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About this Book
Autonomy in Language Learning: Advising in
Action
Edited by Christian Ludwig and Jo Mynard

This book was produced as a result of the “Advising for
Language Learner Autonomy” conference, an IATEFL Learner
Autonomy SIG event held at Kanda University of International
Studies in Japan in November 2011. The conference featured plenary
talks by Lucy Cooker from the UK, and Christopher Candlin from
Australia. There were also eighteen more talks, one workshop, ten
posters and ten virtual presentations all related to advising for
language learner autonomy. For more details of the conference and
the presentations see Mynard (2011) and Worth (2012).
Conference participants were invited to submit papers related
to the theme of the conference for a subsequent publication. The
quantity and quality of submissions received indicates that interest and
scholarship in the field of advising in language learning is growing. In
fact, as such a large number of quality submissions were received, two
separate publications dedicated to advising have been produced. One
of them is a special issue of SiSAL Journal (Studies in Self-Access
Learning) on advising co-edited by Katherine Thornton and Jo
Mynard (Mynard & Thornton, 2012). The second publication is this
book which was the second book in the “Autonomy in Language
Learning” series originally published by the IATEFL Learner
Autonomy Special Interest Group. In addition to these dedicated
publications, other papers appeared in other issues of SiSAL Journal.
The book was republished in 2019 by Candlin & Mynard in
ebook and print formats in order to achieve a wider distribution. Since
its original release, it has been considered to be a notable contribution
to the field of advising which is a field which has developed
considerably in the intervening years. Although undoubtedly there
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have been many changes in circumstances, ideas, and programmes
since the original publication of this book in 2012, the editors decided
to preserve it ‘intact’ in order to offer a snapshot of the field as it was
during its original production.
Updated Information about the Editors (2019)
Christian Ludwig is currently substitute professor for American
Cultural and Literary Studies at the University of Education,
Karlsruhe, where he is also the Head of the English Department and
Director of the Language and Self-Access Centre. He has been the
coordinator of the IATEFL Learner Autonomy Special Interest
Group since 2015 and external consultant for Cornelsen Publishing.
He has been a visiting scholar at, among others, universities in South
Africa, Japan, and Belgium.
Jo Mynard is a Professor at Kanda University of International Studies
in Japan. She is the Director of the Self-Access Learning Centre, and
Director of the Research Institute for Learner Autonomy Education.
She holds an M.Phil. in Applied Linguistics from Trinity College,
Dublin and a Doctorate in TEFL from the University of Exeter (UK).
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About the Chapters in this Book
The book explores advising in action by focusing on advising
programmes and advising tools.
Advising Programmes in Action
Chapters in this part of the book include the ways in which
support is given for self-directed learners through the provision of
advising. For example, in chapter 3, the authors Felicity Kjisik, Leena
Karlsson and Satu von Boehm, tell three stories about the
Autonomous Learning Modules (ALMS) at the University of Helsinki
Language Centre. The first story is an account of the history and
philosophy of the programme and the focal position that
counselling/advising plays in it. The second story gives a personal and
a collective perspective into research in ALMS. The third story
introduces the reflective tool, Kaleidoscope, used in ALMS
counselling. These stories aim to highlight the integral nature of
practice and research in the programme.
Similarly, in chapter 4, the authors Yuka Iijima, Mari Tsujita
and Reina Wakabayashi report on the development of the English
Learning Support Room (ELSR) at Dokkyo University, Japan and the
outcomes in its implementation stage. The ELSR was established by
the Interdepartmental English Program to provide non-English
majors with face-to-face advising that helps them identify learning
goals, solve learning problems, make action plans to achieve their
goals, and carry them out. Since its start in Fall 2010, various attempts
have been made to build an effective management system for this new
facility to offer quality services, including training advisors,
distributing newsletters, and integrating advising with the program’s
curriculum. Results of assessments of the ELSR activities indicate that
the advising service has been perceived positively by students and
suggest future agenda to make the ELSR more accessible to potential
users.
This part of the book also investigates how advising may be
approached in a classroom context. In chapter 5, the authors Hiroshi
Sakata and Steve T. Fukuda describe how advising occurs in large
classes at a university in Japan. Peer- and teacher-advising is
incorporated in the classroom in order to help learners to develop
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individual weekly learning plans and to promote learner autonomy.
The advising centers on discussions of how better individual weekly
learning plans may be developed by students in each class after peerand teacher-advising sessions. The chapter suggests the potential of a
“Learning How to Learn Worksheet” as an effective tool for
promoting autonomous learning skills in large classrooms.
Hideo Kojima shows how the principles of advising in
language learning can be applied to ongoing teacher education in
chapter 6. Japanese teachers of English as a foreign language (EFL)
are expected to develop students’ communicative competence and
autonomy in EFL learning (MEXT, 2008, 2009). Taking this into
consideration, the study described in chapter 6 examines to what
extent a teacher educator (Advisor X) was able to help a junior high
school EFL teacher (Teacher A) to promote his professional
competence and autonomy in English language teaching (ELT).
Teacher A was required to offer a demonstration lesson at an annual
conference for junior and senior high school EFL teachers in the
Tohoku region of Japan. He was assisted by Advisor X and other
teachers in implementing collaborative, autonomous, and reflective
learning (CARL) in his classes. Teacher A’s and Advisor X’s
observations and reflections were analyzed and discussed. As a result,
in spite of various constraints, Advisor X’s support seemed to be
effective in promoting Teacher A’s professional development. The
chapter suggests that the potential of collaborative and reflective
advising for supporting and encouraging self-directed EFL teachers
needs to be researched further in different communities of practice.
Finally, this part of the book investigates the role of peer
advising. In chapter 7, Alison Stewart proposes three different
dimensions of roles: function, positioning and moral imperative, and
uses these to examine students’ reactions to an experiment in which
peer advising was introduced in an English writing class. Some
students reflected that the change of role allowed them to feel freer to
ask for advice and pushed them to listen more carefully to advisees.
However, many other students did not change their behavior and
retained their identities as dominant or dependent in relation to their
peers. Insights gained from the students’ comments suggest that such
social identities may hinder the adoption of new positionings, but that
further discussion and trial of advising techniques may support the
development of autonomy in individuals and in the classroom culture.
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Advising Tools in Action
This part of the book investigates some of the tools that
advisors draw upon in order to facilitate the advising process. In
chapter 8, Atsumi Yamaguchi et al. briefly describe some of the tools
used by learning advisors at Kanda University of International Studies
in Japan. Tools such as visual models, learning plans, interactive
diaries, reflective tasks, learner autobiographies, shared reflections and
portfolios of work facilitate the advising process by supporting the
advisor-learning dialogue. In this chapter the authors briefly describe
a theoretical model for advising in language learning and then provide
some examples of advising tools and explain how they are used in
practice in order to facilitate the advising process and promote deeper
reflection on language learning.
Much of the literature on advising has so far focused on
spoken advising and written advising is relatively unknown, despite the
acknowledged benefits of written reflection in enhancing
metacognitive awareness of learning. In chapter 9, the authors
Katherine Thornton and Jo Mynard investigate written exchanges as
an advising tool. The chapter demonstrates the versatility and variety
of advisors’ written feedback to learners by investigating what aspects
of development learning advisors focus on, namely metacognitive,
cognitive and affective elements of learning, and how they raise
awareness of these issues with learners.
The final chapter in this part of the book includes a very useful
tool for learning advisors. In chapter 10, Naoko Aoki explains that
language advising is a relatively new idea for teachers of Japanese as a
second language. Many of them find it difficult to implement the idea
even when they value the principle of learners taking control of their
learning. To help teachers overcome this difficulty the author has
developed a list of can-do statements for advisors. The main purpose
of this chapter is to share this list, with some explanations of the
background and some teachers’ accounts showing how the list has
served the author’s work as a teacher educator.
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Part 1: Introductory Chapters
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1.
Foreword: Some Questions About Advising
Christopher N. Candlin, Macquarie University, Sydney, Australia

1.
The conference which provided the immediate impetus to this
imaginative collection of papers was an innovative and inspiring affair.
So much is clear from even a cursory inspection of its themes, clearly
conceptualised, and transformed under the Editors’ guiding hands
into action in the chapters themselves: practically founded, informed
by experience, driven by a concern for understanding; in short, a
classic example of what one can truly call praxis: the integration and
mutual relevance of theory and practical accomplishment.
Given the above, it would be otiose for me to explore the
papers themselves in this Foreword. They are there for readers to
appreciate and to evaluate. What I perhaps can do is to offer some
ideas and research challenges to the themes of the title, drawing on my
own plenary talk at the conference itself.
We might begin by making the rather obvious point that
neither autonomy nor advising is some static product. One cannot
switch these constructs on and off like a light bulb: both are processes
involving interactions among persons with histories over time and
space. They involve persons with ‘motivational relevancies’ (Sarangi &
Candlin, 2001) in terms of which they interpret the constructs and
appraise their relationships and their values. Moreover, both
constructs engage the other: if learner (and teacher) autonomy is a
goal, then advising by peers is a means by which it may be achieved;
similarly if advising is a desirable pedagogic process it has in some
sense to be directed and targeted. One cannot simply ‘advise’ or ‘be
autonomous’. Both constructs require evidence to be grounded, and
indeed to be challengeable. They cannot simply exist as acts of faith.
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2.

There is a very considerable literature now on the construct of
autonomy, both generally and in relation to language teaching and
learning (for references and extensive discussion of the construct, see
Benson, 2011; Mynard and Carson, 2012). The chapters in this volume
also provide references to much of the necessary literature for readers
to follow up. This is less so in the case of advising, (though note here
McCarthy’s recent paper (McCarthy, 2010) on building a framework
of advising discourse), and accordingly it is this construct that I want
to focus on in this Foreword.
Any process within a field involves products of some kind.
This is as true of gardening as it is of language learning and teaching,
and within both those fields, the process, as here, of advising is one
such key element. The products of such processes, and the processes
themselves, constitute data for analysis and appraisal, at once
linguistic, discursive, cognitive and social. Any research into advising
must account for three sets of data: textual (or perhaps better
semiotic), narrative and interactional, and social and social
psychological. A textual/semiotic focus involves us in modes of
description (typically multimodal) (what persons say, write or show), a
narrative and interactional focus engages us in exploring
ethnographically grounded interpretive procedures (how people
skilfully and co-constructedly accomplish what they wish to mean by
what they say/write/show), and a social and social psychological focus
which engages us in determining the extent to which persons within
communities of practice negotiate and share beliefs and identities
(how they are identified as members through what they
say/write/show/mean). In a nutshell, advising requires us to analyse
the linguistic, discursive, pragmatic and social psychological features
of such a process among persons in defined sites of engagement
(Scollon, 2001) and in relation to what we refer to below as key
Activity types and Discourse types. Most importantly, the analysis of
such features and their values can never be neutral. Such analysis is
always set against what we might term their, and our (as analysts),
ideological background, that is the set of systems, concepts, and values
which we and they believe are involved in explaining things,
connecting events in a structure of patterns and causes, and which
involve selected crucial research sites and evaluating critical moments
in such sites.

10

Activity types and Discourse types
Although Scollon (2001) does not refer specifically to Activity
types as a construct in his chapter, we can infer that he sees these as a
means of characterising what he calls sites of engagement, in a sense the
structured and patterned ‘goings on’ of participants in interactions of
various targeted kinds. Much earlier, Levinson in a well referenced
article (Levinson, 1979), refers more specifically to Activity types as
‘fuzzy categories whose focal members are goal-defined, socially
constituted, bounded events with constraints on participants, settings
and so on, but above all on the kind of allowable contributions’ (p.
368)
Discourse types, on the other hand, as Sarangi explains in a
further insightful chapter (Sarangi, 2000), are ways of categorising
forms of talk within Activity types e.g. medical history taking,
promotional talk, interrogations etc. Note, however that Activity types
and Discourse types may overlap, as when advising may be seen as an
Activity type in which the Discourse type ‘advising’ is embedded. In short,
advising talk (as a Discourse type) may thus occur in a range of Activity
types, not just in that of advising.
To take an example (not however specifically in relation to
advising) drawn from Candlin (2006, p. 13):
A medical consultation can be seen as an Activity type, within
which are contained a range of particular and site-located
professional practices involving a range of characteristic
Discourse types such as history-taking, troubles talk, instructing,
counselling, advising, promotional talk, interrogation and where each
of these Discourse types is realised through a range of often
overlapping and hybridised Strategies – such as talking plainly,
talking obliquely, giving face and deference, justifying actions, thinking
aloud, imagining situations, reporting problems, complaining about third
parties, envisaging outcomes etc. In turn, these goal-focused,
purposive Strategies are realised by particular choices of language
and other semiotic modes from the participants’ communicative
resources with the objective of achieving particular
professional, institutional and/or personal goals in specific
contexts.
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In this way, as Candlin goes on to indicate, (p. 13), we can
imagine a nested arrangement in which Activity types with their focus
on associated sites of engagement (one of which would be our
language teaching and learning-related site of Language Advising) are
realised through particular professional practices with their associated
Discourse types, themselves realised through forms of talk, (or more
accurately, semiotic codings), which in turn draw strategically on a
range of communicative resources, i.e. what lie behind what people
actually perform. These communicative resources, what we might
term, as above, profession-specific Strategies, are then realised by actual
usages of language or other semiotic modes: what such persons
actually say, write, display, do. Of course, there is no one-to-one
relationship here, although it may turn out to be the case, as Sarangi
(2000) indicates, that particular Activity types typically are linked to sets
of Discourse types and that they, in turn, in the context of this or that
event, draw on preferred selections of communication Strategies. Such
Discourse types and such Strategies may cut across Activity types, much in
the way that Fairclough (1992) points to the increasing
‘conversationalisation’ of discourses in a range of Activity types and their
settings. What is important for our argument is that interdiscursivity
occurs across and within Activity types, Discourse types, and Strategies, and
is realized in intertextualities of various kinds.
Turning now more directly to our theme of advising, in Figure 1
below (drawn from a paper by Candlin and Lucas (1986, p. 22) on the
theme of advising in Family Planning) we can set this relationship
between Activity type and Discourse type within what the authors refer to
as the ‘pragmatic space’ of the Activity type of advising. Here the authors
argue, advising as a Discourse type occupies a moveable position as
between two Poles (A and B), the one Pole more educating in
function, offering choice, the other Pole more directing (or even
prohibiting) of particular future actions.
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Figure 1 Negotiating pragmatic space
Now in a Language Advising world we can redesignate the
above Diagram from Family Planning Counselling and suggest that at
Pole A the advisor exercises her role as an educator, eliciting
information from the advisee so as to suggest courses of action. At
Pole B, in contrast, the advisor seeks to elicit from the advisee actions
which the advisee might take, and which the advisor may or may not
feel are contra-indicated in the circumstances prevailing. The question
is what transpires between the Poles? As the advisor moves back and
forth between the Poles, at times drawn to one or the other, how does
her role change and how are these role shifts realised linguistically,
semiotically, discursively, pragmatically? I suggest that as the advisor
moves from Pole A towards Pole B her discourse becomes
characteristically more one of advice.
Given the above, how then might we approach the business
of analysing advising as a particular professional Activity type with its
associated Discourse types in the field of language teaching and learning?
What would be the interpretive procedures which would allow us to
define what advising actually entails as a process?
One way of approaching this is to set out a series of arguments
in syllogistic fashion, each of which is actually a research hypothesis
which could be tested against empirical data drawn from advising
activities. This way we can approach advising as something which is not
cut and dried and understood, but in fact what it is, namely a
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problematic and challenging Activity type which needs to be explored
and explained as part of praxis.
What follows, then, is merely suggestive of what could be a
valuable program of applied empirical research into the processes of
advising in the field of language learning.
Analysing Advising in Language Learning as a Pragmatic
Space: Activity-specific Interpretive Procedures and
Communicative Strategies (1)
- If information given by the advisor is directly related to a decision to
be made by the advisee, and is seen by her to be to her benefit, such
information will be perceived by the advisee to count as advice.
- If information is given to the advisee by the advisor in response to a
request by the advisee, and which information is perceived by the
advisee to be contraindicative to her knowledge and/or experience,
such information will be perceived as inappropriate advice and will
constitute a negation of the request for advice.
- If the advisor experiences the need to offer advice, she will perform
the advice covertly or indirectly, formulating it as information.
- If the advisee rejects such covert or indirect advice, regarding it for
example as information, then the advisor will resort to more directly
formulated advice.
- The higher the advisor perceives the cost of undertaking
inappropriate learning behaviour by the advisee to be, the more varied
strategies of advising the advisor will employ, and the greater time will
be devoted to discussion with the advisee concerning such behaviour.
- The greater the degree of mitigation and the greater the indirectness
of the advisor’s advice, the greater will be the optionality on the part
of the advisee to accept or reject such advice
Three quotations are quite relevant here:
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(1) From Sarangi (2000)
“In divorce mediation, as Greatbatch and Dingwall (1999)
suggest, the mediators design their speaking turn in ways
which allow them to refrain from (i) directly giving opinions
and (ii) overtly displaying affiliation or disaffiliation. In other
words it is through strategic turn design that the professionals
are able to maintain a neutralistic stance.” (p. 15)
(2) From Silverman (1997)
(In relation to counselling in HIV/AIDS contexts) “I identify
as advice those sequences in which the professional described,
recommends, or forwards a preferred course of action to the
client, or in which he or she approves or supports a past course
of action or present state of affairs” (p. 111)
In that book, (pp. 113-124) Silverman goes on to identify four forms
of advice giving:
1. Non-personalized advice (i.e. unpersonalised advising without
an advisee trigger and with minimum advisee response leading
to advisor shift of stance
2. Personalised advice (i.e. personalised advice following
announcement of the advisee’s perspective)
3. Hybrid forms (i.e. where there is a shift between Form 1 and
Form 2 perhaps where advisees signal the irrelevance of the
advice even when recipient designed)
4. Client-inferred advice (i.e. how advisees construct their own
‘advice’ from a hypothetical Q and then an A sequence.
[NOTE: Silverman suggests further (p. 124 and following) that
advice reception/acknowledgement is strongly linked to advice
organisation. He argues, along with Jefferson and Lee (1981)), that
there is a strong preference for cooperative minimisation of resistance
to advice. Marked resistance/rejection of advice provokes advisor
backdown, and as a consequence advisors employ strategies to
minimise such resistance]
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(3) From Leech (1983)
Leech’s now classic book on the Principles of Pragmatics provides
additional insights into the idea of advising occupying what Candlin and
Lucas (1986) have termed earlier ‘pragmatic space’, insights which can
also be evidenced through the ‘researchable questions’ outlined below.
Leech writes (p. 140)
“The reason for regarding advice as impolite, of course, is that
although the recommended action A (i.e. what is being advised
CNC) may be considered beneficial to the addressee (i.e. the
Advisee, CNC), the actual speech act of advising may offend
both the Modesty and the Approbation Maxims, because it
takes for granted that the s (Speaker, CNC) is superior in
knowledge, or experience, or judgement, etc, to h (i.e. the
Hearer, CNC)”
Leech’s maxims (of polite conversational behaviour) that
Advising may offend are what he terms: The Approbation Maxim (in
expressives and assertives) where speakers (a) minimize dispraise of
other [(b) maximize praise of other, and the Modesty Maxim (in
expressives and assertives) where speakers (a) minimize praise of self
(b) maximize dispraise of self.
From the above necessarily brief account of three relevant examples
we might now develop a further set of applied empirical research
questions concerning the ‘delivery’ of advising in our world of
Language Advising.
Some Researchable Questions Concerning Advising
Strategies and their Realisations(2)
- What is the nature of such strategies in the professional Activity type
of advising?
- What is their source and how might they be linked to other Activity
types?
- How are they drawn upon and (co)constructed in critical moments
of advising in crucial advising sites?
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- What is their relationship to professional advising work and action in
particular sites?
- How diverse are such strategies across advising Activity types and
advising Discourse types in various sites?
- How are they realised semiotically in such sites?
- Is there any strategic ordering in the selection of Strategies by advisors
and advisees?
- How purposeful and functional are such Strategies in particular sites?
- How, and to what extent, are such Strategies recognised as significant
and by whom in which sites?
- How, and to what extent can such Strategies and their realizations be
evaluated?
- What role can the deployment of such Strategies and their realizations
be linked to issues of professional advising expertise?
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2.
Introduction

Jo Mynard, Kanda University of International Studies, Japan

Advising in language learning (ALL) “involves the process and
practice of helping students to direct their own paths so as to become
more effective and more autonomous language learners” (Carson &
Mynard, 2012, p. 4). ALL is a relatively new strand of applied
linguistics and the practices and processes are not as yet fully
understood. However, we are fortunate to be able to build on earlier
work by colleagues who have investigated various elements of advising
(or counselling as it is also termed in some contexts). For example,
authors have examined the role of advising (e.g. Gremmo, 1994;
Mozzon-McPherson, 2001; Mozzon-McPherson, 2007; Rubin, 2007;
Victori, 2007). Others have looked at how advising can draw on the
micro and macro skills associated with therapeutic counselling (e.g.
Kelly, 1996), or on how an advising/counselling programme might be
managed (e.g. Karlsson, Kjisik & Nordland, 2007). Some scholars
have examined the role of advising from the perspective of distance
language education (e.g. Hurd, 2001). Others have analysed the
discourse of advising sessions (e.g. Crabbe, Hoffmann & Cotterall,
2001; McCarthy, 2010; Reinders, Hacker & Lewis, 2004). Another
avenue for research has been to investigate both learner expectations
of the advising process (e.g. Pemberton & Toogood, 2001), and
learner perceptions of the advising process (e.g. Ciekanski, 2007;
Clemente, 2003). Despite this growing body of literature, there is more
work to be done. The field is attracting interest from increasing
numbers of language educators and it is through the continued
dissemination of our work through publications such as this one that
we will be able to describe and develop the field further.
ALL has been largely influenced by developments in the field
of language learner autonomy. The concept of learner autonomy is
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now fairly well established and documented albeit with slightly
contested definitions. Learner autonomy is a capacity for taking
responsibility for one’s own learning (Benson, 2001; Little, 1991). One
definition that the editors favour which supports the dialogic
approaches of ALL is known as the “Bergen Definition” (Dam,
Eriksson, Little, Miliander & Trebbi, 1990). The Bergen definition
states that autonomy is “a capacity and willingness to act
independently and in cooperation with others, as a social, responsible
person” (p. 102). ALL unpacks the processes involved and the
professional language educator’s role in helping a learner to become
more autonomous. In many cases, the language educator might be a
dedicated learning advisor working mainly outside the language
classroom. In other cases, the language educator will be a classroom
teacher. ALL places emphasis on the dialogue between an advisor and
a learner, between learners, or on the internal dialogue (possibly in
conjunction with other tools) that facilitates the process (Mynard,
2012).
The field of ALL is particularly interesting because it focuses
on what educators actually do in order to promote language learner
autonomy. In this book we investigate advising in action by looking at
the role of educators and peers in both established and in developing
advising support programmes. We also focus on the tools that
advisors use in order to facilitate the advising process.
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11.
Conclusions
Christian Ludwig, University of University of Education Karlsruhe,
Germany

Autonomy in Language Learning: Advising in Action shows that
advising in language learning will remain a major issue over the coming
years. It also illustrates various levels of contemporary discussion.
Firstly, advising is a relatively new field that, on the one hand,
involves related research areas such as counselling, reflective and
cooperative learning, and learner and teacher autonomy. On the other
hand, advising has to separate itself from these fields as it becomes a
“field of professional practice in its own right” (Carson & Mynard,
2012, p. 3). This book has a role to play in attempts to reach agreement
“on what may be the central foundations, principles, practices and
issues in the field” (Carson & Mynard, p. 5).
Secondly, throughout the present volume the topic of advising
is approached from different angles. The articles contribute to the field
by furthering the development of a theoretical framework and by
providing examples of practice. The book therefore has a role to play
in further developing awareness of this field of research.
Thirdly, the volume helps to establish a link between various
strands within the field of advising. For example, the role of advisor
and advisee, forms of peer advising, the process of advising as well as
the discourse taking place in advising sessions. These are only a few of
the key areas explored in this book.
Fourthly, this collection includes areas of potential concern,
such as advising in large classes or within a rigid or textbook-driven
learning environment. Even though the tools presented by the authors
are, at least to some extent, context and culture-related, they can help
researchers and practitioners elsewhere to begin their own advising
projects and to develop their own advising tools to suit their students’
needs.
Hopefully, present and future generations of researchers in the
field of advising will continue to add new areas of exploration to
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existing aspects of the field, and we trust that this volume has
contributed to a growing base of research which encourages further
involvement in one of the promising areas of advising in action.
We are aware of the fact that many questions remain
unanswered and this is indeed what we consider to be one of the
strengths of this book. We therefore hope that we were able to arouse
your curiosity for future research in advising.
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