
Looking in, Looking out 
 

JASAL Journal Vol.1, No. 1, June 2020 81 

Looking in, Looking out:  
Autoethnographically Applying a Model for Learning Advisor Autonomy 
 
Stuart D. Warrington 
Nagoya University of Commerce & Business (Nisshin Campus) 
warrington@nucba.ac.jp 
 
André A. Parsons 
Hokkaido University of Education (Hakodate Campus) 
parsons.andre@h.hokkyodai.ac.jp 
 
 

Author Biographies 
Stuart D. Warrington is a professor and the Self-Access Centre (SAC) committee head in the 
Department of English Studies at Nagoya University of Commerce and Business. His research 
interests lie in learner and learning advisor autonomy and professionalism and continuing 
professional development in English language teaching. 
 
André A. Parsons is a lecturer and chief of the Self-Access Language Learning Station at 
Hokkaido University of Education, Hakodate Campus. His research interests include language 
learning autonomy, language learning beyond the classroom, advising in language learning, 
self-directed learning and extensive reading and listening. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Looking in, Looking out 
 

JASAL Journal Vol.1, No. 1, June 2020 82 

Abstract 
This paper reports on the application of a model for learning advisor autonomy and its 
implications. It first introduces a model for learning advisor autonomy grounded in three 
separate definitions of teacher autonomy: professional freedom (PF), continuing professional 
development freedom (CPDF), and the interconnectedness between teacher and learner and 
their mutual and simultaneous development (IMSD). These definitions were used as proposed 
constructs to understand our individual learning advisor autonomy in a secondary role as 
teachers acting as learning advisors. An autoethnography involving iterative introspection and 
contextual analysis was undertaken, which over time resulted in the construction of personal 
narratives on our respective learning advisor autonomy. The findings revealed how our 
individual learning advisor autonomy is affected by the affordances of our respective social 
contexts. Hence, these suggest the model facilitated in illuminating unacknowledged aspects 
of our individual learning advisor autonomy which require immediate attention. Moreover, 
they suggest it provides an ecological perspective on learning advisor autonomy as a result of 
the interplay between PF, CPDF, and IMSD. However, as the model was only used by us, it is 
requisite that it be applied to others also doubling as learning advisors in order to better 
ascertain its feasibility, credibility and ultimate trustworthiness. 
 

本研究ではラーニングアドバイザーの自律性のモデルの応用とその及ぼした影響を報

告する。まず、教師の自律性の３つの定義（プロフェッショナル・フリーダム

（PF）、継続職業訓練フリーダム(CPDF)、教師と学生の相関性とその相互・同時的成

長(IMSD)）を利用し、ラーニングアドバイザーの自律性のモデルを紹介する。教師で

ある著者の、職場の中でのラーニングアドバイザーとしての自律性を理解するためこ

の定義を利用した。内省の反復と文脈解析によるオートエスノグラフィーの研究方法

を用い、著書のラーニングアドバイザーの自律性についてのパーソナルナラティブを

作成し、その分析で著者の社会的環境におけるアフォーダンスがどのように著者のラ

ーニングアドバイザーとしての自律性に影響するかを明らかにした。したがって、こ

のモデルを通して著者のラーニングアドバイザーとしての自律性のうち、早急に対処

が必要なアスペクトについて解明することが可能になる。さらにこの研究結果から、

PF、CPDF、IMSD 間の相互作用の結果としてラーニングアドバイザーの自律性に生態

学的な視点を与えるということが言える。しかし、このモデルの可能性と信用性を確

認するために、著者と同様の他の教師の場合の研究が必要である。 

 

Keywords: learning advisor, autonomy, autoethnography  
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This paper reports on our personal application of a model for learning advisor 

autonomy and its implications. It stands to fill a void in the field of self-access by arguing for 

an understanding of learning advisor autonomy via the application of three specific constructs 

grounded in teacher autonomy. In so doing, it is hoped this inquiry will prove especially useful 

and insightful for those individuals working as learning advisors in a secondary role looking to 

understand who they are, what they do and how they do it within their specific contexts. 

First, the background and theoretical framework for this topic are introduced. 

Thereafter, an autoethnographic approach is discussed as our choice methodology before we 

discuss our personal narratives as findings. The paper subsequently concludes with 

implications of the model for us working as learning advisors in a secondary role and for the 

model itself. 

 

Background and Theoretical Framework 

There has been much discussion of learner autonomy and its meaning in self-access 

(Benson, 2007; Benson & Voller, 1997; Dam, 1995; Holec, 1981; Little, 1991, 1999; Sinclair, 

1999). However, at the same time, there has seemingly been almost no discussion of learning 

advisor autonomy and its meaning (cf. Mynard, 2011; Shirakawa, 2018). There has 

nevertheless been much written on teacher autonomy and this body of literature may be able to 

provide some insight into learning advisor autonomy. Indeed, according to the literature, 

teacher autonomy can be understood through three particular constructs which we synthesized 

in a previous paper (Warrington & Parsons, 2019) for ease of understanding: 1. professional 

freedom or PF (Pearson & Moomaw, 2005; Vieira, 2006), 2. continuing professional 

development freedom or CPDF (Huang, 2005; Smith & Erdoğan, 2008) and 3. the 

interconnectedness between teacher and learner and mutual and simultaneous development or 

IMSD (Jiménez Raya et al., 2007; Little, 1995).  
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PF is seen as fundamental to teacher autonomy because “…teachers must have the 

freedom to prescribe the best treatment for their students” (Pearson & Moomaw, 2005, p.38). 

What is more, teachers must be able to empower themselves as teachers through reflection on 

where they position themselves, what they position themselves for, and commitment to change 

(Vieira, 2006). 

CPDF is an important aspect of teacher autonomy because it is about “the ability to 

develop appropriate skills, knowledge and attitudes for oneself as a teacher, in cooperation 

with others” (Smith & Erdoğan, 2008, p.83). This is echoed by Iida (2009) who states that 

“collaboration, negotiation, and interaction are the essence of teacher autonomy” (p.49).  

However, as stated above, such freedom to develop professionally also relies on 

IMSD. Indeed, according to Smith (2000), learning is key to transitioning and continuing to be 

a teacher. Hence, as he contends, learner autonomy is equally important for teachers as it is for 

second language learners (L2ers) given teachers were once learners and perhaps still are with 

any additional development likely to be self-initiated and self-directed. Moreover, this very 

same freedom to develop relies equally on teachers’ and learners’ adaptability to their own 

unique contexts (Iida as cited in Benson, 2001). 

Taken together, the three constructs above offer a way of interpreting teacher 

autonomy. However, as there appears to be much interplay between teacher and learner across 

the constructs, these interconnections raised the question of whether PF, CPDF, and IMSD 

could be borrowed and used to, in turn, make sense of learning advisor autonomy. To this end, 

a learning advisor autonomy model was constructed (Warrington & Parsons, 2019), showing 

the three constructs and the interplay between them (Figure 1). 
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Figure 1 

A Model for Learning Advisor Autonomy  

 

 

 

However, to test the feasibility of this model, there was a need to apply it. As we are 

both teachers and volunteer as learning advisors in a secondary role within our respective self-

access facilities, this led to the decision to, first and foremost, apply the model to ourselves. In 

so doing, we aimed to answer three questions: 

1. What can this model tell us about our own learning advisor autonomy as teachers acting as 

learning advisors in a secondary role? 

2. What are the implications of the model for teachers like us? 

3. What are the implications for the model? 

 

Methodology 

In ascertaining the applicability of our model to ourselves, it became apparent rather 

quickly through our conversations that there were differences in our advising contexts and 

advising experiences. Consequently, we both realized and agreed that we each had unique 

personal narratives to tell. This prompted us to seriously consider how we could study the 
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application of the model to ourselves. In time, we both decided to take an autoethnographic 

approach. Autoethnography can best be described as a kind of unconventional, personal 

experience approach grounded in post-modernist philosophy which allows for various, avant-

garde ways of knowing as told through narratives (Allen-Collinson & Hockey, 2005; Stahlke 

Wall, 2016). As the fifth moment in the history of qualitative research (Denzin & Lincoln, 

1994), it has come to be differentiated from its origins in ethnography on the grounds that “the 

researcher is not trying to become an insider in the researcher setting. He or she, in fact, is the 

insider. The context is his or her own” (Duncan, 2004, p.3).  Hence, because every personal 

narrative needs a set of circumstances for it to make sense, autoethnography seemed a fitting 

approach to us given we see our personal advising experiences as inseparable from our 

respective social contexts. What is more, we could only come to some kind of discovery and 

understanding of our learning advisor autonomy through the telling of such narratives. 

However, as there is no right or wrong way of doing autoethnography (Deitering, 

2017), we initially struggled with respect to how to go about telling our stories. This led to 

countless discussions and eventually to our mutual reading of Ellis and Bochner’s (2000) and 

Reed-Danahay’s (1997) work, where we came to understand that as autoethnographers vary 

greatly in the degree of importance they place on the auto (self), the ethno(culture), and 

graphy (the research process application), we ultimately had to choose a direction. 

With this in mind, we reflected and discussed the matter further and thereafter elected 

to place emphasis on the auto (self) given our contextual and experiential differences and our 

shared desire to understand the auto as a phenomenon unique to each of us. However, we soon 

realized that, despite our regular social interactions, we hardly had any written accounts of our 

discussions. Instead, we had numerous random exchanges embedded within chat and text logs 

from our computer and mobile phone correspondence which we had to extrapolate, organize 

and make sense of. This made it quite difficult at the time to place ourselves on any 

autoethnographic continuum, which places the emotional, personal perspective of the 
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evocative approach at one end and the theory-driven analytic type at the other (e.g. Ellis & 

Bochner, 2000; Ngunjiri et al., 2010). Eventually, we opted to take an influx or moderate 

position (see Stahlke Wall, 2016) between the evocative (artistic) and analytical (scientific) 

embracing “a mix of artistic representation, scientific inquiry, self-narration and ethnography” 

to explore our own individual advising experiences within our own unique contexts (Ngunjiri 

et al., 2010, p.3). In so doing, we felt we could make better sense of our own individual 

learning advisor autonomy while providing a more open, honest and balanced account of each. 

What is more, as insiders, we felt these personal narratives would make a stronger connection 

with other learning advisors, helping them to reflect on their own experiences while making 

sense of their learning advisor autonomy via our model.  

Hence, we began to organize and analyze our chat and text logs as fieldnotes and 

eventually used these to commence upon a mutual routine of personal writing, reflection, 

sharing, and subsequent rewriting of our personal narratives over a period of six months. This 

eventually resulted in the presentation of these stories at the JASAL2019 conference. Our 

personal narratives were then further refined after reflecting on, discussing, and further 

reflecting on that experience. It is these narratives we tell in the section that follows. Stuart 

initially provides his personal narrative as a result of applying the aforesaid model followed by 

André’s account. These narratives about our respective learning advisor autonomy will each 

be presented differently since autonomy “can take numerous different forms” and “manifest 

itself in very different ways” (Little, 1991, p.4) and therefore, can arguably be presented as 

such. Data was analysed using the common but non-linear practice of iterative introspection 

and contextual analysis (Bahadir, 2004; Chang, 2008; Ellis & Bochner, 2000). This involves 

constantly looking inward to think about and reflect on personal experiences and constantly 

looking outward to think about and reflect on the context(s) associated with those experiences. 
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Study Limitations 

This autoethnographic study has a few limitations to acknowledge. First, we concede 

that in sharing our personal narratives through this study, we exposed our personal feelings 

and thoughts in the name of truth and a desire to self-divulge at potential risk to ourselves. 

Second, there is a risk our narratives may evoke negative feelings in readers based on the 

personal and experiential connections they make with them. Regrettably, as Bochner and Ellis 

(1996) mention, this is something which cannot be anticipated. Finally, there is the reality of 

our narratives as never really complete. Since these stories were disclosed from a “current 

position, one that is always partial, incomplete, and full of silences, and told at a particular 

time, for a particular purpose to a particular audience” (Ellis, 2009, p.13), it must be 

acknowledged that memories change and constructs shift as novel experiences elucidate past 

events. 

Personal Narratives and Discussion 

Applying the Model: Stuart 

 

Figure 2 

A Visualization of Personal Narrative 1 
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Professional Freedom (PF) 

I became the head of the self-access committee at my university in 2015 and since 

that time I have been in charge of organizing the programme in our self-access centre (SAC). 

Although I am tenured faculty teaching primarily English language courses, as the SAC 

committee head I regularly volunteer in the SAC and work closely with staff there to help 

integrate the programme with a focus on helping students to become more autonomous 

learners. However, since its foundation, the SAC has always remained a place contradictory to 

the principles of self-access. For example, despite being free to decide what they want to do in 

the SAC, students have always been compelled by an administration policy to attend as part of 

their class course work and punished with failure if they do not (Warrington, 2018). Moreover, 

as the SAC is situated within a library, SAC staff must answer to the library head, meaning 

they are never free to decide anything and must seek permission from the latter (Warrington, 

2018). This also includes things I suggest as the SAC committee head. Hence, knowing the 

SAC staff is limited in their professional freedom (PF) to make decisions is an issue I have 

always struggled to reconcile with my own PF. 

My role as SAC committee head is a voluntary one involving advising and counseling 

students, training staff and recruiting other faculty to volunteer to help students in the SAC. I 

have always felt fortunate to have this freedom and, as a result, willingly put in the time to do 

it. However, knowing and witnessing the restrictions imposed on SAC staff’s PF has made me 

keenly aware of how this too restricts my PF as SAC committee head and a learning advisor 

within that space. 

Continuing Professional Development Freedom (CPDF) 

With respect to the freedom to develop my learning advising skills, it has been a 

constant struggle to improve these, in particular due to the lack of possible collaboration with 

others at my university. The turnover among SAC staff has always been high and many of my 

colleagues who have volunteered in the SAC often have completely different research goals 
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and therefore unfortunately lack knowledge, insight and interest in learning advising. My 

frustration with this has inevitably led me to take advantage of the freedom I have to engage in 

professional development beyond my institution. This has proved fruitful as through the 

Japanese conference circuit I have been fortunate enough to present my work, and been able to 

further develop my knowledge and understanding of the field. What is more, I have also been 

able to make invaluable connections with others interested in self-access and learning advising 

such as the second author of this paper with whom I have weekly online meetings with to 

share and discuss articles and do joint research. Reflecting on this, I recognize how lucky I am 

to have such professional freedom to do what I want and look elsewhere to develop if 

necessary. 

Interconnectedness and Mutual and Simultaneous Development (IMSD) 

However, aside from professional freedom and the liberty to develop professionally, 

my autonomy as a learning advisor has further been restricted by the aforesaid limitations 

imposed on students and the impact this has had on the interconnectedness between learners 

and me and our ability to mutually and simultaneously develop. Most students come to the 

SAC because they have to and are purely driven by an extrinsic motivation to get credit and/or 

avoid punishment. 

This becomes readily clear when interacting with them where I encounter the same 

issues of concern on a regular basis. For instance, I am commonly faced with the task of trying 

to talk with and advise students who simply put in the bare minimum effort in order to be 

evaluated positively. These students set the same learning goals week after week while 

ignoring my learning advice. What is more, I regularly encounter students who are so 

concerned with credit that they plagiarise others’ self-study reports and try to pass them off as 

their own. Hence, I find myself regularly dealing with students with a “socially implanted 

self” very much conditional upon a feeling of worth grounded solely in the desire for positive 

evaluation (Deci & Ryan, 1995, p.33). That is, they are students rather than learners who 



Looking in, Looking out 
 

JASAL Journal Vol.1, No. 1, June 2020 91 

willingly “give up their autonomy to put on the mask of autonomous behaviour” in order to 

get credit by any means in a situation they have no desire to be in (Breen & Mann, 1997, 

p.141). This, in turn, makes me feel as though I am only an active participant in this 

“facading” (Schmenk, 2006, p.82) in trying to be and act like a learning advisor when a 

regrettable outcome is foreseeable. This also makes me feel the students and I are at a learning 

stalemate and not mutually and simultaneously benefitting from our interactions in any way. 

Instead, we are going through the motions given that control of this situation is completely out 

of our hands. In this regard, I feel my autonomy as a learning advisor is very much 

compromised. Although I do have a great degree of professional freedom and can develop 

professionally, I seriously question what meaning and benefit there is in these aspects of my 

learning advisor autonomy if my interactions with students are primarily contrived. Hence, 

without a change to the compulsory SAC attendance policy, it is hard to imagine things 

differently and very difficult to be hopeful.  

Applying the Model: André 

 

Figure 3 

A Visualization of Personal Narrative 2 
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Professional Freedom (PF) 

As a teacher, I have always had a strong belief that learning beyond the classroom is 

essential to improving one’s language and achieving one’s goals. This belief led me to the 

creation of our university’s first self-access language learning center, which then became the 

self-access language learning station when we were afforded space in a larger facility. Around 

this time, I decided to volunteer my time to offer learners one-on-one speaking and writing 

support, with most students requesting support for IELTS speaking and writing. At the time, 

there were no classes for IELTS, and so, providing learners with such guidance would allow 

students the opportunity to receive the necessary practice to achieve their related goals. Over 

time, however, the focus of the support I offered changed from primarily tutoring to mainly 

advising. By doing so, I thought it would benefit learners in terms of acquiring training for 

taking IELTS, building the necessary skills for it, and most importantly, provide them with the 

tools to become more self-directed in their own learning.  

The decision to first offer tutoring and then advising was, and still is, completely my 

own. Also, since I began such support, I have had complete freedom in deciding how many 

learners I take on for such support, how many sessions per week I allow for each, how long 

each session will be, and where the sessions will be held. As becoming a learning advisor is an 

addition to my primary role as tenured faculty, and chief of the self-access language learning 

station, it is vital that I find the right balance. Finally, I have had no external pressure 

regarding how I have offered advising or the tools used to facilitate advising. When I first 

started looking into the field of advising, I came across Kato and Mynard’s (2016) Reflective 

dialogue: Advising in language learning and Mynard and Carson’s (2012) Advising in 

language learning: Dialogue, tools and context. Both of these provided me with valuable 

knowledge into advising and its practice, but as an inexperienced advisor I found Morrison 

and Navarro’s (2014), The autonomy approach: Language learning in the classroom and 

beyond the most beneficial, thanks to its clearly explained and more easily implemented 
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activities. Ultimately, however, the method and tools for my advising sessions have always 

been selected based on my own experience and the needs of the learners I am supporting. 

Continuing Professional Development Freedom (CPDF) 

With regards to this freedom, I have complete control as to how I go about 

developing my skills as a practicing advisor. In addition to the written resources mentioned 

above, I have the option of employing practical information from journals such as SiSAL 

Journal or especially Relay Journal in my CPD with the latter publication often focusing 

advising. I also take part in conferences and attend presentations focusing on self-directed 

learning. In so doing, I not only take advantage of such opportunities to gain knowledge and 

experience related to the field, but I am also able to meet other advisors with the hope of 

continuing a discussion on a topic and potentially collaborating. For example, it was through a 

past conference, I met and entered into a productive collaborative partnership with the co-

author of this paper. Although our teaching contexts differ, we have been able to exchange 

stories regarding our advising practices which have led to more reflection on our practice. This 

external collaboration has been much appreciated since in my context I am currently the only 

one actively engaged in advising. Hence, this opportunity to share and develop externally has 

been a valuable motivator for me to continue my journey toward becoming an advisor. 

In addition to this collaboration, I have been afforded the opportunity to receive 

training in advising through an online course offered by the Research Institute for Learner 

Autonomy in Education (RILAE). I chose to apply for the course after hearing about it at a 

conference last year. This course has enabled me to expand my network of learning advisors; 

provided the opportunity to observe how advising strategies and tools can be used in practice; 

let me experiment with these strategies and tools in my own context; and encouraged me to 

reflect more on my practice. The latter in particular has been important for my CPD as 

reflection was something I did shallowly prior to taking the course. The course has also made 

me aware of the intricate and extensive nature of advising and how far I still have to go in 
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becoming a learning advisor. As this is the first of five courses, I plan to move forward with 

this training, knowing I have the freedom to adapt any content learned to my advising context.  

Interconnectedness and Mutual and Simultaneous Development (IMSD) 

In my opinion, IMSD is by far the most complex component of this model because of 

the dynamic interplay involved in advising in real time which is, for the most part, absent from 

PF and CPDF. I believe it is also most important since without advisees, there is little chance 

of practicing and developing one’s skills as an advisor.  

When I began offering speaking and writing support, some students would come to 

see me weekly to get help with IELTS. This mainly involved practicing for the speaking 

section, checking answers for the writing section, providing feedback on their work, and 

advice for practicing. As one can imagine, this was not advising but rather tutoring. At the 

time though, I was a teacher with no training or experience in advising. Also, the students 

were not coming to learn how to be more self-directed, but rather to achieve a short-term goal 

of achieving a score to go abroad. As I am a teacher, I assume that many were expecting me to 

direct them in their learning, a phenomenon which Yashima (2014) calls autonomous 

dependency. 

As I started to learn more about advising and began to incorporate it more in my 

sessions, I could still see this autonomous dependency happening with most students only 

coming to a couple of sessions before deciding to stop. I also noticed that another teacher, who 

was also offering speaking and writing support, was getting more requests for help. However, 

the difference, it seemed, was that he continued as a tutor whereas I was trying to become an 

advisor. Reflecting on this, I realized that, in order to move forward, I needed to make my new 

role explicit, describing the differences between an advisor and tutor so students would know 

upfront what support they could get when coming to see me. This is not to say I would stop 

offering tutoring altogether, but rather the main focus of my support would shift from directing 

students in their learning to helping them become more self-directed and reflective about their 
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own learning. However, this would require me to alter what I do and say within these sessions 

in order to facilitate a shift in positioning (van Langenhove & Harré, 1999). That is, students 

would need to be encouraged to position me as an advisor rather than a teacher, and I would 

need to ensure I position them as learners rather than students. 

 

Implications for Authors 

Stuart 

Overall, I feel the model has prompted me to iteratively reflect upon and be reflexive 

about my learning advisor autonomy. More precisely, I feel I have come to better understand 

the importance of looking in at my advising experiences and out at my advising context as I 

shift reflectively and reflexively between past and present. Moreover, the model has allowed 

me to see what professional freedom (PF) and continuing professional development freedom 

(CPDF) I have and the limitations of these within my context and what I need to do to improve 

by looking beyond my context. At the same time, it has highlighted the key problem of the 

interconnectedness between the learners and me and our mutual and simultaneous 

development (IMSD) resulting from the current SAC policy and how detrimental this is to 

learner autonomy and my advising practice. Hence, echoing Palfreyman (2014) and Murray 

(2014), this has made me realize more than ever how powerful social context is. In addition, it 

made me cognizant of how unfavorable contextual variables such as the location of a SAC, 

administration, and compulsory SAC attendance policy have negatively impacted upon all 

aspects of my learning advisor autonomy to varying degrees as a result of the interplay 

between them. Hence, based on my application of the model, I cannot help but question the 

extent a learning advisor’s autonomy is ultimately compromised if one’s PF, CPDF or IMSD 

is deemed problematic. Certainly my IMSD issue has led me to ultimately suspect the value of 

my PF and CPDF as a result of the ‘ripple effects’ the former has had on these (Nelson & 

Prilleltensky, 2010, p.72). However, it has also starkly convinced me that emphasizing the 
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ubiquity of self-access and the variety of ecological spaces, whether generated by the learner 

or not (see Cook, 2007), with yet undiscovered affordances is currently the only way to 

transition my students into learners as a means to promote learner autonomy and the 

subsequent IMSD between us. If this can be accomplished and the IMSD between us 

established, then perhaps my faith in my PF and CPDF will ultimately be restored. 

André 

As a teacher taking on the new role of advisor, this model has provided a valuable 

opportunity to reflect on this emerging practice and deepen my understanding and awareness 

of my PF, CPDF and IMSD within my current context. It has allowed and encouraged me to 

look both inward and outward at past and present experiences to learn more about my advisor 

identity and its future within that context. As a result, social issues regarding my autonomy 

have come to light in relation to the lack of interdependence within my physical advising 

environment. This lack of immediate social has put me at risk of being in a permanent state of 

flux within the peripheral and inbound trajectories (Wenger, 1998) – someone on the 

periphery of the advisor community of practice (CoP) with a desire to be a full member, but 

conflicted by my level of commitment to it. 

While I can say I have PF and CPDF, for example, I do not have a mentor or other 

advisors on site to share recordings of advising sessions to regularly obtain feedback (see 

McCarthy, 2012) and discuss advising practices (see Kodate & Foale, 2012). Then, there is the 

noticeable lack of IMSD arising from a conflict within the learning culture (Clemente, 2003) 

in which advising takes place. Considering the differing social and cultural contexts and social 

histories of advisor and learner, enacting a change in positioning is likely to prove challenging. 

Learners with a greater reactive autonomy (Littlewood, 1999) or autonomous dependency 

(Yashima, 2014) may not take control of their learning, and those who do may just think I 

know best. Furthermore, as the choice to receive support is up to the students, encouraging 

them to actively seek advising on a regular basis is likely to be difficult thereby limiting 



Looking in, Looking out 
 

JASAL Journal Vol.1, No. 1, June 2020 97 

opportunities for me to gain valuable practical advising experience. This lack of structure in 

my practice, the absence of an on-site CoP, combined with the shortage of engaged learners, 

and the fact my advising role is voluntary, have the potential to demotivate me and obstruct 

my progress towards becoming an advisor. Therefore, in applying the model, it has shown that 

in my context, there appears to be an ecological relationship between PF, CPDF and IMSD. 

More specifically, CPDF and IMSD greatly impact my PF (and potentially vice-versa) which 

has led me to invariably question why I am choosing to take on this additional advisor role. 

This is my current advising situation which is not fully conducive to my development 

as an advisor. While this appears very bleak for my advising future, it is my current reality. 

However, with the autonomy I have, it is within my power to change it. Although some of the 

challenges I have mentioned will prove hard to overcome, striving to be more self-reflective 

and self-reflexive about my practice and finding more ways to share my advising experiences 

will serve me well in the long term. 

 

Implications for the Learning Advisor Autonomy Model 

Based on our application of the model, we currently feel uncertain as to whether the 

model needs changing. Certainly applying it helped us to better understand our respective 

learning advisor practices and contexts along with their affordances and come to some 

conclusions about our individual learning advisor autonomy. The model prompted us to look 

in, through iterative self-reflection, and look out, via iterative analyses of our respective 

contexts, which autoethnography facilitated. This, in turn, resulted in narratives revealing a 

strong interplay between PF, CPDF, and IMDS with each affecting the others. This suggests 

the model provides an ecological perspective on learning advisor autonomy. 

The model was also effective in initiating dialogic reflection on our contexts and 

experiences associated with it. Indeed, as we both iteratively interacted and discussed our 

learning advisor autonomy on numerous occasions, the model had the benefit of being a tool 
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we could use to share self-reflections, facilitate empathy and understanding, and heighten 

awareness of our respective advising contexts. Consequently, if implemented in collaboration, 

we feel the model has the potential to establish interconnectedness between learning advisors 

like us and subsequent mutual and simultaneous development in learning advising practices. 

 
Conclusion 

This paper explored the application of a model for understanding learning advisor 

autonomy. As teachers doubling as learning advisors in a secondary role, the model 

highlighted the intricate interdependence between our experiences and social contexts. In 

applying professional freedom (PF), continuing professional development freedom (CPDF) 

and the interconnectedness between teacher and learner and mutual and simultaneous 

development (IMSD) as constructs of teacher autonomy to understand our learning advisor 

autonomy, the strong interplay between these suggests the model provides an ecological 

perspective on learning advisor autonomy. That is, if PF, CPDF or IMSD is affected in a 

negative or positive way, the other areas appear to be similarly affected. In our respective 

cases, this dynamic interdependence resulted in narratives highlighting a learning advisor 

autonomy hindered by experiences, in addition to affordances requiring immediate attention. It 

is a point of interest for further research whether advisors in different or more favourable 

positions can also benefit from the ecological perspective of the model to make sense of their 

autonomy and the affordances of their own social contexts.  
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