult the children? 

Kaede 2-38: Yeah, they know what to do to som e extent, I suppose. <pause>  The best 

teachers are the ones who have the knowledge and still understand the children's feelings 

and are willing to consult them. Teachers should be doing the work at least in schools even 

for JSL classes.

Naoko 2-39: So in what way do you think you are of use  to adults?

Kaede 2-39: No, no. I'm not saying I'm of use. <daughter> I just think communication is the 

primary goal with adults.

Naoko 2-40: Ah, because they aren't learning m aths or science?
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Kaede 2-40: Yes. <pause> So it may not be language learning that I'nn helping with.

Naoko 2-41: But language is part of communication, isn't it?

Kaede 2-41; Yeah. But that's the only thing I can do. I never learned how to teach Japanese. 

Naoko 2-42: What shall I say? <pause>This is a hypothetical question. If you had teaching 

skills, to borrow your words, in what's generally called JSL, do you think you'd be of use in 

other ways from what you are now?

Kaede 2-42: Other ways? Well as far as language acquisition is concerned I think at least I'd 

be of much more use to the people I come in contact with.

Naoko 2-43: In short, people coming to the study group expect many things other than 

learning Japanese, doni they? So <pause> In the first interview I had the impression you 

gave priority to developing in them an attitude that would enable them to make friends with 

Japanese people and to talk to them when they are in trouble.

Kaede 2-43: You're right. So it's not just learning Japanese. We don't only teach Japanese. If 

we don't care about what this person is thinking now or whether he is enjoying himself, if we 

only offer language, the learners probably wouldn't continue. Yeah. So we need to have a 

sensitive antenna. It's easy to teach a language, isn't it? It sounds odd, but you only have to 

go "Aa." Don't you?

Naoko 2-44: Well, teaching as performance may be easy. But teaching and learning are 

totally different matters.

Kaede 2-44: Yeah. I wonder. Is this person enjoying himself now? What does this person 

want me to teach? You never get to know these things unless you have a sensitive antenna. 

So you need to try to pick up the signals. If you have teaching skills on top, you can teach in 

an enjoyable way. Yeah. Learners wouldn't need to feel they are trying desperately hard. 

They can learn without making any conscious effort even when they are having fun. I wonder 

if that's what they call the exchange approach^. Yeah, ultimately teaching in the exchange 

approach with teaching skills would be best. The sort of teacher would be very good, I 

guess.

Naoko 2-45: Would you like to be one?

Kaede 2-45: Yes, I'd like to. But I can't. <laughter> I haven't studied first of all.

Naoko 2-46: You have an image of the perfect role you'd like to play in the JSL study group, 

although it may not necessarily be what is generally considered as teaching JSL. Do you 

have any intention of studying something in order to get closer to this image?

Kaede 2-46: Well, I have no idea how I can get closer to it. The only thing I can think of is that 

a teacher and a learner, in the case of a one-to-one lesson, build the lesson together.

7 The exchange approach is advocated by some leaders and researchers of JSL volunteer 
work. Their assumption is that a second language is acquired through interaction with proficient 
speakers of the language in cross-cultural exchange activities.
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Naoko 2-47: Do you mean you don't know what you need to study in order to learn what you 

need to know and to be able to do, to build a lesson together?

Kaede 2-47:1 don't know. But I have this simplistic idea. You've got to have teaching skills in 

Japanese. Yeah. And your sensitivity. I'm in trouble because I can't sharpen my sensitivity 

any more. <laughter>

At the end of the second interview, I told Kaede why I had wanted to interview her and how my 

intention was satisfied. Kaede agreed that she fell into the category of born and educated in Japan 

and having developed a pro-autonomy attitude, and continued her talk as follows:
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Kaede 2-168: <The first part of tum omitted> I basically like the idea of being willing to take 

responsibility. If you are threatened into doing something wrong, for example, the decision 

to do it is still yours. So I don't want to make excuses. Sometimes it makes my life more 

difficult. I'm aware of that, and still I can't make excuses.

Naoko 2-169: You can't put the blame on someone else.

Kaede 2-169: No. Absolutely not.

Naoko 2-170:1 wonder if that's related to your attitude. I guess it is in the sense that you take 

responsibility for yourself.

Kaede 2-170: Yeah. I don't want to pass the buck. I like XXXXX because I can accept my 

failure if anything goes wrong.

Naoko 2-171: Perhaps thinking that way enables you to keep some distance from the 

children or leave them the space to make decisions and move around for themselves.

Kaede 2-171: Yeah, maybe. I find it very difficult to give support without being noticed. I think
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that's a technique. It'd be good if I could. But I'm not good at it. When I help, my way is so 

obvious. Yeah. I felt it keenly when I was working for the children's section. I was able to tell 

them to make decisions for themselves, but I was completely incapable of giving support as 

they tried to follow through on these decisions.

Naoko 2-172; That's difficult.

Kaede 2-172; It is, isnt it? Would be good if I could do that.
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Chapter 10 Implications of the stories for a teacher educator

In the previous six chapters I have presented pro-autonomy teachers' stories of personal and 

professional development. One limitation of those stories is that I did not collect any data on how 

these teachers actually teach, for the reason discussed in Chapter 3 (pp.65-66). It is thus not 

possible to make any claims about the relationship between teachers' attitudes towards learner 

autonomy and their actual teaching practice. A positive attitude may not guarantee the kind of 

teaching which actually supports learner autonomy. It is, however, difficult to imagine that such 

teaching is possible without a positive attitude towards learner autonomy on the part of teachers.

So if teacher educators know how a positive attitude may develop, they have at least half the 

necessary knowledge at their disposal. Although the diversity in the trajectories of the six teachers' 

development makes it impossible to make any generalization as to how pro-autonomy teachers can 

be educated, it is possible to suggest some possibly useful principles for teacher education 

deduced from those stories. In this chapter I shall try to articulate my line of thinking to arrive at 

those principles. My argument will also clarify what teacher education cannot or should not do. Of 

course, my thinking is situated in my work context, JSL teacher education at a Japanese university, 

and my past experiences. Readers may find some of the principles to be irrelevant or simply a 

matter of fact. Those principles are there because I thought that they were worth exploring in my 

situation. I never intended to make any universal claims. Others may find something lacking. I tried 

to base my argument on what the stories tell instead of on logic. My argument is not meant to be 

exhaustive. In concluding the chapter I shall offer my tentative answers to the three questions 

posed at the end of Chapter 2;

* Why do some teachers and schools manage to find "the spaces and opportunities for 

manoeuver" (Lamb 2000) under external constraints while others do not?

* Starting from where each teacher is, how can encouragement of reflective practice instill in all 

teachers the kind of commitment required to support learner autonomy?

* Can reflection be a substitute for counselling and interpersonal learning groups as a means of 

promoting teachers' personal development?

10-1. The nature of commitment

In Chapter 2 I argued that teaching practice to support learner autonomy requires commitment on 

the part of teachers (pp.54-55). Commitment presupposes something to commit to and something 

else to commit to it. Having written the six life stories of pro-autonomy teachers, I would 

hypothesize that the required commitment is the commitment of the teacher's self to her learners.
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All interviewed teachers mention particular learners as having had an influence on their teaching. 

Those learners are roughly grouped into two categories. One category is those who would take the 

initiative successfully in learning what they want to learn. Mia's PhD candidate, Chidori's husband, 

Sakura's husband, and Sawai's Brazilian construction workers are such examples. The other 

category is those who are struggling. Mia's post doctoral students, Chidori's cramming school kids, 

Keiko's student with a psychological problem are in this group. The kid who offered Kaede cold tea 

was not learning a language, but may be included in this group because he was struggling to make 

sense of his relationship with his mother. The encounter with and empathic understanding of those 

learners seems to have been one of the major factors which have pushed the teachers towards 

shifting their teaching in favour of learner autonomy.

Indeed, the teachers' descriptions^ of the difference between pro-autonomy teachers and other 

teachers focus on concem for learners. Keiko thinks pro-autonomy teachers have to accept that 

the language teacher's job is not just training mechanical skills. She says that it involves a change in 

one's view of education. She is now in the process of changing in her view of the teacher-learner 

relationship and is trying to learn how to keep the optimal (psychological) distance from her 

students. Chidori thinks that supporting learners mentally is an important aspect of pro-autonomy 

teachers' work. Sakura, based on her experience of introducing her colleagues to the idea of 

learner autonomy, observes that care for learners is one of the crucial factors which facilitate 

teachers' understanding of the idea. Sawai says that JSL teachers are disliked by community 

volunteers because they only try to teach language and do not try to understand urgent non- 

linguistic needs learners may have and the social context they live in. Kaede thinks that teaching 

language itself is rather easy and that the difficult part is to understand learners' feelings.

The interviewed teachers make a commitment to learners. And what they commit to learners seems 

to be their whole person. The clearest case in this respect is probably Sakura. She worked in a 

situation where teacher autonomy as freedom was extremely limited. In this situation, however, 

Sakura started putting her knowledge about learner autonomy into practice. She says that she 

might have wanted to give her students the freedom she herself wanted. Another teacher who 

clearly states that her practice is bound up with her self is Chidori. She says that she teaches for her 

own self-actualization. It seems to be important for her to teach in a way she believes to be good. 

She will probably have her way against all odds. She actually persists in spite of the conflict with her 

colleagues which her pro-autonomy practice induced. The other teachers do not seem to have 

experienced conflicts as severe as the ones Sakura and Chidori did, but their reasons for being in

T Mia did not comment on this issue because she had mainly worked independently of other 
teachers since she started thinking about learner autonomy.

264



the profession seem to be deeply rooted in their person. Mia wants to repay the kindness which 

she was afforded in the United States. Sawai cannot ignore people in trouble: he also identifies 

himself with Brazilians and enjoys working with them. Keiko is never satisfied with her current ability 

and always wants to learn more. Kaede remarked, outside the interview context, that she was doing 

volunteer work because she would not like to be told what to do if she were to live in a foreign 

country; she said that her work was her struggle for her own rights. Listening to these teachers 

made me feel that they teach in the way they do, not so much because they believe it is a good way 

as because they have to teach that way to be themselves.

These factors may be associated with the characteristics of teachers which Rogers (1980) claims 

are necessary to support the personal development of learners; unconditional positive regard, 

empathic understanding and realness. Concern for learners is likely to lead to the first two. Rogers 

(1980, p.271, italics in the original) describes realness in a facilitator-learner relationship as meaning 

"the facilitator being, not denying himself or herself". Teaching in a certain way to be oneself would 

give teachers the quality of realness. As I argued in Chapter 2 (p.56), these characteristics may 

constitute, at least in part, teachers' capacity to support the development of learner autonomy.

If the commitment of self to learners is a decisive factor in making a teacher a learner autonomy 

practitioner, how does that commitment develop? I shall try to answer this question in the following 

sections.

10-2. The seed of commitment

For the interviewed teachers choosing JSL (or refusing to choose in the case of Sawai) as their 

career was part of their struggle to achieve personal autonomy. Those teachers' commitment of 

themselves to their learners may be related to the development of their personal autonomy.

Mia and Sawai seem to have developed a fairly high degree of personal autonomy at an early stage 

of their lives. Mia clearly states that her parents' support influenced her development of personal 

autonomy. Sawai also mentions his mother as supporter of his wishes. Parental support helped 

them to make choices of their own such as changing schools or prioritizing their activities.

Kaede, Sakura and Chidori did not seem to have enjoyed the kind of parental support that Mia and 

Sawai did. Kaede felt that she was not loved by her parents in her childhood although her 

grandparents adored her. Sakura and Chidori had an ambivalent relationship with their parents. 

Sakura's father had a double standard although he supported her academic interests. Her mother 

often put her down when she was a child. Chidori says that she was not unhappy, but that she felt
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her wishes were sometimes not heard.

These three teachers' change may be described as a turn from reactive autonomy to proactive 

autonomy. Reactive autonomy is a term used by Littlewood (1999, p.75) to describe "the kind of 

autonomy which does not create its own directions but, once a direction has been initiated, 

enables learners to organize their resources autonomously in order to reach their goal". Proactive 

autonomy, on the other hand, denotes the form of autonomy with which learners set their own 

agenda and take charge of their own learning. The three teachers behaved themselves very well in 

their childhood. Kaede believed that she had to be a good child because she was not loved.

Sakura seems to have been a "good student" throughout her schooling in Japan. She was also a 

"good daughter", working hard at school, going to a university of her parents' choice and taking a 

job which her father found for her. Chidori followed her parents' decisions and was academically 

successful at school till her father died. These three teachers may be said to have had reactive 

autonomy in their youth. When they started questioning the way they were treated in the family and 

at work, however, they started struggling for their proactive personal autonomy. Kaede decided to 

refuse to marry. Chidori broke off her engagement. Sakura quit her job and went to the States for 

her graduate work.

The turn from reactive to proactive personal autonomy, however, was not a once-and-for-all matter.

It is a long process and, listening to those teachers' stories including Mia's, Sawai's and Keiko's I 

see the process is still continuing for them. Those teachers' choice to teach JSL was part of this 

process.

Chidori needed to be financially independent after her father's death, but she only came to realize 

that marriage did not eradicate the need when her German husband suggested that they should be 

financially independent of each other. While she lived in Germany Chidori realized the possibility of 

teaching Japanese in Japan through her language learning experience in Germany. Sakura initially 

wanted to marry a diplomat, but around the time she became aware of women's position in society 

she came to want to make a contribution to society herself. She says she thought that being 

Japanese she should be able to teach Japanese "for" foreigners. Kaede wanted to stay with her 

daughter when she was young. She only worked part-time during the hours when her daughter 

was at school. As the daughter grew older, however, she came to spend longer hours at school, 

and Kaede felt she needed to change her life. She had been interested in foreign children who 

started living in her neighborhood in great numbers around that time and decided to start doing 

volunteer work for them.

Keiko did not refer to her childhood very much in the interviews, but she seems to have been a
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hard working student in her high school years. She describes herself in those days as biddable.

Her history of professional development is, however, far from reactive. As she comments herself, 

she seems to have been driven by intrinsic motivation to learn more. She must have experienced a 

turn from reactive autonomy to proactive autonomy at some point.

Keiko probably wanted something a bit more exciting than teaching when she was an 

undergraduate student. But she wanted a job which would allow more choices in her life. She 

thought that a job which requires qualification would be desirable. Being a student of literature, a 

teaching qualification seemed to be the only option for her. Keiko describes, however, the period 

between graduation and marriage for women as a moratorium. She may have chosen to teach JSL, 

which is a job less stable and less well-paid than that of teaching at a high school, because it was 

more exciting work to do during the moratorium. At some point or other, however, Keiko must have 

made a decision to stay single, although she did not talk about that aspect of her life in the 

interviews. The work that had been meant to be temporary became her life-time career.

Mia went to the States of her own will and her experience there made her start exploring her 

identity. She was grateful to people who supported her there and came to want to repay the 

kindness fairly early in her adulthood. Teaching JSL only made connection with her wish to repay 

the kindness after ten or so years of teaching, though. She initially joined a JSL teacher training 

programme when she found the company job she had was not what she wanted. She does not 

seem to have appreciated the programme. She identified herself more with the EFL teacher 

training she had at university. When she got a teaching job at a Japanese language school, in spite 

of the fact that she says she liked the job and her colleagues, her doubt as to whether what she did 

could be of any help to her students kept growing. She even thought of studying to be a speech 

therapist when she returned to graduate school after teaching for almost ten years. It was only 

when she became aware that teaching JSL could be a means to help people to learn to function in 

Japanese society as the person they are that she finally chose teaching JSL as her life-time career.

Sawai's story looks very different from those female teachers' stories. It seems that he had always 

had his way in making choices about his life and that his debt to a scholarship foundation was the 

first major obstacle which he had to give in to. He was angry to find that he had to be a teacher in 

order to escape from the debt. His anger probably reflected his negative feelings towards the 

secondary teachers he had. His strong refusal to be a JSL teacher may be part of his expression of 

this anger. But his inability to ignore people in trouble and his empathic identification with Brazilians 

drove him to teach JSL. Sawai probably still has to find a way to come to terms with those 

contradictory urges in himself.
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Being a JSL teacher is part and parcel of those teachers' proactive personal autonomy. I suspect 

that this explains their commitment to the profession. It does not explain, however, their concern 

for learners. In fact those five female teachers' stories seem to reflect the social situation middle 

class Japanese women often find themselves in. 2 Those female teachers' stories resonate with 

the ones of other female JSL teachers I know. So if the perception of teaching as a means to 

achieve one's personal autonomy is the only factor that makes pro-autonomy teachers, we should 

find more of them than we actually do.

There must be some other factors. One such factor might be an interest in and empathic 

understanding of what may be called the foreign, which originated at a relatively early stage of those

teachers' lives. 3 Mia and Sakura took to learning English early on. Mia went to the States in her 

senior high school years and Sakura joined an English course organized by a city council. Keiko 

had relatives living in Hawaii and had a chance to communicate with them in English. Chidori's father 

learned French and Russian at home and she knew language learning could be fun. This factor 

covers more than an interest in a language, though. Sawai watched television programmes which 

reported overseas affairs and the knowledge he gained from them became a decisive factor in 

determining his choice of major at university. Kaede also remembers seeing a foreign film and 

being influenced by its content. Trying to escape from the bond of her family, she planned to go to 

Australia, although the plan did not materialize due to her illness. By the time they started teaching 

JSL they had had encounters with non-Japanese people, which all of them talk of positively.

I suspect that this early interest in the foreign might have been a seed for their later pro-autonomy 

attitude as second language teachers. Their interest in the foreign led them to situations where 

they met non-Japanese people not as JSL learners but as human beings. The experience may 

have enabled those teachers to see [foreign] learners as people with their own thoughts and

2 For women, teaching is one of the few relatively easy entry points to a professional career. 
Particularly teaching JSL attracts many women. Foreign languages have traditionally been the 
subjects which female students are thought to be good at and foreign language studies have been 
one of the disciplines with a large number of female students. JSL is a newly developing field and is 
not part of national curricula. This means that financially secure full-time jobs are few in number.
Men, who are generally expected to be providers, often find it difficult to enter and stay in the 
profession if they want to. So women have more opportunities than they would have in other 
subject areas although men are obviously favoured in full-time positions. According to the report 
issued by The Cultural Agency in 1998, while only 23.4% of the total population of JSL teachers 
were men, 42.4% of those in a full-time position were men in 1996.

3 In the times when those teachers grew up it was quite possible for Japanese children even 
from a middle class home to grow up without going abroad and meeting any foreign people 
personally. So lack of actual contact experience does not necessarily mean lack of interest.
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feelings, which may have resulted in their concern for learners.

Another possible factor is social awareness. As I have chosen life story research for the reasons 

explained in Chapter 3 (pp.63-64), sociopolitical aspects of those teachers' lives and career were 

not systematically followed through. But these teachers' talks show that they had social awareness 

in their youth and beyond before getting involved in teaching JSL, though its degree may vary.

Mia's memory of schools in the 1960's, Chidori's questioning of practice in cramming schools, 

Sawai's concern for children in developing countries and his determination to advocate the right to 

learn, Sakura's consciousness of women's position in the society and Kaede's childhood 

awareness of discrimination are such evidences. The practice of learner autonomy has been said to 

be political (Benson 1997, Little 1997, Aoki 1999). It would naturally involve teachers' social 

awareness. It would certainly help if teachers have had the awareness before joining the 

profession.

Yet another possible factor is language learning experience. Everyone except Kaede has 

functional competence in at least one language other than Japanese. However only one teacher, 

Chidori, has experienced any kind of language education which may have embraced the idea of 

learner autonomy. The others learned second languages more or less in an autonomous manner 

as the situation dictated, sometimes in spite of the pedagogy adopted by the schools they 

attended. Mia was aware from early on that there were things schools could not offer for her 

acquisition of English. Sawai was also aware of the limitation of the university language programme 

in Brazil and steered his learning process for himself. Keiko seems to have used both classroom 

and real life context to her benefit in learning Mandarin and Cantonese. She also learned to speak 

and write English without formal instruction. Sakura's experience of learning English has been fairly 

autonomous too. She actively sought opportunities for learning - the local community centre, 

university elective courses and the English Speaking Society - and fully exploited those 

possibilities. She was successful to the extent that she hardly had any problems with English when 

she started studying at an American university for the first time.

Autonomy in second language learning and competence in the language may contribute to the 

development of teacher autonomy in that they involve the development of knowledge and attitude 

described in Chapter 1 as constituting learner autonomy as capacity, thus enabling teachers to give 

assistance to learners who are trying to become autonomous. In fact Keiko says that she would tell 

her students of the importance of setting an achievable goal within the available time, based on her 

experience of learning Chinese.
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10-3. How the seed may grow

It took Mia, Keiko, Chidori, Sawai and Sakura between several and ten years of their teaching career 

before they came to realize the need for learner autonomy and change their practice. Kaede seems 

to be still exploring how best she could be of use to learners. It is particularly worth noting that Mia, 

Sawai and Sakura, who went through varying degrees of self-directed modes of education at the 

post-secondary level, remember their initial inability to connect their learning experience to their 

teaching. In this section I shall try to explain why becoming a pro-autonomy teacher took so much 

time and suggest what might have helped the change.

All interviewed teachers went through primary and secondary education in Japan except Mia, who 

spent a year in the United States in her senior high school years. None of them thinks that the 

schools they attended were unusual, so it would be safe to assume that their schools were more or 

less traditional ones. The teachers' perceptions of the schools, however, differ. Mia, Sawai and 

Chidori are very critical of their schools and teachers, whereas Keiko, Sakura and Kaede do not 

seem to have had any serious problems and mention some good teachers. What makes this 

difference is not clear. Keiko's, Sakura's and Kaede's teachers may have been better than Mia's, 

Sawai's and Chidori's. Mia, Sawai and Chidori may have developed their critical capacity earlier than 

the others. Or they may have felt less concerned about criticizing their teachers in the interviews. 

The reason may, of course, be different for each teacher and complex -- a mixture of these three 

and probably more factors. In any case, whether they perceive their primary and secondary 

education positively or negatively, the way those teachers - particularly Mia, Keiko, Chidori and 

Sakura - initially taught does not seem to have been very dissimilar to the way they were taught in 

schools.

This may be considered to be yet another piece of supporting evidence for Lortie's (1975) claim for 

the power of apprenticeship of observation. But lack of intervention in the form of initial teacher 

education or on-the-job training (OJT), or reinforcement of apprenticeship of observation by initial 

teacher education and OJT, may have been as crucial as these early experiences.

Sawai and Kaede have never had any formal JSL teacher education. The initial JSL teacher 

education which Mia, Keiko and Sakura went through taught them to teach in a teacher-directed 

manner. Chidori taught at a cramming school for nearly ten years before she started teaching JSL. 

The OJT she experienced encouraged an extreme form of teacher-direction. OJT which Mia, Keiko 

and Sakura received did not embrace the idea of learner autonomy either.

Reviewing studies in teachers' career cycles, Carter & Doyle (1996) conclude that it takes four to
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seven years on average for teachers to build confidence in teaching and establish their identity as a 

teacher. During these years teachers tend to be concerned first with their own survival in the reality 

of the classroom and then with their teaching rather than their students' learning (Fuller 1969, Nias 

1989, Borich 1999). It is not surprising that teachers try to look authoritative and take as much 

initiative as possible if that was how they were taught to teach. Reflecting on how she taught in her 

novice years, Mia says that she may have been bluffing so that learners would not see she was still a 

neophyte.

Ironically but quite consistently with the findings of Huberman's (1993) study in teachers' career 

cycles, it is only when the teachers became better at what they had been taught to do that they 

started seeing its limitations. Around the time they changed their thinking and practice they had 

one thing in common: teacher autonomy as freedom. Mia took a university position which did not 

involve coordinating with other teachers. Keiko worked in Hong Kong where she designed her 

own courses. Chidori had freedom in teaching the teaching practicum at a Japanese language 

school, although she was expected to conform to the principles of the school in teaching Japanese 

language classes. Sakura was unwittingly allowed freedom by the department head who wanted to 

give her a hard time. Sawai teaches in his own project. The teacher in charge of Kaede's 

international class seems to have a laissez-faire attitude.

Observing and talking to learners seem to have been the major sources of insight. Teacher 

autonomy as freedom appears to have facilitated the process by letting the teachers apply the 

insights into their practice they gained from learners. There are also some other factors that seem to 

have facilitated the process. One such factor may be the role which colleagues and teacher 

educators played. Mia had a cognitive psychologist colleague who convinced her of the value of a 

knowledge of cognitive psychology for teaching. Keiko's colleagues in Hong Kong accepted her in 

their community and introduced her to the idea of learner autonomy. Chidori worked in a teacher 

training institution which promoted learner autonomy and was able to observe teachers backstage 

as it were. Kaede talks of her colleagues in the volunteer group as having a healing effect which 

she had never experienced previously. This was most likely a supporting element in the change of 

her view of children. Talking with her colleagues also helped Kaede to sort out what is required to 

help foreign children at Japanese schools. Sawai and Sakura do not refer to any colleagues who 

supported them around the time of change, but colleagues who are not physically present may be 

able to play the role too. The Freirean practitioners who welcomed Sawai to their community in 

Brazil and seem to have contributed to the shaping of his "Brazilian identity" or Sakura's advisor at 

the graduate school may have played a supporting role in their minds.

My analysis indicates that the teachers had three conditions which Deci (1995) claims form the basis
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for self-motivation: autonomy, a sense of competence, and interpersonal connectedness, 

although its details and degree may vary from teacher to teacher. Deci (ibid) contends that "self- 

motivation, rather than external motivation, is at the heart of creativity, responsibility, healthy 

behavior, and lasting change" (ibid, p.9, italics in the original). So these three conditions may be 

counted as crucial for pro-autonomy teacher development.

There seems to be, however, another factor associated with the development of teachers' positive 

attitude towards and understanding of learner autonomy. Some academic disciplines and other 

genres of literature provided useful insights. The teachers refer to cognitive psychology and 

second language acquisition studies (Mia), adult education (Sawai and Sakura), counselling 

(Chidori) and applied linguistics (Keiko) as having influenced their thinking. Kaede's comment is 

worth our attention too. She says that reading children's stories was the first stage of change in her 

view of children.

Among the six teachers only Chidori had experienced an explicitly learner autonomy oriented JSL 

in-service teacher education. Her experience, however, was a mixed blessing. In the next section I 

shall explore possibilities for teacher education and its limitations.

10-4. How the process may be accelerated: pre-service education

The teacher education programme which Chidori attended had both in-service and pre-service 

teachers. Some in-service teachers did not like it. Relations between the programme participants 

got problematic and some thought of dropping out of the profession. Chidori suffered when she 

discovered that every teaching skill she had painstakingly developed needed to be denied if she 

was to be a learner autonomy practitioner. She also observes that pre-service teachers had less 

resistance to the idea of learner autonomy because they took it to be the way to teach JSL but that 

they had to face their senior colleagues' criticisms once they started working for schools.

This episode has a lot to offer teacher educators. Teaching to teach in any particular way, even if 

the method aims at the development of learner autonomy, would undermine teachers' developing 

autonomy. The way teachers learn also has to be negotiated, if the programme is to avoid 

becoming "a regime of pedagogy" (Gore 1993) and respect teachers' autonomy. Teacher 

education programmes need to be flexible in their curriculum and leave a lot of room, 

psychologically as well as timewise, for teachers to think, explore, resist and rebel. They also have 

to take into account the work context which teachers they educate are likely to find themselves in 

when they start teaching. Principles which may not be easily accepted in many schools should not 

be recommended without necessary warnings. Pro-autonomy teacher educators, however, also

272



have the responsibility to socialize the teachers in their charge into the community of learner 

autonomy practitioners who share knowledge, values, customs and aspirations. They always have 

to work in this tension.

To do this daunting work a teacher education programme which aims to educate teachers capable 

of supporting learner autonomy should, first of all, advertise itself as such. Applicants should be 

encouraged to compare the programme with other types of teacher education programmes and 

decide whether the programme is really what they want to go through. The admission needs to be 

negotiated on the basis that applicants are willing to commit themselves to the idea of learner 

autonomy. Of course the process can never completely screen out those applicants who wish to 

join the programme for other reasons such as the prestige of the programme, the convenient 

location of the school, and misleading appearance that the programme is less demanding than 

other types of programme. Whatever the real reason to choose a programme may be, as long as 

admission has been negotiated, programme participants can be given, and will in most cases take, 

responsibility for the result of their choice. This strategy will become extremely difficult to 

implement, however, when most teacher education programmes jump on the band wagon and start 

claiming that they aim for learner autonomy, or when such a form of teacher education becomes 

mandatory.

The idea of negotiated admission is technically impossible to implement for many undergraduate 

programmes in Japan. High school students are strongly advised by their teachers to choose a 

university according to its ranking and their estimated score in the entrance examination. Applicants 

rarely research what will be on offer once they are accepted into a particular programme. Written 

examinations, which are often the only means of screening, are not an ideal tool to check if a 

particular candidate knows about the programme and is ready to commit herself to the study. The 

choice for students needs to be built into the curriculum and/or teacher educators' teaching 

practice.

Initial teacher education and volunteer training programmes run by language schools and other 

non-university institutions which are mostly targeted at mature people probably have a better 

chance to talk with applicants. In such cases negotiated admission may become possible. It may 

also be possible to set some admission criteria. Interest in the foreign^ and social awareness may 

be candidates. But Sawai told me of a social worker who had worked with the handicapped and

4 Among the often heard reasons for wanting to be a JSL teacher is "I want to introduce 
Japanese language and/or culture to foreign people because I love my language and culture." 
Whether applicants with such motivation, naive at best and ethnocentric at worst, need to be 
screened out may be debatable.
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became a superb supporter of immigrant workers. The criteria may have to be extended to 

something like concern for social minorities.

Making successful autonomous language learning experience a criterion may not be appropriate, 

however. It would exclude people like Kaede. Kaede has had experience of learning English 

outside compulsory school curricula and enjoyed it, although her language learning experience 

was, according to her, not very successful because she is happy when rapport is established and 

never worries about language. In fact, as seen in the cases of Keiko, Chidori and Sawai, successful 

language learning may be rather a late experience. A large number of people still graduate without 

any working competence of a foreign language and they probably engage in language learning 

seriously only when the need arises.

The degree of commitment to the profession does not seem to be a viable screening criterion, 

either. The six teachers' initial reasons for going into the teaching profession are diverse and do not 

fit neatly with the image of dedicated professionals many would have of them. Mia wanted to repay 

kindness she had been afforded in the United States, but teaching was only a back-up plan for her 

initially. Sawai had never wanted to be a teacher but took a university position in order to escape 

from the debt he had to a scholarship foundation. Keiko perhaps only wanted something more 

exciting than teaching at a senior high school. Chidori needed financial independence. Kaede 

wanted to change her life. It is only Sakura who talks of teaching as a contribution to society. The 

degree of personal autonomy may be an effective predictor of applicants' future commitment, but I 

doubt if it has face validity in the eyes of applicants and if it is ethically feasible to discuss such 

matters in an admission interview.

So rather than recruiting prospective teachers with second language competence, commitment to 

the profession and a high degree of personal autonomy, teacher educators need to think about 

ways to nurture such qualities in the teachers in their charge.

One way to do this may be to build a community of practice (Lave & Wenger 1991, Rogoff 1995, 

Wenger 1998) in and out of the programme. In a community of practice with optimal conditions for 

learning, newcomers "advance their skill and understanding through participation with others in 

culturally organized activities" (Rogoff 1995, p. 143). Rogoff (ibid) calls this device for learning 

apprenticeship, whereas Lave and Wenger (1991) use the term legitimate peripheral participation 

for a similar concept. Wenger (1998, p.225), in discussing learning in a community of practice, 

states that "[l]earning happens, design or no design. And yet there are few more urgent tasks than 

to design social infrastructures that foster learning." He argues that "the issues of education should 

be addressed first and foremost in terms of identities and modes of belonging ... and only
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secondarily in terms of skills and information" (ibid, p.263). Wenger (ibid) recognizes four 

dimensions of design; (i) participation and reification, (ii) the designed and the emergent, (iii) the 

local and the global, and (iv) identification and negotiability. Those four sets of concepts are not to 

be understood as mutually exclusive or in any kind of hierarchical relationship. The key is to keep 

balance in each set. Wenger (ibid) proposes four principles for doing this:

'"Design for practice is always distributed between participation and reification - and its realization 

depends on how these two sides fit together." (ibid, p.232)

*"There is an inherent uncertainty between design and its realization in practice, since practice is 

not the result of design but rather a response to it." (ibid, p.233)

*"No community can fully design the learning of another." And at the same time "[n]o community 

can fully design its own learning." (ibid, p.234)

‘ "Design creates fields of identification and negotiability that orient the practices and identities of 

those involved to various forms of participation and non-participation." (ibid, p.235)

Wenger (ibid) also identifies three modes of belonging; engagement, imagination, and alignment. 

The infrastructure of a learning architecture, he contends, must offer facilities for each of these 

three modes of belonging. And these facilities also have to address each of the four dimensions. 

For example, facilities for the dimension of the local and the global are, among other things, 

multimembership for engagement, maps for imagination, and standards for alignment.

The merit of viewing teacher learning in Wenger's framework is that he conceives learning as 

identity transformation. He describes the mechanism of learning in a community of practice as 

follows:

"any community of practice provides a set of models for negotiating trajectories. These 

'paradigmatic' trajectories are not simply reified milestones, such as those provided by a 

career ladder or even by communal rituals. Rather, they embody the history of the 

community through the very participation and identities of practitioners. They include actual 

people as well as composite stories. Exposure to this field of paradigmatic trajectories is likely 

to be the most influential factor shaping the learning of newcomers, in the end, it is members 

-- by their very participation -- who create the set of possibilities to which newcomers are 

exposed as they negotiate their own trajectories. No matter what is said, taught, prescribed, 

recommended, or tested, newcomers are no fools: once they have actual access to the 

practice, they soon find out what counts.

From this perspective, a community of practice is a field of possible trajectories and 

thus the proposal of an identity. It is a history and the promise of that history. It is a field of
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possible pasts and of possible futures, which are all there for participants, not only to 

witness, hear about, and contemplate, but to engage with. They can interact with old-timers, 

who offer living examples of possible trajectories. A community of practice is a history 

collapsed into a present that invites engagement. Newcomers can engage with their own 

future, as embodied by old-timers. As a community of practice, these old-timers deliver the 

past and offer the future, in the form of narratives and participation both. Each has a story to 

tell. In addition, the practice itself gives life to these stories, and the possibility of mutual 

engagement offers a way to enter these stories through one's own experience." (ibid, 

p.156)

The essential characteristics of pro-autonomy teachers, commitment to learners, motivation to learn 

second languages and developing personal autonomy, are not something that can be taught 

formally. Participation in a community of teachers with such characteristics, however, may nurture 

the same quality in student teachers.

Although no interviewed teacher experienced a JSL teaching practicum and I am not able to refer 

to their experience, the approach to teaching practicum needs rethinking if we are to apply 

Wenger's theory. Rather than scheduling a teaching practicum near the completion of a 

programme, student teachers should be put in contact with practicing teachers and learners from 

an early stage of teacher education. Teacher education programmes also have to share educational 

philosophy and principles with the institutions where a teaching practicum takes place. Teacher 

educators, mentor teachers in teaching practicum, other teachers of local schools and senior 

students must form a community of practice. Students entering the programme are recognized as 

legitimate members of the community and allowed to participate in the community's practice. Old- 

timers are likely to meet newcomers with unconditional positive regard, empathic understanding 

and realness. Newcomers are supposed to share the old-timers' knowledge, values, commitment 

and aspirations, but at the same time are allowed to negotiate meanings of this knowledge, values, 

commitment and aspirations and create their own meanings. Teacher educators have to 

acknowledge, however, that mastery of teaching is a long process which takes several years. The 

types of teaching which try to support the development of learner autonomy are particularly difficult 

endeavours as discussed in Chapter 2. It would not be fair to expect pre-service teachers to be able 

to carry out the work entirely for themselves. The student teachers should be provided with 

scaffolding mechanisms which facilitate their participation in the practice of the community. They 

should be allowed, for example, to share a lesson with an experienced teacher and teach only an 

easier part of it. An appropriate amount of scaffolding should be given for planning too.

Suggestions for improvement should come before, rather than after, the actual teaching so that 

they should not undermine student teachers' sense of competence. Feedback to student
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teachers' teaching should focus on their own concerns, but teacher educators and mentor 

teachers also have to guide student teachers' attention to learners so that they should not become 

too concerned about themselves and their teaching skills.

Action research as defined in the mainstream second language teacher education literature is of 

course one way of encouraging student teachers to observe and understand learners. But there 

are other ways for teachers to develop empathic understanding of learners. In fact the accounts of 

learners who have influenced the interviewed teachers' thinking hardly involve formal data 

collection. Simply talking to learners, as Mia and Sakura did, or reflecting on one's interaction with 

them, as Keiko and Kaede did, may lead to understanding. Encouraging these informal ways may 

sometimes be more suitable than action research, particularly when the curriculum is already 

packed or when students only study part-time and cannot devote as much time to their study as full

time students would. In such cases action research may have to be carried out at the cost of the 

time for teachers to reflect on their practice, as I pointed out in Chapter 2 (pp.50-51).

The kind of teaching practicum described above will give student teachers a sense of autonomy, 

competence and interpersonal connectedness, which will hopefully lead to the development of 

real commitment. But this requires a substantial number of practicing teachers who are dedicated to 

the idea of learner autonomy. If policy makers plan to introduce learner autonomy in their 

educational system, they might consider concentrating pro-autonomy teachers in a limited number 

of schools at the initial stage of policy implementation and try to establish school-university 

partnership among those schools and a university which offers a pro-autonomy pre-service teacher 

education programme. Unless such schemes are available, teacher educators' goal for pre-service 

teacher education will have to be rather modest.

According to the six teachers' accounts, a curriculum may have to focus more on learners and 

learning than on the linguistic aspects of a target language. Chidori, Sawai and Kaede did not go 

through any form of initial JSL teacher training and feel they lack formal knowledge of the language. 

Sakura, who was trained in the audio-lingual method but majored in adult education at graduate 

school, also says she lacks formal linguistic knowledge. However Mia, who experienced probably 

the most thorough initial teacher training among the six teachers and did her graduate work in a 

linguistics department, thinks that she has had enough of linguistics. Chidori also observes that 

advanced knowledge of linguistics does not produce effective teachers. These comments may 

suggest that a pre-service JSL teacher education programme should offer courses in basic 

Japanese linguistics, but that it does not have to require advanced study in the discipline.

Candidates to replace advanced linguistics may be those disciplines which the six teachers refer to

277



as having influenced on their thinking: cognitive psychology, second language acquisition 

studies, adult education, counselling and applied linguistics. It may help to include non-academic 

books such as those dealing with second language users' experiences and learning in and out of 

the classroom in the reading list and discuss them in class. These disciplines and genres may 

stimulate student teachers' awareness of social as well as psychological aspects of learners and 

learning. 5

Some teacher education programmes include foreign language learning experience in their 

curriculum. This often means that programme participants learn the same language at the same time 

in a few teaching methodology demonstration lessons. Making a language learning component 

compulsory can be justified in the light of educating teachers with a capacity to support learner 

autonomy too, but it has to be done differently. One justification for including a language learning 

component in a teacher education programme is that teachers are likely to be better off if they have 

a working knowledge of learners' first language, particularly when they work with complete 

beginners in a second language situation. Teaching practice for learner autonomy involves quite a 

lot of negotiation with learners, but beginning learners often feel that they are silenced when a 

teacher does not understand their language (Kuno & Aoki forthcoming). Developing the 

competence to clarify differences between teachers' and learners' expectations and discuss 

possible courses of learning cannot be done in demonstration lessons. A language learning 

component needs to run through a programme.

The other justification is that autonomous language learning experience will help student teachers 

to develop the knowledge and attitude described in Chapter 1 as constituting learner autonomy as 

capacity, thus enabling them to provide scaffolding for developing the autonomy of their learners. 

For student teachers to experience autonomous language learning, they need to have choices 

and support for their learning. Although learner autonomy requires each learner's deeply felt desire 

to leam a particular language, teacher educators may be justified in recommending certain 

languages to learn by explaining about the first justification above to student teachers. Considering 

the demography of foreign residents in Japan, student teachers who are planning to teach in the 

country should probably be encouraged to learn Korean, Chinese, Portuguese, Spanish, Thai,

5 In 1999 The Cultural Agency commissioned a group of JSL researchers to compile 
recommendations for JSL teacher education reform. According to their final report (Nihongo Kyoin 
no Yosei ni kansuru Chousa Kenkyu Kyoryokusha Kaigi (Commission of Researchers on JSL 
Teacher Training) 2000), they recommend the introduction of new curriculum guidelines which are 
broader in scope with less emphasis on linguistics and flexible enough to give individual teacher 
education institutions freedom in designing their own curriculum. Although the report mentions 
neither learner autonomy nor teacher autonomy and does not offer a view of what the process of 
teacher education should be like, the suggested change of content is on the whole for the better.
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Filipino, Vietnamese or other Asian languages. A teacher education programme will have to have 

some material resources and counsellors to support learning if it is to require autonomous language 

learning for completion of the programme.

Pre-service teacher educators have to be careful not to make their curriculum too packed. As 

Zeichner (1994) states, the best teacher educators can do is to get student teachers prepared to 

start teaching. Pre-service teacher education should not be too ambitious. A packed curriculum 

would, as Schon (1987) experienced, pressurize student teachers and discourage them from 

reflection. It would also leave little space for student teachers to exercise their learner autonomy. As 

has been claimed by many theorists (e.g., Holec 1985, Little1995), an experience of being 

autonomous at some point in education is likely to be a necessary factor for teachers to develop 

pro-autonomy attitude. Indeed fvlia's and Sawai's universities were rather unique. Mia's university's 

curriculum allowed students autonomy to some extent. Sawai's had a principle of participatory self- 

governance. Both Mia and Sawai perceive that their university experience influenced their attitude 

towards learner autonomy. Stories which Keiko, Sakura and Chidori tell about their university years 

also focus on their autonomous activities outside the formal curriculum. The contribution of extra

curricular activities in Japanese universities to the development of learner autonomy has been 

pointed out (Aoki 2001b). An initial teacher education programme has to be organized so that it 

would allow student teachers autonomous activities inside and outside the classroom. A curriculum 

is a form of reification. It is "visible and fixed for newcomers to vie for in their quest for full 

membership" (Wenger 1998, p.264), but it also has to leave enough room for them to participate in 

the practice. To borrow Wenger's (ibid, p.272) words, "it is more important for students to have 

experiences that allow them to take charge of their own learning than to cover a lot of material."

Whether a teacher education programme should or could influence the development of student 

teachers' proactive personal autonomy is arguable. Such development is a long process which 

probably lasts as long as one lives. It is normally the job of family members and personal friends who 

can make a long-term deep commitment to support that development. Counsellors and facilitators 

of interpersonal learning groups may sometimes make their contribution, as in the case of Chidori, 

but they are specialists who meet their clients within the physical boundary of a counselling room or 

a workshop situation. Clients also expect them to deal with their personal problems and growth. 

Counsellors and clients operate a contract based on this understanding. Teacher educators are not 

specialists in psychology. Nor can they limit their contact with student teachers in the way 

counsellors do. Student teachers are not normally in a teacher education programme to solve their 

personal problems either. Each student teacher is in a different phase of personal development, 

and everyone, in one phase or another, goes through a psychological state where self-disclosure 

is felt to be painful or inappropriate. It is after all up to each student when to disclose their self to
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whom. Teacher educators should not, I would argue, have an illusion that they have the ability and 

responsibility to offer help to every student.s The best they can do might be to create a warm caring 

atmosphere and wait until each student teacher feels ready to explore their private self. In other 

words, teacher educators have to practice what they preach and meet their students with 

unconditional positive regard, empathic understanding and realness. This is probably what 

Sakura's advisor at the graduate school did. Only by her way of working with people has this teacher 

released Sakura from the influence of the way her mother treated her and changed her way of 

thinking, teaching, working with colleagues and even relating with her daughter.

10-5. How the process may be accelerated: in-service education

Most of what was argued for pre-service teacher education in the previous section applies to in- 

service teacher education too. Trying to introduce practising teachers to the idea of learner 

autonomy unselectively may not bear much fruit. Teachers have to be interested in the idea and 

willing to take the risks involved in changing their practice. Participation in an in-service teacher 

education scheme specifically designed for learner autonomy needs to be voluntary. Experienced 

teachers may not necessarily need a community of practice physically present in their immediate 

context, but they will need to feel that they belong to a community of learner autonomy 

practitioners in one way or other. They will have to be in touch with long-time practitioners of learner 

autonomy who meet them with unconditional positive regard, empathic understanding and 

realness and offer models of possible future trajectories. Old-timers will also provide the newly 

initiated with scaffolding for their developing capacity to support learner autonomy, although the 

forms of scaffolding may differ from those needed by pre-service teachers. It would certainly help if 

a newly initiated teacher's work place has favourable conditions for learner autonomy practice. In 

other words, in-service teacher education will also have to base itself on the idea of self-motivation 

stimulated and supported by autonomy, a sense of competence and connectedness.

As was seen in the six teachers' stories, understanding of learner autonomy varies from teacher to 

teacher and it is always in flux even in an individual teacher. Mia says it's planning and implementing 

learning at one's own pace. For Keiko it's managing one's learning for oneself, but her view of 

teacher involvement is in the process of changing. Her remark that learner autonomy is most 

needed by those at the margins of the society also indicates that she now understands learner 

autonomy in relation to social issues. Sawai emphasizes the aspect of right and the institutional and 

legislative responsibilities. Sakura also thinks that learner autonomy is the right to make informed

6 I have had students who are under close parental control and have serious psychological 
problems. What I am claiming here is that such students should be left in the hand of specialists. I 
never deny teacher educators' responsibility to offer small help to small problems.
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choices. For Chidori promoting learner autonomy seems to be respecting and supporting growth 

from within. Kaede does not use the word learner autonomy, but her basic stance in raising her 

daughter and working with children is to let them make decisions so that they will learn to manage 

for themselves. Teacher educators cannot present any version of learner autonomy as authoritative 

and expect teachers to understand it as they mean it. Teachers need to give the term their own 

meaning. Learning can never be fully designed beforehand and there is always an emergent 

aspect to it. The best, and probably the only possible, way to steer each teacher's meaning of 

learner autonomy within a reasonable range is to let the newly initiated participate in the community 

of long-time learner autonomy practitioners.

A major difference between pre-service and in-service educations is that in-service teachers have 

their own teaching experience. In-service teacher education should exploit teachers' experience 

and acknowledge their practical knowledge most likely in narrative form (Carter 1993, Clandinin & 

Connelly 2000, Johnson & Golombek 2002). If action research is to be encouraged, teacher 

educators may have to bring to teachers' attention the possibility that it could be in a narrative mode 

as well as in a paradigmatic one. They may also have to explore alternative ways to cultivate 

teachers' narrative knowledge. In Chapter 9 I mentioned my observation that telling one's life story 

seemed to be a daily practice for Kaede and her colleagues (p.232). Talking with those colleagues 

is an important factor in Kaede's development as a teacher. One way to make this type of talk 

happen in an institutional setting is to organize a conversation group for teachers (Clark 2001, Aoki 

in press). A conversation group specifically focused on leaner autonomy may be worth trying out.

Becoming a pro-autonomy teacher is a long process. Teacher education may accelerate it, but it 

might still take years and the practice of learner autonomy would have to be supported all through a 

teacher's career. In-service teacher education needs to be arranged in a way which is affordable 

and sustainable for practicing teachers (Aoki 2002a). Most of the interviewed teachers are in a 

rather privileged position in that respect. Working with teachers in difficult situations may reveal 

issues which I was not able to detect in the present thesis.

10-6. Conclusion

To gather up the threads in the arguments in this chapter then, I shall now try to answer the 

questions posed at the end of Chapter 2.

* Why do some teachers and schools manage to find "the spaces and opportunities for 

manoeuver" (Lamb 2000) under external constraints while others do not?
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It is most likely that for those teachers who manage to find ways to nurture learner autonomy 

in difficult situations, being a pro-autonomy teacher is closely linked with their proactive 

personal autonomy. They probably do not teach in the way they do out of the feeling of 

"shoulds" and "oughts". They choose to teach in that way to be themselves.

* Starting from where each teacher is, how can encouragement of reflective practice instill in all

teachers the kind of commitment required to support learner autonomy?

The order is probably the other way round. Teacher educators cannot make uncommitted 

teachers reflect. Commitment is a pre-requisite for reflective practice. And commitment of 

teachers' whole person to learners will lead to a kind of reflection which will help develop 

teachers' capacity to support learner autonomy. This reflection is likely to focus on learners.

The required commitment may be nurtured by accepting uninitiated teachers into a 

community of learner autonomy practitioners and letting them participate in the practice. It 

should be up to each teacher, however, to decide to stay in or leave the community. Some 

may choose to leave and others may stay but choose to stay on the periphery of the 

community. In such cases there is not much teacher educators can do. Therefore it is 

impossible to instill commitment in all teachers.

* Can reflection be a substitute for counselling and interpersonal learning groups as a means of

promoting teachers' personal development?

As I pointed out in Chapter 2, reflection on a teacher's current practice is not likely to lead to 

her personal development. Reflection has to extend its scope to the teacher's history and to 

her personal life to achieve the desired aim. Such reflection, however, is not always possible 

and desirable for everyone. Teachers have to be ready for it on the one hand and it requires 

the kind of stimulus and social support which significant others or counselling and 

interpersonal learning groups provide on the other. Invitation for reflection alone cannot be a 

substitute.
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Conclusion

In this thesis I have tried to describe how teachers may develop their understanding of and a 

positive attitude towards learner autonomy by writing and interpreting the life stories of six pro

autonomy teachers of Japanese as a second language.

Part 1 of the thesis consists of two chapters. In Chapter 1 I compared definitions of learner 

autonomy found in the relevant literature and examined how theorists differ in their interpretation of 

the term. The discrepancies I noted cluster around the following seven points;

1. Is learner autonomy capacity or behaviour?

2. How does learner autonomy differ from self-direction, learning to learn and 

independence?

3. Is learner autonomy a learners' right or responsibility?

4. What does learner autonomy expect learners to take control of?

5. What does learner autonomy as a capacity or behaviour entail?

6. What does attitude refer to if it is part of learner autonomy?

7. What does metacognition refer to if it is part of learner autonomy?

The discrepancies are thought to be due to 1) the social context in which each author works, 2) the 

fact that our understanding of learner autonomy is always tentative and in flux, and 3) loose 

definitions of some technical terms in psychology. I did not make any value judgement of existing 

definitions because each had to be evaluated against the context in which it was put to use and 

examining each context was beyond the scope of the present thesis. I gave, instead, the definition 

of learner autonomy I have developed in my work context and elaborated on it. For me, learner 

autonomy is a modular capacity that exists in relation to others and in one's social context, to make

choices concerning one's own learning in the service of one's wishes and aspirations. The capacity

is broken down into the following ten components and affect associated with each component:

‘ Knowing about learner autonomy 

‘ Knowing why one is learning a particular second language 

‘ Knowing the nature of language and language use 

‘ Knowing the nature of language learning

‘ Knowing about options concerning the content (language) of learning 

‘ Knowing about options concerning the process of learning

‘ Knowing what the necessary material and human resources are, where they are available, 

and how they can be used
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‘ Knowing what kind of language learner one is and how one learns

‘ Knowing how to implement learning plans

'Knowing how the outcome of learning can be evaluated

My definition emphasizes the interdependent nature of learner autonomy and social and affective 

as well as cognitive aspects of the concept.

In Chapter 2 I reviewed literature on the teacher's role in the development of learner autonomy. A 

common claim among these writings is that learning to support the development of second 

language learner autonomy involves much more than acquiring a new set of knowledge/skills. It 

entails acquiring a particular kind of personal quality. This suggests that we need a form of teacher 

education that is different from traditional ones, which teach theories and expect teachers to apply 

them in their practice. The review of second language teacher educators' accounts of their practice 

which followed indicated that many treated reflective practice, action research and teacher 

autonomy almost as synonymous. The successes which those practitioners claim were found to be 

either rather limited or not fully specified.

The rest of the chapter examined the concepts of reflective practice, action research and teacher 

autonomy separately and discussed their relevance to teachers' capacity to support learner 

autonomy. The idea of reflective practice as conceived by Schon (1983) is based on a critical view 

of the positivist research paradigm and academic hierarchies which undervalue practitioners' work 

and knowledge. Thus it has the potential to support teacher autonomy as freedom from the 

hegemony of academic theorists. However, reflection can take a variety of forms, and some forms 

may not be conductive to the development of teachers' capacity to support learner autonomy.

Action research also has many versions. Those that are advocated by second language teacher 

educators tend to have some shortcomings as regards learner and teacher autonomy. Rrst, they 

do not specify whether and how they allow learners to participate in the research. Second, by 

focusing on classroom problems they run the risk of diverting teachers' attention from structural 

problems and disempowering them by making them believe that they are supposed to be able to 

solve all problems. Third, the research procedure recommended is often positivistic. Fourth, the 

emphasis on dissemination of knowledge could block reflection-in-action.

Teacher autonomy has three aspects: freedom, responsibility and capacity. While the idea of 

reflective practice may free teachers from academic theories, there are other types of constraints on 

teachers' work. Teacher autonomy as freedom cannot be achieved by reflection alone. However, 

some teachers and schools manage to successfully implement the idea of learner autonomy
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despite external constraints, while others do not. I argued that we need to know what causes this 

difference before concluding that reflective practice leads to the development of the capacity to 

support learner autonomy. Teacher autonomy as responsibility involves teachers' commitment to a 

certain kind of educational ideal. We hardly know how this commitment develops. Neither reflective 

practice nor action research guarantees the successful development of the commitment. The 

question I posed here was how the encouragement of reflective practice can instill the kind of 

commitment required of teachers if they are to support learner autonomy. Teacher autonomy as 

capacity demands specific kinds of personal qualities in teachers. I found these qualities to be 

similar to those of humanistic teachers described in Rogerian psychology. My question then was 

whether reflection could be a substitute for counselling or interpersonal learning groups, which 

Rogers & Freiberg (1994) recommended to nurture such qualities.

Finally, drawing on literature on teacher education and development in general educational 

studies, I stressed the need to study teachers' lives before and after a teacher education 

programme in order to achieve a better understanding of how teachers develop their 

understanding of and a positive attitude towards learner autonomy.

Part 2 of the thesis comprises eight chapters. Chapter 3 described the research procedure and 

explained the rationale behind my choices. I chose Polkinghorne's (1988; 1995) narrative analysis 

as my research methodology, but with some modifications. Giving priority to research ethics, data 

was limited to in-depth interviews with teachers. To overcome the limitation, I analyzed the 

interviews using the idea of "concepts" in the grounded theory approach (Glaser & Strauss, 1967). 

Although grounded theory is a paradigmatic methodology and differs from narrative analysis in its 

aim, the techniques used in its initial stages of data analysis made comparison among teachers 

possible.

Each of Chapters 4 to 9 presents a life story of a pro-autonomy teacher. In Chapter 10 I drew 

together the threads of those six stories and claimed 1) that the kind of commitment pro-autonomy 

teachers have is commitment of self to learners; 2) that the seed of this commitment is likely to be 

the development of their personal autonomy, their early interest in and empathic understanding of 

what may be called the foreign, social awareness, and autonomous foreign language learning 

experience; and 3) that the factors which might accelerate the process of becoming a pro

autonomy teacher include observing and talking to learners, teacher autonomy as freedom, 

supportive colleagues and teacher educators, and knowledge of some academic disciplines and 

other genres of relevant literature. Based on these claims I suggested 1) that participation in a 

teacher education programme specifically focused on learner autonomy should be voluntary; 2) 

that interest in the foreign and social awareness may be screening criteria, where possible, while
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second language competence, degree of personal autonomy and commitment to the profession 

may not make good criteria; and 3) that one v;ay to develop the required commitment in teachers 

may be to build a community of learner autonomy practitioners in which pre-service teachers and 

newly initiated in-service teachers can participate. I also offered some recommendations on 

curriculum and teaching practicum and emphasized the need to cultivate teachers' narrative 

knowledge.

In concluding the chapter I offered my tentative answers to three questions raised in Chapter 2. 

Teachers who manage to find ways to nurture learner autonomy in difficult situations probably 

choose to teach in that way to be themselves. Teacher educators cannot make uncommitted 

teachers reflect. Commitment is a pre-requisite for reflective practice. Commitment of the teacher's 

whole person to learners is likely to lead to reflection on learners which will help develop the 

teacher's capacity to support learner autonomy. The required commitment may be nurtured by 

accepting uninitiated teachers into a community of learner autonomy practitioners, but it is up to 

each teacher to decide to stay in or leave the community. Therefore it is impossible to instill this kind 

of commitment in all teachers. Reflection has to extend its scope to the teacher's history and to her 

personal life if it is to contribute to her personal development. Such a reflection, however, is not 

always possible and desirable for everyone. It also requires the kind of stimulus and social support 

which significant others or counselling and interpersonal learning groups provide. Invitation to 

reflect alone cannot be a substitute for counselling and interpersonal learning groups.

What is evident from this summary is that rewriting a curriculum is not enough to change educational 

practice in favour of learner autonomy. Teacher educators have to change. The epistemology 

behind teacher education programmes has to change. The infrastructure of teacher education has 

to change. The screening criteria for admission to teacher education programmes have to change. 

Workplace culture has to change. Teachers need more freedom. And teachers have to change as 

people. A reform is not about changing a system. It is about changing people and the way they 

relate to each other. It has to be conceived with a long-term vision and must take into account the 

organic interplay of change on a variety of levels.
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