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Cross-Cultural Educational Adjustment 

ABSTRACT 

This project explored a basic social process experienced by ten Mainland 

Chinese postgraduate business students: cross-cultural educat ional adjustment. Over 

a two-year period, three interviews were held with each student in order to el icit h is 

or her experience of this adaptation process. In  addit ion, toward the end of this 

period an attestation group with the same student profile was recruited to review the 

emergent findings. 

A qual itative approach termed grounded theory was used for the methodology. 

Emphasis was p laced on: hearing the students' voices; being open to students '  

experiences; develop ing a deep understanding of  the adaptation process; and 

determining its theoretical conceptual isat ion. The initial interview was an inductive 

enquiry that iso lated many aspects of the students' journey; the second interview 

deduct ively bent back on the initial data to saturate categories and determine how 

they were linked; the third interview further saturated categories, if needed, and 

sought a core category that underp inned the students' adjustment. 

In determining a theoretical conceptualisation of this process, a model was 

developed. This was shared with the original partic ipants and the attestation group to 

assess their perspective of it. The mode l depicts that the homogeneity of the 

students' background produced an external ly  bounded and cu ltural ly harmonised 

learner ident ity. When they entered the New Zealand tertiary environment this 

ident ity was fractured. However, the resi l ient nature of the learner identity, the 

adoption of learning strategies, and the drawing on prime motivators meant a 

complete fracturing of the identity was prevented. Yet, as a consequence, the learner 

ident ity also absorbed new, more internal ised e lements. Overall, the core concept of 

a better future impel led students through all aspects of their journey. 

The major contribut ions of this study are that it presents an integrated 

understanding of cross-cultural educational adjustment and a conceptual p icture of 

that process. The findings of this study, while limited in general isabi l ity, suggest 

that students would benefit from: pre-departure culture and Engl ish language 

preparat ion; focused orientation programmes; and study ski l l  support based on the 

strategies they are likely to emp loy and build the ski l ls required in the new setting. 
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Cross-Cultural Educational Adjustment 

CHAPTER ONE 

INTRODUCTION 

This research invest igated the cross-cultural educational adjustment of  

internat ional students. However, for the purpose of having a defmable study group, 

international students were l imited to students from Mainland China. Whereas, 

ethnic Chinese from Mainland China, Taiwan, Hong Kong, Singapore, Indonesia and 

elsewhere, share many characteristics, their point of origin can a lso indicate specific 

differences. Therefore, caution must "be taken against forming fixed 

conceptual isations of cultural characteristics and considerable care be given in 

samp le definit ion and selection in cross-cultural research" (Smith, 200 I ,  p.  429). 

The decision to concentrate on graduate students was to draw on their perceived 

greater abi l ity to reflect, compare and contrast, and analyse their experience in New 

Zealand with the tertiary study they had undertaken in China. 

The study investigated the particular educat ional adaptation issues that 

confronted these students as they changed education systems and not on cross­

cultural adjustment per se. Therefore, the chosen area of research was the basic 

social process (BSP) of cross-cultural educational adjustment. According to Glaser 

( 1 978), a BSP has a range of properties that include: movement through stages; 

pervasive patterns of behaviour; making sense of changes over t ime; and a core 

category that exp lains the participants ' view of what is happening. In investigating 

the BSP,  the aim was to develop a substantive or local ised understanding of how the 

change in educational mi l ieu impacted on these students and how they responded to 

the change. To do this, the thesis developed a substantive theory derived from the 

understanding of the BSP provided by a group of Main land Chinese postgraduate 

students as they studied in business studies postgraduate diploma programmes at 

Atherton University (pseudonym), New Zealand. 

Four related areas are addressed in this introduction to set the stage for this 

study of cross-cultural educational adj ustment. Each of these areas is primarily 

focused on Mainland Chinese students. They are: a brief background to international 
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students in New Zealand; the issue of academic care; the academic context of 

Mainland Chinese postgraduate students; and the necessity of providing a 

theorisation of the students' self-understanding of their educational journey. 

Background to International Students in N e w Zealand 

The education of  international students in tertiary settings has received 

considerable attention in the last two decades. This is largely due to dramatic 

change. From a point where international students were a very smal l  minority and 

largely funded by aid ( such as the Colombo Plan in New Zealand), this educational 

sector has undergone a dramatic international expansion. Today, the providing of 

overseas students with education has exploded into a global commodity market. In 

New Zealand, the statistics provided by Education Counts ( 2009) indicate that the 

number of international tertiary students studying in New Zealand peaked at 50,422 

in 2004, for the 1 999 to 2006 period (see F igure 1 . 1 ) . Of these, Mainland Chinese 

students also peaked at 29,88 1 in 2004. Mainland Chinese students have been the 

hugely dominant source of New Zealand's  international students since 2000. In 2006 

this group of students represented 49% of a l l  international tertiary students in New 

Zealand (down from a 2004 high of 59.2% for the 1 999-2006 period), with the next 

most populous group (United States of America) only 5 . 7%. 
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Figure 1 . 1 :  I nternational and Mainland Chinese I students in formal tertiary education 
1 999-2006 ( statistics sourced from Education Counts, 2009). 
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However, after the 2004 peak, for a variety of  reasons (see Chapter Four: 

' Part ic ipant Selection and Profile ' ) ,  there was a s ignificant fal l  in the number of 

internat ional students and this was a lso reflected international ly ( Smith, 2007). The 

percentage drop for Mainland Chinese students was twice the rate for al l  

international students. The decline in new students a ffected al l levels of  educationa l  

provision in New Zealand. The New Zealand Government was concerned about 

maintaining the viabi l ity of what was termed "New Zealand's  fourth biggest export 

industry - education" (Dominion Post, 9 September 2003 , A I ) . Its eagerness to do 

so was seen in the provision of up to $500,000 to l imit the damage caused by the 

col lapse of a number of Engl ish language schools. A trade delegation, led by the 

then Education M in ister, Trevor Mal lard, to China highl ighted the Government 's  

concern over New Zealand 's education reputation (Dominion Post, 1 5  September 

2003, A2) .  The visit was, in part, designed to counteract comments by the People' s  

Daily, which is  regarded a s  the Chinese government 's  major voice. The paper 

apparently " . . .  warned that students in New Zealand are involved in prostitution, 

gambl ing, drug abuse and gang activity" (Dominion Post, 1 3  August 2003). 

Concerns about the impact of media commentary on student enrolments led the 

Ministry of Educat ion to develop a policy document entitled 'Code of Practice for 

the Pastoral Care of I nternational Students' (Ministry of Education, 2003) .  The 2006 

review of this code ( Education Counts, 2006) found that "the introduction of the 

mandatory code has had a posit ive effect on programmes for IS [ International 

Students] in a l l  sectors and throughout New Zealand." And there were s igns (Smith, 

2007) that the enrolments, international ly and locally, of Chinese students had at 

least stabil ised and possibly started to increase again in 2007/8 . However, the effect 

of the October 2008 world ' Credit Crunch'  and the impact on world economies of  

recessionary condit ions could mean that this resurgence may lose momentum. 

The Issue of Academic Care 

The issues of  care for Mainland Chinese students are wide ranging and provide 

a variety of avenues for research. A pressing need among these is for the New 

Zealand university system, including Atherton University, to understand and learn to 

cope better with these students, and other internationals as well ( Dominion Post, 1 9  
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August 2003, A6).  On a purely pecuniary level, international students are a major 

fmancia l l i fe l ine to resource-constrained universities. However, these students are 

p layers in a g lobal market. "Infometrics (2003 ) ident ified educat ional qual ity risks, 

including the standard of education and the international reputation of the provider, 

as one of the three major risk factors in sustaining the increasing demand for New 

Zealand education" ( Ward & Masgoret, 2004, p. 42) .  Mainland Chinese students 

wi l l  only keep coming to New Zealand if they receive a competitively priced 

education that meets their needs and expectations. This study focuses on the 

academic dimensions of their study, although this does not deny that other issues, 

such as social adjustment, also significant ly influence the quality of the students '  

experIences. 

It is not possible for this study to invest igate the many possible avenues of  

research this area opens. However, by  select ing some key issues underlying the BSP 

( see Chapter Three: 'The Research Problem'), this research study hopes to  provide a 

means of enhancing the education of Mainland Chinese students and provoking 

further research. It is hoped that detai led research into the educational environment 

provided for this group of Mainland Chinese postgraduate business students at an 

established New Zealand tertiary- level provider, Atherton University' s  Business and 

Administration Faculty ( B AF), will be of significance to all the stakeholders : the 

students (and their famil ies/friends); academic staff and support service personnel ;  

and tertiary inst itutions and governmental agencies. 

The concentration on academic adaptation necessarily focused the study and 

highl ighted a major issue for internat ional students. Ward, Bochner, and Furnham 

(200 1 ), in concluding their review of culture shock in relation to overseas students, 

state that the "most significant problems arise from the academic environment and 

that overseas students must engage in 'culture- learning ' as wel l  as intel lectual 

endeavours to achieve academic success" (p .  1 66) .  Furnham ( 1 997, p .  1 3) sees 

"academ ic problems associated with higher educational study" as a key problem for 

overseas students. These conclusions endorse this study centring on the academic 

aspects o f  cross-cultural adjustment. 

Cross-cultural educational adjustment, l ike many learning/teaching processes, 

is l itt le understood. One key to addressing this B S P  is to move toward understanding 
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how students bridge the educational divide between their home countries and the 

new context. While there is research about the transit ions international students face 

and their effects, there is a need for a more process-oriented and conceptualised 

understanding of educational cross-cultural adaptation. Additional ly, there is a need 

to 'hear' in depth from the students themselves about their academic experiences. 

How do Mainland Chinese students understand the adaptation process; how do they 

see the problems they face and how do they cope with their problems? In  regard to 

studies, particu larly of Chinese students, Li writes: "Emic views [views of those 

being studied] of learning have rarely been studied direct ly" (2002). 

H ighl ight ing Main land Chinese students in this study flows from a significant 

concern raised by Ward and Masgoret (2004). They found that these students were 

" . . .  least satisfied with their academic progress despite reporting it better than 

students from other Asian countries" (p .  70). They a lso reported the: 

. . .  relat ively poor integration of Chinese students into New Zealand 
educational institutions and into New Zealand society more broadly. 
Chinese students have less contact with their New Zealand peers and 
fewer New Zealand friends than students from other Asian and ESANA 
[European, South and North American] countries. They feel  the least 
culturally inc luded in the c lassroom. They report more discrimination 
than ESANA students and see New Zea landers have having [sic] more 
negative attitudes toward international students" (p. 70f). 

The Academic Context of Mainland Chinese Postgraduate Students 

To understand the nature of this change it is necessary to real ise the contrasting 

styles of education experienced by these students during their 'journey' to and in the 

West. This requires an appreciation of the legacy of Confucian educat ional ideals, 

which st i l l  ho ld considerable sway in today's China despite globa l isat ion and 

dramatic internal political, economic, and social change during the last 100 years. 

This study has described the imp licat ions of this legacy by asking students to defme 

their identity as learners within their home cultural context. This personalisation of 

the general socialisation process provided a way to determine the type and scale of 

change the students experienced when changing learning ecologies. 
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Again, when considering the New Zealand academic context, rather than 

addressing it in terms of academic differences (e.g. ,  learning and teaching 

methods/styles) it was considered more important to understand the Mainland 

Chinese students' perception of their experiences. The focus on their experiences 

enabled them to reflectively compare these experiences in terms they had framed and 

understood. Taking this viewpoint also enabled them to assess how their home 

country learning identity had changed and how they had adopted aspects of the host 

country ethos into this identity. As noted above, choosing students at postgraduate 

level who had experienced tertiary education in both countries and who may have 

had an increased cognitive readiness for reflection was an important consideration 

for this study. 

P roviding a Theorisation of Students' Self- Understanding 

Under the grounded theory methodology util ised in this study (see Chapters 

Three and Four), the substantive theorisation of cross-cultural adaptation wi l l  

encourage a move away fi:om descriptive analysis to one which has a greater abi l ity 

to explain what is happening. The call for such an approach has come from Ward 

and Masgoret (2004) who conducted a large scale quantitative survey o f  international 

students in New Zealand across a l l  educationa l  sectors. One of the six 

recommendations for further research was: "In-depth research with international 

students from China, including qual itative approaches to understanding their 

experiences in New Zealand" (p .  72). Noteworthy here are the foc i  on Chinese 

students and the use of qualitative methods; both of these are key facets of this 

CUlTent study. 

Therefore, this study sought to determine the problems international students' 

face in experiencing cross-cultural educat ional adjustment and what they do to 

attempt to overcome these problems. The research theorised on how the students 

themselves understood the adjustment process. In developing such a theory this 

study has addressed a s ignificant gap when it comes to understanding the education 

of international students. I n  addit ion, the study has developed a process model to 

describe these students' experiences and determined a core concept that explains and 

l inks the processes within their journey. It is hoped that this wi l l  be a s ignificant 
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contribution toward an understanding of the education of these students within New 

Zealand' s  education establ ishment. 

I n  this introduction, the context and background to this research study have 

been out lined. It has also signal led the thesis' intent to focus on the issue of cross­

cultural educational adjustment by hearing, understanding, analysing, categorising, 

and model ling the experiences of a group of Mainland Chinese postgraduate business 

students at a New Zealand university. Chapter Two provides a l iterary review of 

three areas that comprise an essential background to this study; that is, Confucianism 

and Chinese education, cross-cultural adaptation and the Chinese learner, and the 

Chinese learner overseas. 



Cross-Cultural Educational Adjustment 9 

CHAPTER TWO 

LITERATURE REVIEW 

I NTRODUCTION 

A two-stage approach to the development of this literature review was adopted. 

To use an analogy from the world of art, when an artist prepares to paint a p icture he 

or she paints the background ftrst. In order to 'co lour' the canvas, as the ftrst stage 

of the l iterature review, two major areas were investigated: ftrst, a review of the 

historical background to Chinese education and the present impl icat ions of this 

background to Chinese education today; second, a general overview of learning 

theory, which is largely Western in origin and orientation. This provided an 

overview background to the study, raised awareness of the subject-speciftc 

vocabulary, and placed the research in a historical context (Hart, 1 998). I t  also 

started to provide a theoretical awareness for the analysis  and helped determine the 

specific area of invest igat ion. 

Having ftl led in the background, next the foreground is outl ined and detailed 

through focusing on specific sets of l iterature. This is consistent best practice with 

grounded theory; the research methodology used for this study (see: Chapters Three 

and Four). At this stage an emerging theory is becoming apparent and looking at this 

theory the researcher is able to determine what l iterature needs to be speciftcal ly 

addressed. The reading helps to inform and further complete what had already been 

developed. As a consequence, theories of cross-cultural adjustment were examined 

and then the literature on learning theories was reviewed with an eye to the issues 

that could be expected to affect the Mainland Chinese learner in a s igniftcant ly 

changed context. In addit ion, the l iterature on the experiences of overseas students 

learning in a cross-cultural context was examined. 

In terms of the [ma l  structure of this chapter two steps were taken to give the 

review a journey mot if that is endemic to the wider research process of this study. 
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The historical and ongoing legacy o f  Confucianism was added at the start of  the first 

sect ion fol lowed by a review of cross-cultural adjustment, which focused on the 

impl icat ions for international students. Final ly, an integrat ive synthesis of the 

experiences of international students, especial ly Chinese students, and learning 

theory was undertaken. Unlike other types of l iterature reviews, the aim was not to 

find the research problem and questions per se. In grounded theory, as is shown in 

Chapter Three, the key step in determining the research problem is the establishment 

of a basic social process ( Strauss and Corbin, 1 998 ;  see C hapter Three: 'The Basic 

Social Process ' ) .  The selection ofa  BSP and the defming of the research problem 

then a l low the research quest ions to arise from the study process itself (see Chapter 

Three: 'The Research Problem') .  

CONFUCIANISM AND EDUCA TlON IN CHINA 

To understand the changes that take p lace in the learning of overseas students it 

is important to appreciate where they have come from. Origins are particularly 

important for Mainland Chinese students because their sense of identity and efficacy 

as learners are profoundly formed, as is exp lained below, by the historical  and 

contemporary factors within their society and culture . Therefore, understanding the 

influence of Confucianism on education highl ights the major factors within the 

historical and cultural context that have significantly influenced learner identity. The 

students' understanding of the historica l  and cultural aspect of their identity provided 

a flexible frame for determining their self-understandings as learners and provided a 

means of evaluating the effect of cross-cultural educat ional adjustment. A brief 

historical background of education in China and its current legacy for today's 

Mainland Chinese students is  discussed in this  section. 

Historical Background 

A lthough formal education is thought to have begun in C hina as early as 1 800-

1 700 BC C Bartels & Eppley, 1 995;  Lee, 1 985) ,  most discussions of the history of  

education in  China tend to  begin with Confucius (55 1 -479 BC) .  The man, his 
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teachings, and the revisions of his teachings were the dominant influence on Chinese 

education for over 2000 years. Smith believes: "The rich, and in many ways unique, 

civi lisation of China, which developed through more than two thousand years of 

eventful history, owes more to the impress of Confucius ' s  personality and teaching 

than to any other sing le factor" ( 1 973 , Preface). 

L ittle is known, with assurance, of Confucius himself ( Dawson, 1 98 1 ) . Yet the 

nature of his teaching powerfully impacted on such a great nation. Confucius' 

primary concern was the individual ' s  self-cult ivation of his humanity. Although 

self-cu lt ivat ion was the primary focus for moral change, the implicat ions for such a 

change included the development of a 'good' society. By this Confucian scholars 

meant a society where there is harmony and order. The Confucian view was that 

education was the environmental factor best able to bring about moral and societal 

change ( Lin, 1 994) .  

The Confucian legacy led to the development of, what was at  times, a hotly 

debated set of core writings that became the heart of what was taught in both 

government schools and private academies. These 'canonical '  writings became the 

c lassics of China and formed the basis for China 's symbiotic re lationship with both 

change and stabi l ity as it searched for balanced harmony. The focus of the schools 

became the imperial examination system, which had probably commenced in some 

form during the Sui Dynasty, 6 1 8-5 1 9  AD (Bartels & Eppley, 1 995) .  This system, 

ideal ly at least, enabled the common man to rise through the ranks to positions of 

prominence and power. On the other hand, in its passive modality, the long 

backward look of Confucianism maintained an immovable anchor in tradit ional 

values. 

Confucianism, while focused on a particular c lassical tradition, was st i l l  subject 

to s ignificant revisions. Taoism, l ike Buddhism, flourished on the back of the 

general population's  fascination with legends and the supernatural (Smith, 1 973) .  

However, Confucianism, whi le imbibing from these two traditions (Rutherford, 

1 998),  sti l l  retained its grip over societal power structures. The Neo-Confucian 

revival ( Sung Dynasty, 960- 1 279 A D) saw Confucianism become the 'officially 

accepted doctrine' of the Chinese State and the Confucian C lassics proved 

themselves more suited to the Chinese temperament, at least for the el ite (Smith, 
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1 973) .  The centrality o f  the Confucian C lassics a lso reinforced the strategic p lace of 

the existing imperial examination system ( Bartels & Eppley, 1 995) ,  which was " . . .  

the most important social institution i n  imperial China" ( Lee, 1 985, p .  1 3) .  

Despite its remarkable nature, the imperial examination system was also 

fraught with deficiencies. C leverley ( 1 985)  describes some of these imperfections: 

some groups (e.g. ,  women) were ine l igible to participate; in t imes of political 

instabi l ity degrees were 'so Id ' ;  the inherent advantages gained by wealth sti l l  held; 

being open, in practice, to only an e l ite few;  litt le fOlmal instruction being provided; 

exams marred by cheat ing; the tunnel vision encouraged by its overwhelming l iterary 

emphasis; and the difficulties it led to in responding creatively to the subsequent 

chal lenges posed by engagement with the West. 

Perhaps the peak of Confucianism's influence came with the Qing Dynasty 

( 1 644- 1 9 1 1 AD).  In a feudal Qing society, the Confucian scholars were the 

educated, competent, and reasonably moral administrators needed to control the vast, 

sprawling empire. These men and their emperors considered the Chinese empire, the 

M iddle Kingdom, the height of human civi l isation (Smith, 1 973) .  However, in the 

nineteenth century, the Chinese leadership were accosted by representatives from 

civil isat ions with s ignificant ly superior techno logy and science. Suddenly, the 

equanimity of the centuries was broken and China found itse lf totally unprepared to 

face this unexpected chal lenge. By 1 905 ( 1 906, according to Bartells & Epp ley, 

1 995) the imperial examinat ion system, the mainstay of the Chinese education 

system and the prime vehicle of Chinese cultural transmission, had been 

discontinued (Shen, 200 1 ) . 

The above briefly sketches the historical background to learning in China and 

the long shadow that the teachings and the disciples of Confucius have cast over two­

and-a-half mi l lennia. This is the legacy that sti l l  has currency today (Ho et al . ,  200 1 )  

and it is a legacy which the students who participated in this study were enculturated 

into . In fact, despite the combined forces of communism, a burgeoning market 

economy, and rampant g lobal isation, the changes to the education system since 1 979 

have tended to reinforce the tradit ional aspects of Chinese education (Doo ley, 200 1 ) . 

That is, they have reinforced hierarchical educational relationships and structures, 

they have reinstituted the comprehensive examinat ion system, and this, in turn, has 
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ratified the p lace o f  tradit ional learning and assessment methodologies ( Dooley, 

200 I ;  B iggs & Watkins, 1 996). The next section investigates the ongoing influence 

of Confucian thought on Chinese education today in order to understand the cultural 

and phi losophical context, which has had such a deep, fonnative power on the 

learner identity of this study' s students. 

Current Legacy 

In examining the legacy of the Confucian heritage in Chinese educat ion several 

e lements wil l  be highl ighted. These are: a love of learning, esteem for the teacher, 

the moral dimension of education, the efficacy of effort, and societal harmony. 

However, there is a Western tendency to stereotype the Chinese learner, largely 

based on a certain perception of Confucianism. C leverley ( 1 985)  provides such a 

stereotypical profi le ofa  ' typical '  Chinese learner: di l igent; docile; deferential; 

content focused; learning by memorising; driven by a need to succeed; and driven by 

fami ly pressure. While there may be vestiges of ' reality' in C leverley' s  description, 

it does not necessarily enable us to see the influence of Confucian is m c learly. 

Dawson ( 1 98 1 ,  p. 86) bel ieves that Conhlcian thought is evident in subt le, 

underpinning d imensions rather than " . . .  an established and formal ly recognised 

doctrine," or a fixed profile of a modern Confucian learner. It is important to accept 

that, while there may be norms and averages, the uniqueness of the collective and 

individuals both shine through. 

Some, such as Ho, Peng, and Chan (200 I a, p. 40), argue that, " . . .  Confucian 

educational values are becoming increasingly irrelevant in recent decades." Yet the 

Confucian educational culture and learner identity significant ly impacts on Mainland 

Chinese students studying overseas. Li bel ieves that: "So long as children are 

social ised in their own cultural contexts, their culture learning models are bound to 

exert a so-cal led directive force to their thirlking, feel ing, behaviour, and outcome of 

learning" (2002, p. 60). I t  was apparent that the cultural mil ieu significant ly 

impacted on this study's participants beliefs about learning. The review now 

examines these c losely interrelated and deeply imbedded forces . It is not the 

intent ion of this examination to imply that Chinese education is a deficit model but to 
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recognise its dist inctiveness ( Ward e t  ai . ,  200 1 ;  Holmes, 2004) and its effect on these 

students. 

A Love of Learning 

F irst and foremost, the Confucian legacy has created within the Chinese people 

a deep desire for education. Confucius is celebrated for his love of learning and his 

example has been emulated by many Chinese people through the centuries ( Dawson, 

1 98 1 ) . A love of learning and the desire for its benefits are a powerful force on the 

learners of C hina today (Dawson, 1 98 1 ) .  The personal, moral, and social advantages 

that education brings are a key basis for this appreciation of learning. Now, more 

than ever, education is creating pathways to personal and famil ial  advancement. 

The officially egal itarian nature of Chinese society today and the provision of 

universal education, has allowed many individuals and famil ies to advance beyond 

their previous p lace in a tradit ional ly hierarchical society. Pos itions of power and 

substance are no longer necessari ly preserved for the social ly  privileged or the 

ideo logical ly  pure but increasingly for the 'expert ' as well (Dawson, 1 98 1 ;  Gamberg, 

1 977) .  However, among the rural communities, particularly in western China, the 

poor and the girls st i l l  do not have equal access to these opportunities (Bartels & 

Eppley, 1 995) .  The manner and extent to which the current study'S students have 

drunk from this wel l  may be revealed in their expressed learner identity. 

The Teacher 

A second principle of Connlcianism is the high esteem held for those who are 

learned ( Dawson, 1 98 1 ) . H istorical ly, the school  was centred not on the institution 

but on the teacher. "Students were always perfect ly wi l ling to travel great distances 

to seek acceptance by a renowned scholar. Stories are plent iful depicting the painful 

efforts made by discip les in order to be accepted by a distinguished teacher" ( Lee, 

1 985 ,  p. 1 4) .  The primary ro le of the teacher was to be a moral example ( Dawson, 

1 98 1 ) . Today, the teacher retains high status ( Lee, 1 996) within a hierarchical 

structure ( B iggs & Watkins, 1 996) . He or she is seen as a storehouse of knowledge 

( Ho et ai., 200 1 b) with an authority that is not to be questioned (Flowerdew, 1 998) .  
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Students, including those in this study, are taught to have great respect for their 

teachers (Wang & Mao, 1 996) . 

While Confucianism has resulted in teachers being highly valued, Ho et a1. 

bel ieve the flipside of this respect is observed in authoritarianism. They see this 

particularly in the authoritarian moralism of the teachers (Ho et aI . ,  200 I b) . Other 

issues potential ly arise from power issues associated with authoritarianism. The 

claimed passivity or docil ity of the Chinese students' behaviour may result from the 

" . . .  power distance some students expect between themselves and their instructor" 

(Tweed & Lehman, 2002) .  In the West, critical reflection and creative thinking are 

encouraged at all stages of learning; however, in Chinese educat ion it may come only 

at the end of the education process. The emphasis tends to fal l  on receiving, 

understanding, and applying the body of knowledge as the teacher understands and 

delivers it. Ho et aI . , however, question the validity of the claim that all Chinese 

teachers are highly respected. They believe that the observable respect is often an 

external display that may be matched by an intense inner defiance (Ho et aI . , 200 t b) .  

How students in  this research project negotiate around a distinctively different 

teacher profi le in the West may be significant to their adjustment process. 

The Moral Dimension 

As a corol lary to the opportunities of advancement provided by education and 

the status of the teacher, a third effect of Confucian education is its role as a moral 

change agent. Confucius strongly bel ieved that education transforms l ives. He 

famously said, regarding education ' s  influence on a person's l ife :  "By nature near 

together; by practice far apart" ( Analects 1 7 .2 ;  as cited in Dawson, 1 98 1 ,  p. 43) .  Hu 

and Grove state that, "The objectives [of Chinese education] are moral and normative 

to transform the young into people with a highly developed social conscience and to 

inculcate in them the code for living already accepted by their e lders" ( 1 99 1 ,  p. 78 ;  

also Ho et  aI. , 200 1 ). This emphasis on change within well-defmed cultural and 

moral borders is reflected in the place g iven to behavioural reform in Chinese 

education (Tweed & Lehman, 2002). 
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However, the behavioural emphasis on moral change may a lso have 

unconstructive undertones. The pragmatism of Chinese educat ion that requires and 

expects moral change can lead to instrumental ism. The Chinese love of learning 

may be more directed, as noted above, at the outcomes rather than the process. Shen 

( 200 1 )  raises concerns about the force of education not being education per se but a 

means to a 'way' or a predetermined phi losophy to govern a l l  l ife .  He sees this 

instrumentalism as being a critical negative factor in Chinese education. It can be 

argued that, as in Confucian education, in China today: "The training of talent loyal 

to the government remains a fundamental principle of the offic ia l  . . .  education" 

( Shen, 200 I ,  p.  3 ) .  The students who participated in this study needed to react to a 

Western education large ly separated from its moral underpinnings ( if not its 

conventions). The students' firmly enculcated moral boundaries may affect the 

students '  learning and their learning identities forged in China as they encounter the 

more laissez-faire morality of the West . 

The Efficacy of Effort 

A fourth element of Confucianism is the value and efficacy of effort. 

Phi losophica l ly, Confucianism is divided between human nature being inherent ly 

good, fol lowing Confucius and Mencius, or inherent ly bad, fo l lowing Xunzi ( Lee, 

1 996, p. 29). However, pragmat ica l ly, both camps firmly bel ieve in the perfectibi l ity 

and educatabi l ity of the person. It behoves the individual to make the effort that wil l  

lead to change. The abi l ity to change is not based, as it  often seems to be in the 

West, on ' fixed' traits such as a person ' s  measure of intel l igence or aptitude, but on 

control lable variables (Tweed & Lehman, 2002) .  Effort is even seen as a means by 

which abil ity itself  can change (Tweed & Lehman; B iggs & Watkins, 1 996) . 

The belief in the value of effort has practical outcomes in the Chinese learners' 

approach to learning. Effort factors such as level of focus, study and strategy ski lls, 

and motivation levels are seen as the primary determinants of achievement. I f  

students bel ieve that achievement and success are direct ly related to effort, then they 

wi l l  have greater focus in their efforts, believing that they can achieve if they want to 

( Lee, 1 996). The use of study and strategy ski lls, such as cue seeking, wi l l  enhance 

abil it ies to prepare for assessments ( B iggs, 1 996). If effort is held as a significant 
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factor, then the student will motivationally benefit whether they succeed or fai l .  

Failure wil l  encourage further effort; success wil l  tend to enhance achievement 

mot ivat ion further (McInerney, 1 998) .  Leung ( 1 995) says that the traditional 

Chinese attitude toward study is that it is a hardship and that diligence and 

perseverance lead to success. Hard work is the key. Lee comments ( 1 996, p. 32) :  

. . .  human perfectibi l ity, learning, rationality, effort, and wi l l  power are 
discussed in the Confucian tradition in c lose relations. They are so 
c losely related that they are sometimes inseparable. This disc loses how 
Eastern learners view education, and explains why effort is seen to be so 
important in the process of human perfectibil ity. 

Despite many virtues, the ethic of effort can also have a deleterious effect . 

Students may be encouraged to dil igent ly app ly effort when the task may be a 

mismatch for abi l it ies and interests. In the light of fai lure a student may redouble his 

or her efforts but with no guarantee of any more success. There is enormous 

pressure to succeed and many students have to study very hard in order to do so ( Ho 

et aI. , 200 l a). The stress can create intel lectual burnout and, in some cases, it can 

lead to self-harm ( Ho et aI . ,  200 1 a; see also B iggs, 1 996). The Mainland Chinese 

students in this project may find their belief in effort ' s  efficacy sorely tested, 

especial ly in the initial period. 

One other aspect of valuing effoli has been the different iat ion between 'mode l '  

students at ' key' inst itutions versus disaffected students at non-key institutes 

( Dooley, 200 1 ) . By 2006 the Chinese government had selected 1 06 universit ies, 

which wil l ,  according to the People 's  Daily, " . . .  take on the responsibi l ity of training 

4/5 of doctoral students, 2/3 of graduate students, 1 /2 of students abroad and 1 13 of 

undergraduates. They offer 85 percent of the State's key subjects; hold 96 percent of 

the State's key laboratories; and util ize 70 percent of scient ific research funding" 

(Online, 2009, September 4). Students who can perform to the specified level are 

p laced in these key universities and this almost guarantees the students the desired 

rewards from education. For those students who only gain access to the lower level 

of the dual tertiary system their chance of educational, social, and famil ial  

advancement is significant ly impaired ( Dooley, 200 I ) . Those students who need to 

pursue vocational education are even further disadvantaged (Gao, 2006). 
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Societal Harmony 

A fifth principle of Confucianism is the role of education in creating a 

harmonious society. As already noted, education is seen as the prime means of self­

cultivation or personal improvement. Yet, education is the major vehicle for the 

development of society ( Lee, 1 996) . This enhancement is focused on two major 

aspects: first, the bettennent of the fami ly and, second, the harmony of  society at 

large. Sal i l i  writes ( 1 996, p. 99): 

In the Chinese cultural context, achievement orientation is based firmly 
on collectivistic values rather than individualistic ones. This can have a 
highly motivating effect on Chinese students because success and fai lure 
in a collectivist culture affect not just oneself (as in Western cultures) but 
the who le fami ly or group. 

Success in education brings both honour and advancement to the family. 

The collectivist nature of the Chinese society also leads to a strong link 

between education and wider societal harmony. The Confucian goal for society, the 

Golden Mean, " . . .  is universal order and harmony under the rule of the perfect sage" 

(Smith, 1 993 , p. 60). Shen (200 1 ,  p. 3) writes: 

. . .  Confucius ' purpose of  education focused more on social rather than 
individual development. The moral values he advocated were u ltimately  
related to governing and regulating social re lationships. Confucius 
depicted a developmental path for his students - to achieve self­
cultivation first, then fami ly harmony, then good order in the state, and 
finally peace in the empire. 

The strong desire for social harmony feeds back into the education of the 

individual. F lowerdew ( 1 998) sees this p layed out in the strong desire for 

cooperation, the preservat ion of face, and the need for self-effacement. I n  response 

to these societal values, C hinese students tend to have a humble v iew of who they are 

and what they do. A l l  aspects of Chinese society, including the classroom, are based 

on cooperative groups. F lowerdew (as c ited in 1 998, p. 324) notes Nelson's 

understanding that " . . .  students learn through cooperation, by working for the 

common good, by supporting each other, and by not e levating themselves above 

others" ( 1 995, p.  6) .  However, in the West diversity is valued much more highly 

than harmony and the students in this study may encounter situations where their 

perception of cooperation, view of identity, and understanding of role may be 

chal lenged. 
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There may also be unhelpful impl ications from education's goal of producing a 

harmonious society. Chinese education has tradit ional ly emphasised the individual 

fitting into the broader way of society. Thus, the purpose of self-cult ivation was not 

so much for the development of the individual but for society as a who le and the 

chi ld can be directed along a developmental path that best suits society's demands 

(Wang & Mao, 1 996) . Ho et al. see that in Confucianism, "the teacher/student 

relat ionship is modelled after the father-son relationship . . .  [and that, thereby,] ' "  the 

definition of the teacher/student relationship is marked by its imperative nature: 

pervasive, stringent, and intolerant of deviation" (200 1 a, p.  4 1 ) . Wang and Mao add: 

" In  fact if the individual ' s  needs, wills and benefits are always denied and the 

development of the individual personal ity is overlooked from early years, then 

individuals lose the init iative and creativity that is necessary for the future of the 

nation" ( 1 996, p.  1 45) .  

The legacy of Confucianism to Chinese learning influences al l  aspects of 

individual, fami ly, and social l ife. The value of this legacy is  the subject of debate, 

as has been seen. Likewise, Western education philosophy and practice of education 

can be examined and shown to have a range of e lements, processes, and outcomes 

which are subject to debate. The purpose of highlighting these points is not to 

derogate Chinese education as a deficit model in comparison to Western education 

contexts. However, this study does argue that there are fundamental differences 

between the education system within China and the system Mainland Chinese 

students encounter in the West . 

An awareness of the Chinese educational context creates an understanding of 

how the learner identity of the students who part icipated in this study was shaped. It 

may also flag areas where tensions between culturally influenced academic 

paradigms may be expected to be found. The love of learning, the role of the 

teacher, the moral dimension, the efficacy of effort, and the need for societal 

harmony flow into who the students are as learners. These influences were used as a 

frame for understanding the different dimensions of identity held by these students in 

the study. The e lement of cultural difference, and the effect of that dissimilarity, is 

the focus of the next section of this literature review. 
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C ROSS-CU LTURA L  ADAPTATION AND THE C HI N ESE LEARN E R  

This second section of  the literature review looks at three major theoretical 

approaches to the cross-cultural adaptation process (Ward et ai, 200 1 ) . They are : 

stress, adaptation and growth; culture learning; and social identification, and these, 

respectively, relate primarily to the affective, behavioural, and cognit ive dimensions. 

Each of these theories has been described and evaluated to detennine the wide­

ranging factors that come into p lay when students cross educational cultures. W ithin 

each of these approaches the implications for the Mainland Chinese student in New 

Zealand are drawn out .  

This study draws on  Lustig and Koester's defmition of  culture. They (2005, p .  

25)  have defined culture as, "a  learned set of shared interpretations about beliefs, 

values, norms, and social practices, which affect the behaviours of a relat ively large 

group of people." This definition highlights: flfSt, that culture is learned; second, to 

be culture it must be something which is shared with a group of people; and third, it 

is ho list ic in nature as it impacts on every part of the individual 's  and group's l ife 

and l ifestyle(s). The phrase "relatively large" is somewhat debateable. However, in 

the context of the largely Han Chinese population of Mainland China (92%) it is 

appropriate in this research's context . 

This research invest igated the cross-cultural contact between Mainland Chinese 

students and the New Zealand academic micro-culture. Ward et a1. (200 1 )  note that 

cross-cultural exchange can be of two types: intra-societal, that is contact between 

cultures within a mult i-cultural society, and cross-cultural, that is contact between 

different societies that may take p lace for a number of reasons. This study focuses 

on the second of these. In beginning to look at the effect of cross-cultural adaptation 

it is helpful to consider Kim's (200 1 )  diagram (see F igure 2 . 1 ) . This provides a 

framework for various tenns associated with this concept and for this project. 

Enculturation is the learning of the 'home '  culture. Kim (200 I ,  p.  46), in 

reference to how culture is learned, says, "The unwritten task of every cultural 

environment is to organise, integrate, and maintain the psycho logical patterns of the 

indiv idual primarily in the formative years of chi ldhood. . . .  Enculturation forms the 

cognit ive, affective and behavioural responses of the individual and society." She 



Cross-Cultural Educational Adjustment 2 1  

goes on to add that initial cultural imprinting is largely unconscious (p.  48). The 

enculturation process is a key to understanding the chal lenges to, and shifts in, 

learning processes and identity that Mainland Chinese students face when crossing 

educational and cultural boundaries. 

Enculturation 

\. ..... _-...... .------) Y 
Cultural 

Adaptation 

Deculturation 

Assimilation 

Acculturation 

�-------------- ----------� -V-
Cross-Cultural 

Adaptation 

Figure 2. 1 :  Relat ionship of terms associated with adaptation (Kim, 200 1 ,  p.  53)  

When a person, for example a Main land Chinese student, who has been 

socialised within their home culture has contact with another culture then, according 

to Kim, a twofo ld process occurs. The person not only learns about the 'host '  

culture, termed acculturation, but also needs to  deconstruct aspects of his or  her 

' home' culture, termed deculturation. The disequil ibrium caused by the 

deculturation and acculturation processes is resolved, again according to Kim, by 

assimi lation. Kim believes, controversial ly, that assimilat ion, whereby the person is 

ful ly encu Iturated within the host culture, is the ' ideal '  goal of cross-cultural 

adaptation. 

However, Kim's  goal of assimi lation is not universally agreed on and others 

( for example, Lust ig & Koester, 2005;  Ward et aI. , 200 1 )  see a range of potential 

outcomes. These effects are largely determined by the response to two paradigmatic 

questions: How much do r want to retain of my home cultural identity? How much 

do I want to relate to the host culture? These key concepts come from Berry's  

understanding of the primary components of acculturation ( 1 974, 1 984a; as c ited in 

Ward et aI . , 200 1 ) . The fol lowing table (2. 1 )  indicates the outcomes. 
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Table 2 . 1 :  

Potential outcomes 0/ cross-cultural adaptation (adapted/rom Lustig & Koester, 
2005, p. 1 66) 

Desire to relate to 
other groups 

Yes 

N o  

Desire to retain cultural identity 

Yes No 

I ntegration Ass i m i lati on 

Separation M a rgi nal isat ion 

The meanings of these terms are defmed by the responses to the two 

statements .  For example, the difference between integration and assimilation is that, 

while in both cases a person wishes to relate to other cultural groups, with integration 

the person wishes to retain his or her 'home' culture identity while with assimi lation 

the person may be prepared to lose part of his or her cultural identity in order to fit 

in. Those who desire integration as the outcome of cross-cultural adaptation wish to 

partic ipate and relate in a multi-cultural context . As wel l  as being able to dist inguish 

categories of responses to adaptation it is also important to note that this imp lies that 

the experiences of individuals wil l  also be variable, if not 'unique ' .  Cross-cultural 

contact is a multi-faceted experience with a wide variety of factors (see, for example, 

Neuliep, 2003; Kim, 200 1 ;  Ward et aI . ,  200 1 )  which impacts on individuals, even 

those from the same culture, in different ways ( Lustig & Koester, 2005) .  

Having defmed some of the relevant major tenus, next various theoretical 

approaches are examined under the dimension that these approaches represent. Ward 

et al. ' s  (200 1 )  view of the component e lements has been summarised using the table 

below (2 .2) .  These approaches are: the affect ive dimension with the stress, 

adaptation and growth approach; the behavioural dimension with the culture learning 

approach; and the cognitive d imension with social ident ification theory. First, these 

different approaches to cross-cu ltural adaptation are brought together in order to see 

how they relate and form the bigger p icture of this complex process. 
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Table 2 .2 :  

Affective, behavioural, & cognitive elements of cross-cultural adaptation 
(summarised/rom Ward et al. 's, 2001, pp. 2 7QIJ) 

Dimensions 

Outcomes 

Theory 

Responses 

Interventions 

Affective 

Psychologica l 

Stress, a d a ptati on, & 
growth theories 

Confusion 

Anxi ety 

Bewilderment 

Perplexity 

Disorie ntation 

Suspicion 

Des ire to flee 

Persona l & 
i nterpersona l  

resou rces 

Behavioural 

Soci o logical  

Cu ltu re learn i ng 

theory 

Difficulty i n  i n itiating 

& m a i ntain ing 

relat ions h i ps 

U nd e rach ieve 

p rofessiona l ly & 
persona l ly  

Acq u i re bas ic  soci a l  

s k i l l s  

Lea rn a bout the 

society 

Synthesising Cross-Cultural Adaptation 

Cognitive 

I m pacts affective & 
behavioura l  

outcomes 

Socia l identification 

theory 

Remain 

monocu ltura l  

o r  

B e  assi m i l ated 

or 

Become 

m u lticultura l  

or 

Be m a rgina / ised 

Sensitivity tra i n i ng 

The relat ionships between the affective, behavioural,  and cognitive outcomes 

of cross-cultural adaptation are comp lex. They include mult ip le variables which may 

inter-relate with each other and some may change, dependent on the type of adaptee 

subgroup being investigated, for example, an immigrant compared to an international 

student. However, Cui, van den Berg, and J iang ( 1 998) propose that : " . . .  it is the 

integrat ion of cognit ive, affective and behavioural sub-processes that enable 

sojourners to become fully engaged with the host people." They went on to 

empirical ly test this relationship using structural equations based on an approach 

proposed by Kim ( 1 989, 1 988 ;  as c ited in Cui et aI . ,  1 998) .  While they found that 

this produced a good ' fit '  that enabled them to describe the cross-cultural change 

processes of the people in their sample, they also concluded that it needed to be more 

comprehensive and include a wider range of variables. 
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Ward et al .  (200 I ), on a more theoretical level, proposed the ABC (Affect ive, 

Behavioural, Cognitive) approach to cross-cultural adaptation. However, they have 

continued to use 'cu lture shock ' ,  due to its popular cognisance, to name the wider 

area of cross-cultural adaptation. In this approach the effect represents what can be 

the disorientating change associated with adaptation. The person deals with these 

emotional shock waves by drawing on their personal character and experient ial 

resources as well as drawing on the support of significant others. The degree to 

which they are successful in doing so will affect their psycho logical well-being. 

S imilarly, in the behavioural dimension the person is required to learn a set of  

behaviours that wi l l  a l low a functional fit with the host culture. The heart to  learning 

these behaviours is the degree of communication or social competence the adaptee 

attains to, both verbal ly and non-verbal ly, so that they have the requisite sociological 

skills to function in the new environment. The cognit ive e lement is the most 

complex of al l .  Rather than having a set outcome of its own Ward et al. (200 I ,  p .  

273)  see that the " . . .  intrapersonal, interpersonal and intergroup cognit ions may 

u lt imately manifest themselves in affective and behavioural domains." That is, the 

cognit ion outcomes impact on the affect and behaviour processes. However, Kim 

(200 1 ), coming from an assimilationist viewpoint, argues that an intercultural 

identity, which is understood to be a function of cognitive processes, is a separate 

and third outcome from the cross-cultural adaptation process. 

Ward et al. (200 1 )  have sought to describe this by way ofa diagram shown 

below (F igure 2 .2) .  The nexus of the diagram is the meeting point of the 

psycho logical adjustment and the sociological adaptation. Ward et al. do not state 

what this is tenned but presumably it represents the degree of cross-cultural 

adaptation acquired by the adaptee. As these approaches are examined, the 

implications for Mainland Chinese international students of the variables of the 

cross-cultural adaptation processes that feed into the ABC elements are considered. 

International students are nonnally treated as a distinct sub-category of cross­

cultural adaptees tenned sojourners, which according to Ward et al. (200 1 )  also 

includes business people, members of the armed forces, aid workers, and 

missionaries. Usual ly their stay in the new context is vo luntary in nature and lasts 

from six months to five years. As M ainland Chinese international students face 
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s ignificant change, a wide variety of variables come into p lay and interplay. Due to 

this complexity they defy easy categorisation as directly attributable causal factors 

for the three ABC outcomes. However, the home cu lture societal variables and host 

culture societal variables have been discussed under the affective outcomes. The 

situational and social/communicative competence variables have been discussed 

under the behavioural outcomes and the personal variables have been discussed 

under the cognitive outcomes . This d iscussion wil l  centre on the educational 

adjustment factors that are the focus of this research. 

AFFECT: BEHAVIOU R :  
Stress & coping Cu lture learn ing 

theories theories 

Processes Affective Behavioural Processes 

involved in outcomes: outcomes: involved in 

help ing with 
--+ 

Psychological 
+-+ 

Sociological 
+- acquiring 

cultural change adjustment adaptation  
specific sk i l l s  

Cognitive outcomes: 

Cultural identity & 
intergroup perceptions 

J 
Processes involved in  

developing, changing, & 
maintaining 

identity 

I 
COG N ITIONS: 

Socia l  identification  

theories 

Figure 2.2: The ABC Approach of 'culture shock' (Ward et a I . ,  200 1 ,  p. 275)  

Affective Dimensions of Cros,s-Cu ltural Adaptation 

Approach Description: Stress-Adaptation-Growth 

The term most commonly associated with the affective outcomes of cross­

cultural adaptation is ' cu lture shock. '  Kalvero Oberg ( 1 960; as cited in Lustig & 
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Koester, 2005) frrst coined this phrase to describe the negative consequences that 

may arise from cross-cultural contact. Ting-Toomey and Chung (2005, p. 1 1 6) 

describe culture shock as " . . .  a stressful transit ional period when individuals move 

from a fami l iar environment into an unfamil iar one. In this unfamiliar environment, 

the individual 's  ident ity appears to be stripped of a l l  protection. Previously fami l iar 

cues and scripts are suddenly inoperable in the new cultural setting." Its effect may 

last up to one year in length (Neuliep, 2003) .  It is also understood to impact on both 

short-term and long-term sojourners. Neul iep (2003 , p. 434) says, " . . .  one should 

accept the fact that virtually al l  atypical problems that occur during acculturation are 

caused by or exacerbated by culture shock. " 

This approach is associated with what has become popularly known as the U­

curve. The 'U '  describes the down-and-up process the individual goes through when 

adapting to another culture. There is init ial ly stress, fol lowed by a period of 

adaptation that can lead to growth; hence the stress-adaptation-growth approach. I t  is  

mostly described in terms of a four point curve. More recently, the U -curve has been 

extended to a W-curve (see Figure 2 .3 )  to depict the re-entry of the person into their 

home culture. The focus of this research is on the 'U'  portion of this graph. Others, 

such as Butcher (2002), have described the re-entry aspect of the adaptation process 

for Asian international students returning home. The frrst four stages (A to D) have 

been given a variety of terms by researchers. Ting-Toomey and Chung (2005), for 

example, describe (see Table 2 .3  below) each of these stages with their defining 

characterist ics. 

The notion of culture shock has popular appeal ( Ward et aI., 200 1 )  because of 

its simp l ic ity and abi l ity to describe what does happen in the lives of some people. 

However, culture shock is only one part of the process. F igure 2.3 and Table 2 . 3  

(below) portray the overall progression of the stress-adaptation-growth process ( Kim, 

200 1 ). Ward et al. (200 1 )  notes that the term 'cu lture shock' is increasingly be ing 

replaced by acculturation or adaptation to help incorporate the greater diversity of the 

process. The characteristics that Ting-Toomey and Chung l ist (F igure 2 .3 )  highlight 

something of the variety of effects that adaptation may have on the individual .  
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High Adjustment 

Mid 

Low Time � 

Key: A H oneymoon Stage E Ambiva l ence Stage 

B H osti l ity Stage F Reentry Cu lture Shock Stage 

C H u morous Stage G Re-socia l i sation Stage 

D I n-Sync Stage 

Figure 2. 3: W-curve adjustment approach (Ting-Toomey & Chung, 2005, p. 1 27)  

Seeing culture shock as part of the wider stress-adaptation-growth approach 

places it within a more ho listic and "more dynamic and process-oriented" context 

(Ward et a I . ,  200 I ,  p. 97). Ting-Toomey and Chung (2005) note the overal l  

emphasis on growth, focus on human adaptabi l ity, encouragement to be open and 

flexible, and the support it gives the individual to stretch his or her boundaries. The 

outcome of the approach, as seen in F igure 2 .3  and Table 2 .3 ,  is that the person in the 

adjustment stage may be able to move to a new stage of personal growth. The 

individual feels more in-step with the host culture and is able to be bi-cultural in 

outlook, affect, and behaviour. 

Table 2 . 3 :  

Stages oIcultural adaptation (Neuliep, 2003, pp. 43 If) 

Stage 1: Stage 2: Stage 3: Stage 4: 
TOURIST PHASE CULT RE SHOCK ADJ USTMENT ADAPTATION 

I nterest i n  culture Confusion P roblem solvi ng B icu ltura l  ide ntity 

Ho neymoon Fru �;tration sk i l l s  Constructive 

Positive reaction to P reoccupied with Confl ict resolution responses 

stress clea n l i ness Appreciation of Sta b le  a d a ptations 

E u phoria Lack of control host cu Itu re Personal  growth 

P hotogra phs  Fa tigue I ntercu ltural  

Stres!;/a nxiety 
relation s h i ps 

Depression 

Pa l'a noia 
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Approach Evaluation 

Culture shock helps us to understand the affective dimension Mainland 

Chinese student experience when they cross cultures. It would be expected, from the 

above approach description, that these students for up to one year may face 

s ignificant confusion, frustration, depression, lack of control and other symptoms of 

culture shock. Initial descriptions of this approach largely focused on culture shock' s  

negative dimensions ( Pedersen, 1 995) and its psycho logical basis ( Ward e t  al. , 200 1 ). 

However, the students may also, through the adaptation process, grow in terms of 

identity, cultural awareness, and broader relat ionships. Pedersen bel ieves that until 

recently l itt le prominence was given to the competencies and strengths gained from 

difficult culture shock experiences ( 1 995) .  

Lustig and Koester (2005) claim that the U- and W-curves do not adequately 

describe the process. While they agree that it can describe the reactions of those 

adverse ly affected by culture shock, it presents an essentialist dep iction of the cross­

cultural adaptation process. Ho ll iday, Hyde, and Kul lman (2004, p .  2) defme 

essential ist as " . . .  presuming that there is a universal essence, homogeneity and unity 

in a particular culture." S imi larly, this approach lends itse lf to being understood as a 

prescriptive process everyone experiences when undergoing this type of adjustment. 

However, it may be unhelpful  to expect all Mainland Chinese students to experience 

the same process and degree of culture shock. 

Lustig and Koester (2005, p.  1 64) argue that " . . .  no single pattern can be said to 

characterise the typical adaptation process." Kealey ( 1 989)  indicated that the U­

curve was only applicable for 1 0% of the people in his sample. The major groups 

within the project reported high satisfact ion throughout (30%) or init ia l  low 

satisfaction that steadily increased over time (35%). However, Kealey's study 

population was a group of over 250 Canadian technical advisers going to developing 

countries. Whi le this may abrogate using these results to attribute to Mainland 

Chinese students, it does reinforce the awareness that there can be a d iverse range of 

responses to entering and adjusting to a different culture. 

The stress-adaptation-growth approach does not deal with two major issues. 

First, Ting-Toomey and Chung note (2003, p .  l 33) that it does not, because of  the 
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general nature of the approach, do justice to the complexity of  the factors and the 

range of outcomes associated with cross-cultural adaptation. Second, Ward et at. 

(200 1 )  believe, that the evident ial base for this approach is weak, particularly around 

its theoretical foundation. They would also argue that this approach only focuses on 

the emotional effect of cross-cu ltural adaptation, which needs balancing with the 

behavioural and cognit ive dimensions of this process. To help understand the 

situation of Main land Chinese students ,  the complexity of the operative variables 

need to be better and more complete ly understood and a theoretical understanding of  

their adaptation process needs to  be  developed that authent ical ly depicts the 

adjustment in a ho listic manner. 

Implications for the Mainland Chinese Learner 

The affect ive dimensions of cross-cultural adaptation are possibly the most 

evident response to the c lash of cu ltures. The implications for the Mainland Chinese 

learner are addressed under two major headings : home cu lture societal variables and 

host culture societal variables. Due to the dynamic interaction of these variables the 

process is also impacted by behavioural and cognit ive processes and outcomes. 

Home culture societa l  variab les. 

Ward et al. (200 I )  suggest four home societal variables. They are social, 

political, economic, and cultural factors . These are extensive areas and cannot be 

elaborated on at length other than to highl ight some issues that may cause difficulty 

for the Mainland Chinese student. These students arrive from a context which is 

significant ly d ifferent from New Zealand. Most of them come from a highly 

homogenous social framework where 92% of  al l  China's people are Han Chinese. 

Within this society there is a strong col lect ivist dimension meaning people wish to fit 

in and do not want to draw attention to themselves. This is related to a high power 

distance factor where people tend not to challenge authority and accept hierarchical 

authority patterns. 

They also have a long history which is marked by significant cultural and 

scientific highpoints. Political ly, they have had thousands of years of strong 
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authoritarian leadership. Economically, this has meant that the wealth has stayed in 

the hands of a few (Gamer, 2008) .  Despite the efforts of the Mao Zedong communist 

regime, the open ing of the door to more capita l ist forms of enterprise appears to be 

reinforcing this historical trend, although there are signs of a middle c lass emerging. 

Cultural ly, they have had a very long history of considered phi losophical thought, 

aesthetic achievements, and scient ific accomplishments. 

Host culture societal variables. 

Despite 'g loba l isation, ' when Mainland Chinese students come to New 

Zealand they may fmd marked differences in the host society. The differences found 

in the host culture may be a catalyst for the adjustment process these students face, 

which includes the academic adjustment that is the focus of this study. In re lation to 

the host societal variables, New Zealand is 'young ' in culture and history. Its 

Westminster parliamentary system fosters, to a large extent, free thinking and 

speech. While very much an economic minnow compared to China, New Zealand 

has the status of a developed country with large sections of its population living 

comfortably, a lbeit with some significant except ions. In many respects, New 

Zealand is perceived by New Zealanders to be " . . .  an egal itarian, fair and c lassless 

society" ( lp, Preface), which has fostered a mult i-cultural environment and has 

achieved s ignificant success at settl ing substant ial and diverse groups of immigrants 

and refugees. Many more things could be said, but these brief comments underline 

some of the marked differences between the home and the host societies. 

A longside these social, po litical, economic, and social differences there are 

other variables within the host society ( Kim, 200 1 ). The fLfSt is host receptivity, 

which is the degree to which the host populat ion welcomes the sojourner. Significant 

racial, cultural ,  and polit ical differences between the Mainland C hinese student and 

the dominant group of European-Pakeha students would suggest hesitancy in terms 

of receptivity (see Butcher, Spoonley, & Trlin 's  2006 paper on Being accepted: The 

experience of discrimination and social exclusion by immigrants and refugees in 

New Zealand) . While personal status levels such as being a student may be more 

cultural ly equivalent, the Mainland Chinese students may have more of  an e lite status 

within their own society. A further disjuncture arises for the students as they seek 
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work because the types of jobs they would aspire to may not always be within their 

reach within the host culture. 

While there are groups and organisations within New Zealand society who 

welcome these students, the overall tenor of that welcome within the wider society, 

according to these variables, may not be so warm. Neul iep (2003) suggests that 

where such resistance arises from the host community it may lead to stereotyping, 

discriminat ion, and racism. This is affirmed by King in his history of New Zealand. 

He said that " . . .  the group which suffered most from prejudice and misunderstanding 

was the Chinese " . " ( 2003 , p.  369; see also rp, 2003) .  King adds that the increase of 

Asian immigrants in the 1 990s to New Zealand has "" . reactivated anti-Asian 

prejudice . . .  " (p. 506) . 

Host conformity, the second variable, places pressure on the student to adopt 

the patterns of the host culture. If this is resisted by the student, then it may lead to 

intolerance and prejudice from the host nationals ( Kim, 200 1 ; Ward et ai . ,  200 1 ) . In 

a multi-cultural society such as New Zealand the pressure for a Chinese student to 

confonn is weaker, a lthough Kim argues it is never completely absent, even if it i s  

not official. Kim claims, in her 2 1  theorems of cross-cultural adaptation, that host 

receptivity and host conformity can also create posit ive outcomes. When they are 

greater it increases the students' host communicative competence while lessening 

their re l iance on the host community's co-ethnic group. However, this may have a 

confl icted relationship with the students' attachment to their ethnic group. 

The third factor, ethnic group strength, refers to the degree to which the ethnic 

group of the sojourner in the host country either inhibits or fosters cross-cultural 

adaptation. The nature and influence of the reliance on co-ethnic groups may 

produce two contrasting standpoints (Cui et aI . , 1 998) .  On one hand, due to initial 

language difficulties students may want to foster relat ionships within, and are subj ect 

to peer-pressure to remain with, their co-ethnic group (Ying, 2002) .  Networking in 

this manner has positive benefits for the student as these relat ionships "" . nurture a 

continued sense of self, a feel ing of belonging, and the continuat ion of  cultural 

values" (Ying, p.  48) .  Reynolds and Constantine (2007) indicate that, in addition, it 

may enhance their longer term career aspirations by building their vocational identity 

thereby increasing their confidence and ambit ions. 
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On the other hand, l imited host country relationships may lead to adaptation 

problems (Campbel l  & Zheng, 2006). Spencer-Oatey and X iong (2006) reviewed a 

range of studies that indicated forming host relationships leads to fewer social 

difficulties, enhanced communication ski lls, and less psychological difficult ies (also 

Ward & Masgoret, 2004) . Research by Cui et al. ( 1 998) suggested that ethnic group 

reliance has, at best, neutral or negative impacts on cross-cultural adaptation. 

Spencer-Oatey and X iong conclude that students may be pragmatic about their 

relationships using " . . .  local students for help with language and academic 

difficulties, but co-nationals for emotional support" (p. 39). In addition, this may 

change over t ime. As the students develop social/communicative competence they 

may become more confident and increasingly able to foster host country friendships. 

Behavioural Dimensions of Cross-Cultu ral  Adaptation 

Approach Description: Culture Learning 

Whereas the stress-adaptation-growth approach emphasised the affective 

dimension, the culture learning approach underlines the behavioural dimensions 

associated with cross-cultural adaptation. Culture learning h ighlights the skil ls and 

resources that a person may need to adapt appropriately to a new cultural context. 

Kim terms this social competence or efficacy (200 1 ) . Its focus is communicative 

competence ; that is, the ability to relate, verbally and non-verbally, in the host 

culture. With respect to communication effectiveness, Ward et al. (200 1 )  see the 

importance of expectations and values. They e laborate by saying: 

Accurate expectations may faci l itate the development of culture­
specific skil ls, promote more satisfying and effective intercultural 
encounters, and lead to successful sociocultural adaptation. Value 
differences, however, are indicative of cultural distance and are likely 
to be associated with more sociocultural difficulties (p. 49). 

Kim (200 I ,  p .  72) agrees that: "Communication lies at the heart of cross­

cultural adaptation ." The individual, on arriving in a cross-cultural context, needs to 

develop the social and communication ski l ls that allow them to interact in that 

environment . Kim' s approach highlights the interplay of factors that influence cross­

cultural adaptation when communication is at the centre of the process. It focuses on 
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the core issue, that is, host communication competence. She describes this key term 

as comprising the " . . .  capabilities by which individuals organise themselves in and 

with their sociocultural mi l ieu. "  She equates this term with ' social competence' and 

together this fits the behavioural dimension of this approach. 

Communication is either personal ( intrapersonal) or social ( interpersonal). As 

people come to a new context bringing their predisposit ional factors and interact with 

the new environment, they retain communicat ion linkages with the ethnic (or home) 

culture and relate with the host culture. In each of these cultures the relative effect of 

host and ethnic interpersonal and mass ( largely media) communications have a 

dynamic influence on the person ' s  communicative capacity, that is, their ability to be 

socially competent within, or to ' fit '  in, the host culture context. Overall ,  the higher 

the host social competence, then the greater the eventual intercultural transformation. 

The inabi l ity to fit leads to adaptive stress. Ward et al. (200 I ,  p .  69) believes 

that "the distress that many culture travelers experience is largely due to their lacking 

the social and behavioural ski l ls  of  the new society. This creates barriers to effective 

communication between visitors and hosts and sows the seeds for a vicious circle of 

misunderstanding, frict ion and hosti l ity." As the individual learns the necessary 

skil ls to function well in this society the degree of social difficulty aris ing from the 

adjustment is lessened. These ski l ls include, according to Ward et aI. , culture­

specific knowledge, language fluency, degree of contact with host nationals, and the 

length of time within the host culture . 

In  addition, the adaptat ion, like the previous approach, fo llows a learning 

curve, with the steepness of the curve leveling off toward the end of the first year. 

The purpose of the individual entering the country is also important, with those 

desiring to settle or planning a long-term stay apparently having less difficulty than 

those who will be res ident in the culture for a shorter period. Lastly, research resu lts 

suggest " . . .  that cultural and ethnic simi larity is general ly associated with fewer 

sociocultural difficult ies" ( Ward et aI. , 200 1 ,  p. 67f; as with Kim, 200 1 ) . 
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Approach Evaluation 

The culture learning approach is much more complex than stress-adaptation­

growth. It  seeks to name and determine the influence of a much wider range of 

variables. Therefore, it develops a c loser approximation to the experience of, say, a 

Mainland Chinese student adapting to a new educational context. However, the 

increased complexity means it does not have the simplicity and clarity of the 

previous approach. Nevertheless, the complexity of this approach is more helpful as 

it moves away from the 'what happens' of the U- and W-curves and focuses on the 

'why it happens. ' That is, a movement from the descriptive to the explanatory. It  is 

this type of analysis that this research has sought to emulate. The aim of this study is 

to determine a theory which enables a substantive understanding of the adjustment 

Chinese students make when changing education contexts. In doing so the theory 

needs to have an abi l ity to explain the process and not simp ly to describe it .  

Kim (200 1 )  bel ieves that the growth caused by the adaptation process leads to 

the individua l ' s  identity being linked to true humanity. She terms this the 

universalising influence on human identity that results from ever broadening cross­

cultural awareness. Rather than the fractured and factional ised ident ity of a 

particular cultural ident ification she hopes for a greater awareness and understanding 

of our greater humanity. This is why she presents the goal of adaptation as 

assimilat ion. This movement to, what she terms, "intercultural personhood ' "  

depicts personal characterist ics that transcend any particular cu ltural group" (p .  1 96). 

Kim's concept of intercu ltural personhood (200 1 ,  p. 1 93ft) focuses on an 

"" . expanded psycho logical orientation beyond national and ethnic boundaries, but it 

does not emphasise numerous subcultural groups within society." Interestingly, she 

connects this conceptual isat ion to the "spiritual traditions of the Eastern cultures," 

making reference to Buddhism and Tao ism. Not all advocates of intercultural 

adjustment theories wou ld endorse Kim's phi losophical approach or its corollary, the 

goal of assimi lat ion. They could, by way of example, endorse a mult i -cultural and 

integrative dimension of personal identity or an ontological one, where humanity is, 

ideal ly, revital ising an inherent but besmirched original universal ident ity. 
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I t  is questionable whether the Mainland Chinese student is engaged by this 

debate. These students may not have the length of stay within the host country, or 

the desire, to either assimi late or integrate into the culture. Their decision-making 

may be more pragmatically centred on surviving. Indeed, even if there is change, to 

what extent is this pragmatic and to what extent is it transformative, in the sense of 

causing significant and personal change? Therefore, changes in social competency 

that students develop during their time of study may be more a means to the end goal 

of academic success than a deep leve l change. 

Implications for the Mainland Chinese Learner 

In referencing cu lture learning to the implications this may have for Mainland 

Chinese students, the sociaVcommunicat ive competence and situat ional variables 

associated with cross-cultural adaptation have been considered at this point. These 

variables are also interlinked to other predisposit ional and environmental factors 

associated with the adjustment process. 

Social/communicative competence variable. 

The sociaVcommunicative competence variable looked at in this sect ion is 

arguably the most important for cross-cultural adaptat ion. Kim ' s  version of the 

cu lture learning approach placed this competence at the heart of the adaptation 

process. Kim (200 1 )  divides sociaVcommunicat ive competence into the 

effect iveness of personal and social communication skil ls . Mainland Chinese 

students, like some other groups, often face a significant language ski l l  defic it. 

Certain ly, many students be lieve that inadequate language ski l ls are their biggest 

deficiency in adapting to the new context. Henderson, Milhouse, and Cao ( 1 993 ;  as 

cited in Ward et aI . ,  200 1 ,  p .  1 54) in their research on Asian students in the United 

States " . . .  found that the absence of adequate language skil ls, apparent in 97 per cent 

of their sample, was the most serious and frequent ly identified difficulty . . . .  " The 

abil ity to grow these ski l ls  may be inhibited by the init ial desire to shelter with co­

ethnics to avoid cu lture shock. 
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The results of inadequate social fit caused by inadequate communication ski l ls 

have been cited in many studies (e .g . ,  Campbel l  & Zheng, 2006; Berry & Wil l iams, 

2004; Swagler & El I is, 2003 ; Yeh & Inose, 2003) .  The Chinese language is 

s ignificantly different to E nglish (Swagler & E l l is) with its tone base construction, 

compared to English with it stress base and irregularity ( Berry & Wil l iams), resulting 

in E nglish being a difficult language to learn for the students .  Berry and Wi l l iams 

noted in their research that l istening and speaking were the greatest areas of 

d ifficulty. Poor language ski l ls  inhibit the students' desire and abil ity to make host 

culture contacts and friendships ( Ward et al . ,  200 1 ) . 

I t  also inhibits their academic performance (Yeh & lnose, 2003 ; Leung, 200 1 )  

as wel l  as potentia l ly  restricting career opportunit ies ( Reynolds & Constantine, 

2007). Yeh and Inose note (p.  1 6) that the influence on academic performance " . . .  

may be especial ly distressing for students who cannot express their academic abi l ity 

in E nglish wel l, because many of them have had high academic achievement in their 

home countries ." Ward et al. (200 1 )  say that lack of E nglish ski l ls can lead to 

psychological d ifficulties as wel l .  The social, academic, and psychological outcomes 

carry over into how the students perceive their identity within the new culture and 

l imit how others ' know' them. Ward et al. write that " . . .  some of the most s ignificant 

problems arise from the academic environment and that overseas students must 

engage in 'culture learning ' as wel l  as intellectual endeavours to achieve academic 

success" (p .  1 66). 

Ward et al. (200 1 ,  p.  I S6f) note that : "Although international students perceive 

their l imited language ski l ls as the most significant source of their academic 

problems, and language proficiency is related to academic performance, there are a 

number of other factors that impinge on academic success and sat isfaction." They 

l ist the fol lowing issues :  individual d ifferences; relative importance of intrinsic and 

external mot ivation; fie ld dependentlindependent learning styles; cooperative, 

competit ive, individualistic learning styles ;  and perceptions of inte l l igence. They 

a lso note that students from a collectivist culture who also have a high power 

d istance factor can have a significant expectation gap with c lassroom participation 

and student-teacher relationships. Holmes (2005) explored the changes that ethnic 

Chinese students had to make as they moved from a dia lectical to a dialogical 
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learning style. In  particular, she noted how the students had to enhance their 

questioning, challenging, and interrupting ski l ls . 

Situational variab les. 

The first of these variables is ethnic proximity, which is the simi larity or 

dissimi larity a sojourner, in this case a Mainland Chinese internat ional student, has to 

the dominant host country ethnic group. Similarity is based around many of the A 

dimensions of personal ident ity noted by Fouad and Arredondo (2007; see next 

sect ion) such as physical and rac ial s imilarity, language patterns, and historic cultural 

background, but it a lso includes values and religion. The more the student is 

ethnically dissimilar to the dominant host country group, the greater the potential 

difficu lty in cross-cultural adaptation . Kim's  theorems (200 I )  state that the greater 

the similarity between the host and home cultures then the greater the development 

of host sociaVcommunicative competence and the less need to rely on co-ethnic 

support. On the basis of these criteria, it would be general ly expected that a 

Mainland Chinese student would face adaptation difficult ies .  

Other situational variables include the length of the cultural contact, the 

amount of l ife changes that will be required, and social support. As a sojourner, an 

international student usual ly has a limited t ime of one to five years in the host 

country. Therefore, the degree of pressure on the students to adopt the mores of the 

host country is less (Ting-Toomey & Chung, 2005) .  In addition, the return home is 

often anticipated and p lanned ( Ward et al. , 200 I ) . However, Ting-Toomey and 

Chung argue that international students may experience severe culture shock. 

Students may need to adopt, in some cases very quickly, the required behavioural 

ski l ls which enable them to adjust academical ly. The focus on this limited set of 

skil ls may detrimentally affect their overall adjustment. The forced, rapid change 

may also significant ly reduce the init ial ' honeymoon' stage of cross-cultural 

adjustment and students may quickly begin to experience the negative symptoms of 

culture shock. This, plus language difficult ies, may encourage them to go to co­

ethnics for support. However, these " . . .  stressors also motivate them to become 

more resourceful and resi l ient in their search for new knowledge and ski lls in 

managing the alien environment" (Ting-Toomey & Chung, p. 1 33) .  
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Cognitive Dimensions of Cross-Cu ltural Adaptation 

Approach Description: Social Identification Theory 

Social identification theory, w ith its cognit ive base, brings a holistic 

completion to the review of approaches to cross-cultural adaptation. Like learning 

theory, which has seen a significant move away from affect ive (humanistic) and 

behavioural approaches to learning, currently psychology has also been moved by a 

strong cognitive influence ( Ward et aI . ,  200 1 ) . Again, like learning theory, and the 

contemporary popularity o f Vygotsky' s social cognitive approach, there has been an 

attempt to l ink the internally driven cognitive processes to the social context. I n  

describing this approach, the works of Ward e t  al. (200 1 )  and Fouad and Arredondo 

(2007) have been drawn on. 

Ward et al. note the foundat ional work ofTajfe\ ( 1 978,  1 98 1 ;  as cited in 200 1 ,  

p .  1 05)  as being the " . . .  most frequently used conceptual frameworks for exploring 

identity and intergroup relations in immigrants, refugees and sojourners." Tajfe l  sees 

three major defming features of social identity: ( 1 )  it is part of the self concept; (2) it 

requires awareness of group membership ; and (3)  it has evaluative and emotional 

significance. E ach of these components will be looked at in turn. The flIst of these 

is self-concept or personal identity. Fouad and Arredondo draw on the prior work of 

Arredondo and Glauner ( 1 992; as c ited in Fouad & Arredondo, 2007). Here personal 

identity is seen as being derived from three dimensions, as set out in Table 2 .4  

(below) . 

A dimensions are seen as 'birthrights'  and are general ly ofa  stable nature and 

it is usual ly o n  the basis of these characteristics that stereotypes are created. C 

dimensions are " . . .  historical, fami l ia l, and ecological factors that affect Iifespan 

development and other l ife opportunit ies" ( Fouad & Arredondo, 2007, p.  20). This 

d imension includes studying overseas. B dimensions are seen to be changeable as 

they are impacted on by both A and C dimensions. Again, "Educat ion is perhaps the 

most catalytic variable among the B Dimensions, because of the possibil it ies that 

may result from educational attainment for work experience, geographical mobi lity, 

health care practices, or lack thereof' (p. 20). Fouad and Arredondo c laim that a 
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sense of personal identity makes individuals " . . .  unique cultural beings with some 

shared group identities" (p.2 1 ). 

Table 2 .4 :  

Dimensions of Personal Identity (Fouad & A rredondo, 2007, p. J8j) 

Dimensions of Personal Identity 

A Dimensions 

B Dimensions 

C Dimens ions 

Age 

Culture 

Ethn ic ity 

Gender 

La nguage 

Physical/Mental  Wel l -being 

Race 

Sexual Orientation 

Socia l  Class 

Educat iona l  Background 

Geographical Locat ion 

Hobbies/Recreat ional  

Hea lth Care Pract ices/Bel iefs 

Rel ig ion/Spir itua l ity 

M i l ita ry Experience 

Relationsh ip  Status 

Work Experience 

H istorical Moments/Eras 

The second aspect of Tajfe l ' s  conceptual isat ion of social identity is that it 

requires a sense of group membership. According to Ward et al. (200 1 ,  p. 1 04) " . . .  

social ident ificat ion rests on social categorisation and social comparison." This 

involves being aware that in-groups and out-groups exist. Naturally, in-groups are 

weighted by a sense of favouritism that raises the esteem of the individual and the 

group, whereas out-groups are subject to derogation, such as negat ive stereotyping. 

Ward et al. note research that indicates that in-group positive self-perceptions are 

based on inner personality characterist ics while posit ive behaviours of the out-group 

are linked, by the in-group, to external circumstances (p. 1 04). Hence, Mainland 

Chinese students may be applauded in the host society for their achievement in 

overcoming their difficulties but less credence and attention is given to the inner 

characteristics which may drive these students toward this success. 



Literature Review 40 

Fouad and Arredondo (2007) found that in reaching a sense of  self identity, 

through self-categorisation, the individual is seeking a balance between being 

d istinctive yet sharing social commonalities with a group of others. To see 'your' 

group, the in-group, as distinct and well-regarded enhances your individual sense of 

uniqueness and belonging. The abi lity to define self then provides the flexibi l ity and 

social confidence to engage with others. However, "Power differentials are always 

in play, and this dynamic must be monitored even with wel l-intentioned group or 

category format ion . . .  [as it] . . .  can lead to intergroup bias and ethnocentrism" 

( Fouad and Arredondo, p. 29f) .  

This leads to  the third aspect of Tajfe l ' s  framework : the defming of social 

ident ity has evaluative and emotional significance. The forming of a personal and 

social ident ity allows for comparisons, positive and negat ive, to be made with  other 

groups ( Ward et aI . ,  200 1 ) . Whi le cognitive categorisation is a useful and necessary 

tool it can and does lead to negative stereotyping. Stereotypes are evaluative 

judgements that normal ly negat ively portray others and may lead to discriminatory 

behaviour. These assessments are often difficult to shift and are often taken as facts 

or truths ( Fouad & Arredondo, 2007) . "Negative out-group stereotypes have 

s ignificant impl ications for prejudice and discrimination in receiving societies" 

( Ward et aI . ,  p. 1 1 3 ) .  People make group- and self-serving judgements that favour 

members of the in-group, for example the dominant host student group at the 

expense of an out-group like Main land Chinese students. 

Whi le most newcomers to a society are bel ieved to favour integration ( Ward et 

aI . ,  200 1 )  this only works, according to Berry's matrix for cross-cultural adaptation 

( 1 974, 1 984a; as cited in Ward et a l . ) ,  if they can retain their sense of cultural 

identity and be accepted into the host society. However, social identification theory 

indicates that this is unl ikely because while they may behavioural ly gain a measure 

of funct ional skil ls appropriate to the society their basic attitudinal pattern does not 

significant ly change ( Ward et al . ) .  As a result, " . . .  integrative efforts will  not be 

welcomed and newcomers may be negatively affected by out-group stereotyping, 

prejudice and d iscrimination" (Ward et aI. , p .  1 1 2) .  

This can lead to strong d issonance with in the person making a cross-cultural 

adaptation. The newcomers are caught in a di lemma: they gain greater self-esteem if  
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they become more accepted by the host community; but they a lso gain greater self­

esteem from a robust sense of ethnic ident ity. This leads to a range of responses by 

people entering into a new society ( Ward et aI . , 200 1 ) . First, they can change their 

sense of group identificat ion to assimi late into the dominant group. This may be 

difficult if some of the A dimensions cannot be altered, for example, race, physical 

characterist ics, or gender factors. Second, they can make cognit ive changes to their 

social group criteria. Ward et al. suggest they could resort to " . . .  selecting 

alternative groups for social comparison or re-evaluating the in-group stereotypes" 

(p .  1 1 6) .  Third, they could take some form of co llective social action to improve 

their p lace and acceptance in society. This type of action is more likely for 

establ ished minority groups or immigrants and refugees than international students. 

The process of self- and group-identificat ion also influences how students self­

regulate their learning. Attribution theory, which describes an integral part of this 

se lf-regulatory process, seeks to determine what factors the students ascribe to the 

outcomes of their learning ( Schunk, 2008) .  So, for example, Chinese students 

attribute success to unstable factors, uch as hard work, rather than to stable factors 

such as inte l l igence and social c ircumstances. The Chinese students'  belief in 

success being based on effort is, in part, derived vicariously through exposure to 

models (Schunk, 2008); however, it also reflects the macro cultural values/bel iefs 

held by society and how these are implemented at the family level. Mclnerney 

bel ieves that the Chinese culture places "exceptional importance on education and 

effort,  parents set astringent achievement standards, and the continuing filial p iety of 

chi ldren motivates them to fulfil their parents'  ambitions for them" (2008, p.  378) .  

Stipek concurs and sees the emphasis on effort as " . . .  consistent with traditional 

Asian philosophy, which assumes mal leabi l ity in humans and stresses the importance 

of striving for improvement" (2002, p. 65t).  

Approach Evaluation 

Like the previous approach of cu lture learning, social identification theory is 

complex. However, the variables are potentia l ly incomplete and the weight ing and 

situational force of each is somewhat problematic. Even with this degree of 

comp lexity it is worth noting Ward et al. ' s  caution: "None of the existing theories 
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has been able to offer a comprehensive account of the dimensions of identity, the 

complexities of identity change, and the processes and patterns of intergroup 

relat ions . . .  " (200 1 ,  p. 1 1 9) .  However, according to Ward et aI . ,  a range of new 

theories are in the wings and are current ly being explored. They believe that " . . .  

these theories, a long with others, wi l l  come to exert an increasing influence on the 

study of ident ity and intergroup relations in coming years." 

Social identity theory does not tend to predict the positive outcomes to cross­

cultural adaptation that culture learning did. In essence, it paints a pessimistic 

p icture of the abi l ity of  different groups to interrelate well. The forces of personal 

and social ident ity form a strong barrier to the acceptance of those from other 

cultures such as Mainland Chinese students. Fouad and Arredondo (2007), starting 

from the point of ident ifying personal identity, set out a variety of staged processes 

that those in the host country's dominant group(s) can move through toward a greater 

level of racial or multicultural consciousness. These usual ly start at a point of denial 

of, or naivete about, their in-group status, then move on to periods of self-reflection 

and personal reformation, until there is a greater sense of integration and autonomy 

of thought. 

Ward et al. (200 I )  are much less optimistic about what they term multicultural 

ideologies. They state that: "Mult icultural ideologies assume that the development 

and maintenance of a secure in-group identity can lead to a greater intergroup 

acceptance and tolerance" (p.  1 1 7) .  These ideo logies require trong and directed 

efforts by policy makers to encourage both in-group identity and out-group 

positivity. However, they see that social identification theory predicts that conflict 

and prejudice are the inevitable outcomes of cross-cultural contact. If that were so it 

would not bode well for the Main land Chinese students in New Zealand. 

A good deal of the in-group and out-group mentality formed under social 

identification theory is predicated on the individual ism-col lectivism construct. 

Societies are said to have e ither a h igh or low rating for individual ism and this rating 

is inversely related to their score for collectivism. This p laces individualism and 

collectivism on a continuum where groups can be assessed for their I -C scores. So, 

" . . .  when individual ists and collectivists meet, they bring to the encounter different 

social attitudes, moral values and behavioural incl inations" (Ward et aI . ,  200 1 ,  p. 1 5) .  
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Their think ing, communication, and behaviour wil l  differ. As noted earlier, students 

from Mainland China are understood to come from a col lectivist culture, so it may be 

expected that these students may be confronted by these differences in an 

individual ist ic society like New Zealand. 

However, as Ward et al . note (200 1 ), some researchers do not see 

individual ism and co llectivism on a continuum. Schwartz ( 1 990; as c ited in Gi l lard, 

1 998, p. 27) bel ieves: "There is growing evidence that people can operate on 

different scales at the same time, that individual ism-co llectivism may not be on the 

same continuum but two separate, independent scales." Therefore, an action can 

serve " . . .  both individual and culture . . .  " and that "Some col lectivist values do not 

direct ly serve the majority in culture." Therefore, while recognising the powerful 

formational effects of Chinese soc iety and people ' s  desire to have a coherent set of 

bel iefs, caution may need to be taken to safeguard against prescribing actions and 

motivat ions by Mainland Chinese students solely to collectivist views. These 

students, who have been influenced by the forces of the global vil lage and the mixed 

manner in which the I-C construct works within their home cu lture, may respond in 

ways which reflect both individual istic and co llectivist values. 

Implications for the Mainland Chinese Learner 

The last set of predisposition ai, communicative and environmental variables 

examined for their implications for Mainland Chinese students are the personal ones. 

Unlike the prior variables, the individual ity of these personal variables makes it 

difficult to construct even guarded general isations. 

Personal  variables. 

The personal variables examined here include the degree of preparedness for 

change, expectations, and the effect of cross-cultural change on ident ity. Regarding 

preparedness for change, Pedersen ( 1 995) is confident it is possible to prepare people 

for this, and is supported in this by researchers who see the need for and propose 

means of managing cultural stress (e .g. ,  Berry & Wil l iams, 2004; Ho lmes, 2004; 

Neuliep, 2003, p.  433ft). Kim (200 1 )  bel ieves that greater preparedness for change 
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increases host communicat ive abi l ity and decreases the rel iance on co-ethnic groups, 

thereby enhancing the cross-cultural adaptation process. Kim defmes the e lements 

of preparedness as: a range of cultural learning, including prior cross-cultural 

experience; a degree of being well - informed; and the vo luntary nature of the journey. 

Another of the personal variables is expectations. Ting-Toomey and Chung 

(2005 , p. 1 1 9) state :  "Overall ,  realistic and positively oriented expectancy images of 

the new culture can help to faci l itate intercultural adaptation for both business and 

student sojourners. . .. A posit ively resi l ient mindset helps to balance the negative 

stressors that a newcomer may encounter in his or her adaptive efforts ." Cross­

cultural adjustment may a lso have a direct influence on identity. Furnham ( 1 988 ;  as 

c ited in Ting-Toomey & Chung, 2005, p. 1 1 7) focuses on how cross-cultural 

adaptat ion affects the identity of the individual. His fmdings indicate that this may 

invo lve: 

( 1 )  a sense of identity loss and identity deprivation with regard to values, 
status, profession, friends, and possessions; (2) identity strain as a result 
of the effort required to make necessary psychological adaptation; ( 3 )  
identity rejection by  members of the new culture; (4 )  identity confusion, 
especia l ly regarding ro le ambiguity and unpredictabi l ity; (5 )  ident ity 
powerlessness as a resu lt of not being able to cope with the new 
environment . 

Sojourners, such as students, may experience this personally, social ly, and 

academically. The change from the home cultural context may cause identity change 

and, for some, lead to identity loss. Social identity theory, therefore, may go some 

way to exp laining what happens when students are faced with the demands of the 

academic context. It may lead to change in their identity as learners. The students 

may move from a relat ively harmon ised learner identity within their own culture to a 

context where that concept of self as a learner may not be sufficient for the task of 

learning in the new culture . 

This section on cross-cultural adaptation and the Chinese learner has described 

and evaluated the affect ive, behavioural, and cognit ive dimensions of cross-cultural 

adaptation by examining three major approaches to this adjustment process. These 

were the stress-adaptation-growth, culture learning, and social identity approaches. 

It became apparent that these dimensions and approaches form a complex set of  

variables that relate with each other interactively. These variables were used as  a 
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means to consider impl icat ions for Mainland Chinese students who come to New 

Zealand to study. The effect of this change can be quite demanding on international 

students, especial ly when the variables predict a high degree of dissonance, both 

cultural ly and personal ly. 

Many of these difficulties may be experienced by students from the host 

culture as wel l .  However, the force of these l ife changes felt by a student coming 

from another culture is likely to be greater. Spencer-Oatey and Xiong (2006, p .38)  

note that: "Naturally everyone is  subject to stressful events and c ircumstances; i t  is 

not unique to overseas students. . . .  However, the number of significant l ife changes 

that overseas students experience is typical ly higher than for home students" (also 

Ward et aI . , 200 I ) . The problems faced by overseas students may vary from those 

who immigrate. For example, there is the need to rapidly adjust to academic 

requirements and, for some, the planned intention to return to their home country 

( Ward et al . ) .  

P lacing the burden of change on internat ional students, while evidencing the 

pragmatic expediency adopted by some Western academic inst itutions, can be a 

means for institutions and society to blame the 'victim' . After a l l, if it was 'the 

students '  choice to come, '  then this reduces the responsibi lity of  those who are able 

to help and their motivation to support. Fortunately, many internat ional students 

come to our borders with a strong sense of task (Ting-Toomey & Chung, 2003 ) and 

the "plasticity" of mind to overcome (Kim, 200 1 ,  p .  45).  "As Ruben ( 1 983)  

observes, 'L iving systems act instinctively to meet the challenge or threat and to 

restore balance and harmony. Once regained, equil ibrium continues unti l  the system 

is control led by new environmental demands ' "  (p .  1 37 ;  as cited in Kim, p. 45) .  

This research study seeks to explain the basic social process underlying the 

academic adjustment required of Main land Chinese students by highl ight ing its 

condit ions, interactions, and consequences (Strauss & Corbin, 1 998) .  Therefore, this 

l iterature review now progresses to looking at how the Chinese educat ional context , 

in particular, is different from Western mi l ieu and the impl ications this has for their 

academic adaptation in a cross-cultural context. 
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THE CHINESE LEARN E R  OVE RSEAS 

The previous section o f this review examined the general area of cross-cultural 

adaptation and highlighted impl ications for the Chinese learner. This section moves 

forward to examine in greater depth the area of the educational adjustment required 

when students cross cultures. More specifically, it focuses directly on Mainland 

Chinese students, especially postgraduate students, and i t  centres on the l iterature 

surrounding the academic adjustment these students make moving from a Confucian­

Heritage context to a Western learning context . 

To faci l itate the examinat ion of this topic, six areas which make up a view of 

learning were looked at: these are: ( 1 )  the learner; (2) knowledge; (3) learning; (4) 

teaching and the role of the teacher; (5) role of student; and (6) role of peers 

( Woolfo lk, 2004) . I n  addition to these, the discussion begins with 'Contextual 

Differences' to highl ight, briefly, the divergences between the two educational 

contexts :  Mainland China and a Western education system, as exempl ified in New 

Zealand. Three areas of l iterature are drawn on: the studies on overseas! 

international/foreign students, Western learning theory, and, what has already been 

considered in the previous section of this review, the implicat ions of general cross­

cultural adaptation theories on the Mainland Chinese learner. 

Contextual Differences 

Cultural background creates an immediate clash when international students 

from a Confucian-Heritage setting enter a Western educat ional system. Cortazzi and 

] in ( 1 997, p. 76ft) argue for the existence of academic cultures, which " . . .  refer to 

the cultural norms and expectations invo lved in academic act ivity". These academic 

cultures form an underlying, largely unconscious understanding of what is meant to 

be felt, thought, and done in a particular context . Indeed, even different academic 

discipl ines may have different academic cultures. However, as Cortazzi and l in go 

on to say: "It is not simply that overseas students encounter different ways of 

teaching and different expectations about learning; rather such encounters are 

juxtaposed with the cultures of learning they bring with them" (p. 83) .  

When the student moves from a certain community of  practice (Woolfo lk, 

2004; drawing on Lave & Wenger, 1 99 1  and Wenger, 1 998) in which they have been 
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well encu lturated, they have only a small understanding of the values, norms, and 

expectations of the new and significantly different academic culture. On one hand, 

the student may be compelled to change, if they wish to be successful in the new 

context, but, on the other hand, it may prompt them to 'shelter' with fe l low students 

who share a simi lar background. This reinforces the fmdings from the previous 

sect ion, where it was noted that the tendency for Mainland Chinese students was to 

base themselves and their learning within their own ethnic group. 

The degree of change experienced varies with the prior cultural context, the 

individual student, the passing of t ime, and the demands of the new context. The 

academic culture of the students '  origin may both facil itate and inhibit the abi l ity to 

change. The student may be placed in a posit ion where, pragmat ica l ly and urgent ly, 

they need to select what they can retain from their prior community of practice and 

take on board behaviours that may enable them to learn effect ively in the new. 

However, Ballard and Clanchy (200 I )  remind us that the overseas student cannot be 

expected to change overnight. The burden of this change is p laced almost ent irely, in 

a Western context, on the learner and their abil ity, under stress, to be appropriately 

selective in this matter may be in doubt . 

The Learner 

In  both Western and Chinese concept ions of learning there is an important 

caveat to avoid stereotyping or generalising specific characteristics across a total 

group of people. For example, a common stereotype of Asian students as "quiet, 

hardworking and passive" ( Woolfolk, 2004, p. \ 83 )  may actual ly inhib it a teacher's 

development of such students and encourage conformity. Woolfolk goes on to say 

that " . . .  there is heated debate today about whether ident ifying ethnic group 

differences in learning styles and preferences is a dangerous, racist, sexist exercise" 

(p .  1 83 ) .  The necessity of saying something that is general, and yet sti l l  significant, 

while avo iding the essent ialism of stereotyping, is a difficu lt but necessary road to 

walk. 

The Western response to the nature of the learner is dependent upon which 

educational school of thought you address it to. At least five major schools of 
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thought influence the Western understanding of the learner (Woolfo lk, 2004; 

McInerney, 1 998) .  Behaviourism may see the learner as a ' machine ' and humanism 

as a 'person. ' Cognit ive models vary in their depiction of the learner. A more 

objectivist model such as information processing may see the learner as a 

'computer' ,  while more constructivist models, such as the P iagetian, may understand 

the learner as a ' mind' and in Vygotsky' s  social cognitive model the learner could be 

termed a ' member' (Yount, 1 996 for the fITst four of these depictions; Vygotsky' s 

' member' is this writer's addit ion). 

A Confucian-Heritage depiction of the learner does not fit neatly with any one 

of these views of learning. L i  (2002) states that despite the advances made in 

recognising and knowing about different cultures in recent years " . . .  we know litt le 

about how members of cultures conceptualise learning." Rather than fitt ing neat ly 

into the five Western categories mentioned above the Chinese ' learner' seems to 

share sections of e lements with many of them. Factors such as an, initial ly, 

transmission approach to the transfer of knowledge, fit within a behaviourist or 

information processing framework. Yet the high value p laced on peer relationships 

has e lements of humanism. Again, with strong relational and cooperative 

d imensions, it has comrnonal it ies with social cognition. 

However, seeking 'random' commonal it ies is inappropriate as the two cultural 

models may have litt le equivalence when it comes to "shared meanings" as they 

focus on "entirely different aspects of learning" (L i, 2002) .  The power of 

socialisat ion within a culture shapes and moulds how the learner sees himself or  

herself. Li ,  based on her research, argues for defining the Chinese learner in  terms of 

personal and relat ional connections. She (2002) states that : 

Members o f  the Chinese culture may view learning as a personal 
relationship that the individual builds to knowledge. I ndividuals also 
seek learning in order to cultivate themse lves as a whole toward self­
perfection beyond the specifics of knowledge and ut i l itarian ends. 
Chinese bel iefs about learning therefore seem to display a person 
orientation, which elaborates on personal causat ion of learning. 

However, not all Chinese can be treated as a s ingle entity e ither. Malaysian 

Chinese may have a better grasp of English as some receive a good deal of their 

education in E nglish. Another necessary d istinction may be between those Chinese 

students who have undertaken English language (and l ife) instruction within New 



Cross-Cultural Educational Adjustment 49 

Zealand as opposed to those who directly enter the programme from overseas 

without this assistance. Beyond the level of English competency, it is important to 

recognise the differing learning approaches used by different Chinese national 

groups, such those in Taiwan, Singapore, and Hong Kong. Smith (200 1 ,  p. 429) 

investigated the learning approaches of three such groups and found, 

. . .  based on the significant differences in learning approaches noted 
among the different Chinese subgroups, caution must . . .  be taken against 
forming fixed conceptualisations of cultural characteristics and 
considerable care be given in sample definit ion and selection in cross­
cu ltural research. 

The rat ionale for the choices made in this study of focusing on Mainland Chinese 

students who had experience of undergraduate education in China is provided in 

Chapter Four. 

Knowledge 

Attitudes to Knowledge 

Confucian Heritage Cultures (CHCs) are o ften ident ified with a reproductive 

learning approach ( Ba llard & C lanchy, 1 99 1 ) . The dominance of this learning style 

originated with the civil service examinations in imperia l  China, which required 

unquestioned repet ition of the c lassic works of scholars. Consequently, the learning 

strategies emphasised rote memorisation, passivity, lack of critical reflection, and a 

focus on examinat ion content. The primary ro le of education was as a social ising 

agent . Its goal was to produce wisdom in the students and respect for the past. 

Teachers were respected authority figures, who were primarily seen as transmitters 

of knowledge who it was inappropriate to quest ion. Barker ( 1 997, p. I 1 0 ; citing 

Hofstede, 1 994, p. 63) writes that in a col lectivist society: 

. . .  there is a stress on adaptation to the ski l ls  and virtues necessary to be 
an acceptable group member. This leads to a premium on the products of 
tradition. Learning is  more often seen as a one-time process, reserved for 
the young only, who have to learn how to do things in order to partic ipate 
in society. 

P lacing the Chinese learning process in a reproductive paradigm has been 

chal lenged. Tweed and Lehman (2002) want to distinguish between mere 

reproduction and knowledge acquisition. The Confucian learner must be able 
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. . .  to demonstrate that they have acquired, have been changed by, and 
can work with essential knowledge. The Socratic learner must 
actively work to fmd knowledge with in the self; the Confucian learner 
must act ively work to acquire, understand, and apply essential concepts 
coming mainly from outside the self . . .  constructing within the self the 
knowledge that the collective considers essentia l .  

Chinese education, due to the Confucian legacy, understands the sequencing of the 

learning process differently from that in the West. Tweed and Lehman, cite the work 

of Pratt and Wong ( 1 999), who suggest that cultura l ly Chinese learners tend to 

perceive learning as a four-stage process: (a) memorising, (b) understanding, ( c) 

applying, and (d) questioning or modifying. These contrast with the Western 

approach, which tends to encourage critical and creative thinking throughout the 

learning process (Tweed & Lehman). 

Purpose of Learning 

Associated with attitudes of knowledge is the purpose for learning. Again, 

resorting to Western paradigms may not be helpful in addressing an issue which can 

be indigenous to specific cultural boundaries (L i ,  2002) .  Western views of learning 

may wish to characterise learning within the Chinese context as instrumental. In a 

sense, with its learning focused on the learners ' social advancement and for their 

contribution to society, this may have certain veracity (L i) .  Barker ( 1 997, p.  1 1 2), 

writing in re lation to overseas students states that " . . .  it does appear that for many of 

them the purpose of study is 'advancement ' ,  whether this is economic or social, 

through acquiring special ist knowledge and skil ls, including language and gaining 

qualifications which are valued by employees." 

However, L i  highl ights that the Confucian goal of  self-perfection means that 

learning can be an end in itse lf even though it may not be valued for the process of 

learning, as current Western learning theory would emphasise. Lee also sees this 

higher purpose behind learning. It is " . . .  to cultivate oneself as an intell igent, 

creative, independent, autonomous, and what is more, an authentic being, who is 

becoming more fully human in the process of learning" ( 1 996, p .  34). So, while the 

Chinese system may have inherited an instrumental approach to education there are 

e lements within it which honour the process of growth and the development of 

personhood as  educational outcomes. 
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Motivation 

Western theories of motivation tend to focus on the locus of control, that is, 

whether the motivation is sourced internal ly or external ly. Behaviourism and 

informat ion processing approaches to learning would see motivation being 

stimulated from outside. However, humanist ic and constructivist models would 

argue that motivation needs to be internal ly sourced (WoolfoLk, 2004) .  Bandura, a 

social behaviourist, argues that motivation moves from the external to the internal 

and he outlines the types of motivat ion that affect this shift in the locus of control 

(B iehler & Snowman, 1 993 ) .  However, Western motivation theories may not be a 

good fit to describe motivation in the Chinese context or to understand the 

motivational orientation of a Main land Chinese student crossing educational cultures 

( B iggs & Watkins, 1 996) .  Barker ( 1 997) believes that the cultural divide is too 

significant . 

The CHC educat ional context encourages the student to understand that they 

have a high sense of control over their learning and that hard work will lead to 

success. The students are often depicted as positive and eager to learn. Volet and 

Renshaw ( 1 996) cite Ho's c laim ( 1 986;  1 996, p. 2 1 1 )  that the source of this 

motivation is "" . more firmly rooted in the col lectivist than the individualistic 

orientation." In addition, the performance of the student impacts on all of the wider 

family, the teacher, and the educational inst itute. For the negative edge of 

motivation, Barker ( 1 997) c laims that fear of failure, with its personal and social 

consequences, and loss of face are of great concern and this re inforces the desire to 

achieve. Lee ( 1 996) notes that Chinese students, in many studies, show high 

achievement motivat ion. However, when faced with fai lure it can lead to feel ings of 

shame (Mc lnerney, 1 998) .  Sali l i  notes ( 1 996) that parents and teachers set high 

standards of achievement and yet they seldom praise. When Barker asked overseas 

students about their predominant concern they put fear of fai lure on top. 

However, B iggs and Watkins argue that the CHC conception of achievement 

motivat ion also has some individual aspects as we ll .  The students may have a 

"mixed motivational stream" (p .  274) .  This inc ludes : "personal ambition, family 

face, peer support, material reward, and, yes, even interest. Even more basic are 

those very Confucian ' internal dispositions ' that create a sense of dil igence and 
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receptiveness that certainly help make academic activities 'meaningful  and 

worthwhi le ' "  (p. 274). As a consequence, the students are not dependent upon their 

internal state to be ' right ' or 'ready to learn ; '  but instead they are prepared to activate 

their learning when and as required. 

Learning 

To investigate how learning intersects with the Mainland Chinese student the 

fo l lowing areas wil l  be reviewed: academic perfonnance, transferabi l ity of learning 

skills, learning styles, language issues, assessment, process or product and deep or 

surface learning, and metacognition. 

Academic Performance 

It has long been recognised that Mainland Chinese students do perfonn wel l  in 

the Western educational system, particularly where quantitative performance is 

assessed and in subject discipl ine areas such as sciences and mathematics (Sue & 

Zane, 1 985) .  This level of  performance is general ly found to be true even when 

students have l imited English ski l ls  and face the negative psycho logical effects of 

culture shock. L i  (2003) offers five possible reasons why Asian students, in 

comparison with their Western classmates, achieve well .  These are: a higher level of 

inte l l igence; a more adaptive view of intel l igence; different social isat ion goals and 

practices ;  being better organised to promote scient ific reasoning; and an emphasis on 

effort. 

Important, from a qualitative point of view, is the student 's  own view of his or 

her performance. This raises the question of sel f-efficacy. Cadman (2000) notes that 

many overseas postgraduate research students come from a position of s ignificant 

success and acclaim in their home countries. The students 

. . .  described how, in their home countries, acceptance, recognition and 
support came from family, friends and teachers, from successive good 
performances in examinations, and from intense competition for top 
results, a l l  feeding a strong desire to achieve. They left their home 
countries with pride and confidence, with high expectations of future 
academic success. 
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The dramatic change of circumstances on entering a foreign learning 

environment caused these students to re-evaluate what they considered academic 

success. Cadman writes, 

The students have voiced some of the deeper hopes and fears that they 
ident ify with success: the need for recognition of who they are and what 
they can do, for acceptance into their new academic community, and 
perhaps most strongly of all, their need to meet their obligations to 
fami ly, col leagues, institutions and friends. It is a deeply held matter of 
pride and identity to maintain an image of success, a form of 
subjectification that makes i t  very difficult to  negotiate the transition 
from one culture to another. 

This study helps c larify how these students maintain self-bel ief or efficacy, which is 

critical to them achieving their educat ional goals, through a turbulent t ime of change. 

Tramferability of Learning Skills 

When Mainland Chinese students come to an unfami l iar community of practice 

their prior learning methods may not transfer wel l  ( Biggs & Watkins, 1 996) . I n  

China there was a societal, academic, and personal harmony between the values, 

norms, and expectations within their teaming environment. Now, in making such a 

significant transit ion, this educational culture, their support structures, and their 

learning scaffo lding are largely taken away. 

Vo let ( t 999) has c lass ified the transferabi l ity of learning skil ls into four 

categories :  appropriate, ambivalent, difficult, and inappropriate. Appropriate skil ls 

within a Western context are those that are effect ive within the new milieu. They 

include high achievement motivation, attribution of fai lure to lack of effort, a deep 

approach to learning, and informal peer support groups. Dil igence at cue seeking, 

conforming to task requirements, and memorising study materials are examples of 

ambivalent transfer. This means that the learning ski l l  may be helpful  but perhaps 

misunderstood in the new context. For example, cue seeking for the student may be 

essent ial to academic survival ;  but to the lecturers it may be seen as undue emphasis 

on performance (grades) rather than learning. 

Other learning ski l ls may not cross the cultural divide as wel l .  Those learning 

ski l ls which could be considered difficult general ly arise out of a c lash of 

expectations. For example, expectations regarding learning and instruction, seeking 
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help from teachers, and low partic ipat ion in tutorial discussions may need to be re­

evaluated by both teachers and students in the new context. Inappropriate learning 

ski l ls  inc lude reporting verbatim and copying down relevant extracts. These are not 

considered acceptable in the Western context. Adjusting to the variable 

transferabil ity of their learning ski l l s  is often difficult for these students .  However, 

recent studies looking at the role of agency in adaptation for international students 

indicate that they do respond by "act ively negotiating" ( Morita, 2004, p.  573)  their 

learning stance. Kettle (2005, p. 60) found in her case study that the student was " . . .  

was aware o f  his s ituat ion and act ively engaged in transforming it ." 

Learning Styles 

One key area in understanding the learning praxis of Mainland Chinese 

students is that of iearning styles. I rv ine and York believe (200 1 ,  p. 484), " . . .  

learning styles research has significant possibil ities for enhancing the achievement of 

cultural ly diverse students ." International students are often regarded as having a 

field-dependent learning style approach. This means high impulsivity, low 

reflectivity, rel iance on authority, a desire to work with others, and a desire t o  

conform t o  the context ( Irvine & York). Impulsivity, which may seem out o f  p lace 

init ial ly, means a tendency to "answer quickly and inaccurately" (p .  488);  the field­

independent learner adopts a more cautious and thoughtful approach. 

W hen the students find their previously successful learning style or approach 

does not seem to be as effective in the new environment they may either mimic the 

domestic students '  approach(es) or redouble their efforts using their o ld methods 

(Ballard & C lanchy, 1 99 1 ) . Genera lly, neither attempt may be successful.  

M imicking behaviour denies the student 's  unique cultural identity and background 

thereby creating dissonance in his or her l ife.  I ncreasing the effort and maintaining 

faith in  the tried and true but culturally formed methods may mean the gap caused by 

entering the new educational environment remains just as wide. 

However, the jury is st i l l  out on whether learning styles actually affect learning 

abi l ity. On one hand, there is debate over the efficacy of the instruments used to 

determine learning styles. Irvine and York believe that the tools " . . .  perform more 



Cross-Cultural Educational Adjustment 55 

of a dialogical then a diagnostic function" (p.  489). By this they are suggesting that 

awareness of learning styles may well  assist the teacher in developing their teaching 

and learning processes but knowledge of an individual student 's  learning style cannot 

be taken as a predictor of academic success. Care also needs to be taken so that a 

focus on learning styles does not lead to stereotyping and that the cultural frame of 

many learning style assessment instruments is recognised. 

Language Issues 

One of the prime inst igators of the transfer of culture is language development 

and use. This learning, according to Vygotsky's social-cognitive model (Woolfo lk, 

2004) and Lave and Wenger's  ( 1 99 1 ) concept of 'Communities of Practice, ' takes 

p lace within a situated learning environment. The change to a new, 'a l ien' 

environment tears apart the Mainland Chinese learner' s community of practice 

because the language is foreign to their previous ecology. The culture of learning is 

disrupted, because of the language difficu lties, not only in terms of formal learning 

but also the informal nurturing process the family and wider community had 

provided ( LeFranco is, 1 997) .  The student has to select the learning strategies that he 

or she be lieves wil l  provide the scaffo lding for stepping up into the new community. 

This needs to be accompl ished when second language difficulties pose continual 

problems in constructing a knowledge base and solving problems in the new context. 

To be able to successfully learn in an English speaking Western context the 

Mainland Chinese student has to achieve a degree of competency in a l l  four registers : 

reading, l istening, speaking, and writ ing. Usually the Chinese student has reasonable 

reading and some listening ski l ls due to their English learning practice in China 

( B iggs & Watkins, 1 996). However, their reading for comprehension may be 

perceived by international students to be "slow and clumsy" compared to their 

Western contemporaries (Cammish, 1 997, p. 1 53) .  Listening is complicated by 

needing t ime to tune into the dominant accent as wel l  as cop ing with a variety of 

accents in the classroom from both students and lecturers. Another major l istening 

issue is the need to concentrate for extended periods. In group contexts everyone 

seems to be talking over everyone else, the language is less fonnal, and there is a 

high leve l of background noise (Cammish). 
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Speaking is termed a 'productive' ski l l  and, as such, it is more publicly 

noticeable when it is deficient . Many Chinese students have had l itt le, in  some cases 

a lmost no, opportunity for speaking practice. When faced with the necessity of 

speaking, some are prepared to  risk communicative mistakes in order to  develop their 

abi lity; for others the potential loss of face makes this difficult. Mainland Chinese 

students often have trouble with writ ing ( B iggs & Watkins) . Their style of writ ing is 

less direct and less l inear, and the writer excludes basic content because the reader is 

given credit for already knowing it (Cortazzi & Jin, 1 997) .  The propensity for 

p lagiarism and its causes are wel l-documented. The Chinese student does not fee l  

the need to  acknowledge direct ly a quote which is a well known or  an  established 

fact. Additional ly, when coming to the task with weak English writing ski l ls it 

seems better to stay with the original wording (Cammish) . 

Cammish sees the main writ ing ski l l  problem as a " . . .  a lack of control over 

sentence structure which really distorts or disguises meaning and impedes 

communication" (p .  1 54). While breaching grammatical rules and sentence 

structures hinders writing comprehension, recent research has a lso focused on the 

impact of discourse level errors (Hyland & Anan, 2006) .  A lack of shared 

understanding between teachers and the overseas students p lus a lack of awareness of 

d iscip l inary practices, student attitudes to writing, and a range of personal factors 

make it difficult for the students to adapt to the new academic discourse community 

( Arkoudis & Tran, 2007) .  This difficulty in coming to terms with wider writing 

requirements is often exacerbated by the lack of a range of exemplars for the students 

to choose from ( Paltridge, 2002) .  

The overseas student is removed from the ' comfort ' of their indigenous 

learning environment. The prior support structures and reinforcers are disconnected 

and the learning patterns that used to work are not always effective. The student has 

to adopt, and become rapidly effect ive in, new ways of learning. However, B iggs 

and Watkins (p .  278) believe that the " . . .  reorientation to Western task demands 

typica l ly occurs surprisingly quickly." International students are observed to quickly 

overcome these problems and adopt strategies that enable them to succeed (Ward et 

aI . , 200 1 ) . 



Cross-Cultural Educational Adjustment 57 

Process or Product and Deep or Surface Learning 

Western education over the last 50 years has increasingly focused on the 

process of educat ion while Chinese education tends to be "product or performance 

orientated" ( B iggs, 1 996, p. 50). In China, the emphasis fal ls on the transmission of 

a body of knowledge contained within a course textbook of usual ly modest 

dimensions, when compared with Western textbooks. However, B iggs and Watkins 

argue that transmission is not simply the rep lication of information in this context. 

They see the transmission being based on " . . .  much interaction, in a complex and 

mutually accepting ( if not wann) social context" (p. 274). Therefore, the debate 

about the product nature of Chinese education leads into the question of whether it 

stimulates surface learning or whether it can also lead to deep learning. 

The conceptual d ivide between deep and surface approaches to learning was 

flIst developed in Marton and Saljo ' s  1 976 study. Surface learning is marked by the 

students attempting to memorise the words and phrases of the teacher, while deep 

learning manifests a desire to understand the main points and infer meaning from 

them (Tweed & Lehman, 2002) .  However, the difficulty in constructing cross­

cu ltural measures of deep and surface learning makes the debate on these factors 

w ithin the Chinese context fi·aught with difficulty (Tweed & Lehman; Ho et aI . ,  

200 I a) .  Kember and Gow ( 1 99 1 ) , in their study on Asian students, believed the high 

pressure demands of the Chinese assessment system contribute to influencing 

students to adopt a surface approach to learning. 

B iggs ( 1 996) agrees that the adoption of repetitive learning strategies, such as 

memorisation, may be a consequence of the assessment regime. However, he argues 

that while students may use a surface learning strategy it does not necessarily lead to 

surface learning. Tang asserts that " . . .  students react to that environment [of highly 

surface-oriented assessment] spec ifically and contextual ly, the cultural dispositions 

maintain ing an orientat ion to deep learning, us ing strategies that help them meet 

examinat ion requirements while learning deeply on the s ide" ( 1 996, p. 1 78) .  

The debate on surface or deep learning is often centred on the role of 

memorisat ion. Ho et aI . ,  believe the cont inuing emphasis  in China on an 

examinat ion-based education system drives students to adopt memorisation and 
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repeated practice as survival strategies but i t  produces no real gains in academic 

achievement to the student beyond knowledge acquisition and recal l  ( Ho et al . ,  p .  

29) .  Others see i t  as  a pathway to understanding and value repetition as  a deep 

learning strategy (Tweed & Lehman; Marton, Dall '  Alba, & Tse, 1 996). 

Memorisation is seen as a precursor to understanding and the postponing of 

questioning as a s ign of open mindedness ( Lee, 1 996). Generally, there has been 

some acceptance of memorisat ion, as the Chinese practice it, as, potential ly, a deep 

learning strategy. To some extent this debate may rest with the individual student. 

Some students may adopt such techniques and, for them, it may never progress 

beyond surface learning dimensions. For others, it wil l  a l low for confidence in 

knowing the knowledge and being able to deeply reflect on it. 

Metacognition 

Metacognition is " . . .  people 's  awareness of their own cognitive machinery and 

how that machinery works" (Meichenbaum, as cited in Woolfo lk ,  2004, p.  256).  

Metacognition helps us to 'watch ourselves' as we think and learn. Ho et al .  (200 1 a, 

p .  32) see this " . . .  as the most meaningful measure of success or failure in learning. " 

There is some debate whether the cultural heritage of Chinese students allows them 

to develop these abi l it ies.  Ho et al. bel ieve that Chinese students, due to deficient 

metacognitive development, lack qual ity thinking skil ls, are unable to develop proper 

argumentation, fail  to use knowledge creatively in problem solving, and inadequately 

relate their learning to the realit ies of l ife (Ho et al. ) .  

B iggs ( 1 996) does not bel ieve that this is so .  He notes studies which indicate 

that Chinese students studying overseas often achieve more highly than the host 

country students and have an abi l ity to be highly adaptive in developing effective 

modes of learning. B iggs argues (p.  6 1 )  that the 'doci l ity' of  students within a CHC 

environment helps them to acquire metacognitive skills, such as,  " . . .  scanning to 

seek cues that help the d irection of effort, and that g ive assent to the direction of 

effort, towards repetitive and boring tasks, knowing that meaning and purpose wi l l  

be  u lt imately found . . .  " However, some studies indicate that international students 

under-perform compared to local students, even though they may have the same 

success rate in terms of passing their courses (e.g. ,  Arkoudis & Starfield, 2007) .  
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Another challenge related to metacognitive awareness faced by the students is 

a lack of experience in developing critical thinking ( Kinne l l, 1 990) . The Mainland 

Chinese student often imagines that their supervisor in a Western context will have a 

major role in help ing the student adopt this approach to the body of knowledge. 

However, the supervisor actually expects the student to invest igate, analyse, and 

critical ly reflect on the information the student has to fmd for himself or herself. 

Being initial ly bound by prior cultural and educat ional experiences, the student 

struggles with the " . . .  speculat ive and critical approach to learning which 

characterises the advanced research scho lar" ( Ballard & C lanchy, 1 99 1 ,  p .  73). 

Teaching and the Role of the Teacher 

The teacher within the Confucian Heritage Culture (CHC) frame has a strongly 

connected relat ionship with his or her students .  Flaitz writes: "Given the Chinese 

cu lture 's  emphasis on community rather than individualism, Chinese students tend to 

expect a great deal of invo lvement and supervision from their teachers" (2003, p .  

1 06) .  The student may view a teacher as a mentor; someone who can provide advice 

through all stages of learning (Chan & Drover, 1 997). Even at postgraduate level, 

the teacher may be expected to be the source of knowledge and certain in his or her 

understanding of his or her field ( Kinne l l, 1 990). If fai lure does come, then it may be 

seen not as the student ' s  responsibi l ity but that of the teacher ( Ballard & Clanchy, 

200 1 ) . 

When entering the Western frame the student often fmds what appears to be a 

more laissez-faire approach to teaching and learning. The Western educational 

system is a student-centred approach in which a teacher advises a student while 

respecting individual ity and autonomy (Chan & Drover, 1 997). Here the student is 

primarily responsible for the learning; the teacher is not the so le purveyor of 

information. The student may not initially understand the Western concept of the 

lecturer being a fellow learner or a more experienced col league. The differences in 

the learning dialogue reflect cu ltural values, and both teachers and students need to 

understand each other's  roles as well as be sensitive to the other's  cultural mil ieu. 
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These differing views of the teaching and learning process and, hence, the 

differing roles of students and teachers, are reinforced by Cortazzi and Jin's study 

( 1 997) . Here, the overseas student saw the teacher's role as: an authority, an expert 

in their field; a model of knowing and doing; a parent and friend; aware of the 

students '  problems; and able to give answers and clear guidance. In contrast the 

Western teachers saw their role as: a faci l itator and organiser; a model of how to fmd 

out ;  and a friendly critic. Such significant differences can only be expected to lead to 

a c lash of expectations in teacher-student relations. Morita (2004) found that the 

teacher can have e ither an inhibiting or posit ive role in helping student adaptation. 

However, Morita adds that the help the student needs is not often avai lable from the 

teacher in the new educational context . 

One dimension of this is seen in the differing views on accessibi l ity. I n  many 

cases the lecturer in China works and lives on campus. As a pseudo parent and a 

friend, and these two terms need to be understood within a h ierarchical frame, the 

lecturer is expected to be very accessible to students. However, in a Western 

university C hinese students find that the teachers do not l ive on campus and they 

may not work there as they could have an off-site work station or be employed part­

t ime. Another c lash is the degree of formality or informality expected in the 

student/teacher re lationship. Rogerian educat ional humanism may consider the 

students '  view of the teacher as very formal and lacking in the personal dimension. 

Certainly, within China, teachers and students interact within a hierarchical 

environment, in accordance with the CHC mil ieu . However, Biggs and Watkins 

( 1 996, p. 279) believe that: "Hierarchy need not destroy warmth, but on the other 

hand neither does warmth necessari ly create a comfortable working relationship."  

They argue that the hierarchical C HC relationship i s :  " . . .  marked by its own posit ive 

interpersonal affect : respect and acceptance" (p . 280). 

Role of Student 

Just as teachers and students saw the role of the teacher in different ways, the 

reverse is also true. Cortazzi and Jin ( 1 997) noted that differences also existed about 

how Chinese students and Western ( Brit ish) teachers saw the role of the student. 

Students saw their roles as developing recept ivity, keeping the col lective harmony, 
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an apprentice, and a deductive learner. They were a lso t o  respect the teacher by 

taking care to l isten wel l  and reflect careful ly. They were to learn the methods and 

obtain the correct results. 

However, the Western teachers in the study saw the role of the students to be 

one where they are developing independence, individual ity, and creativity. They 

were to be inductive learners who engaged in dialogue during their learning. 

Cortazzi and lin write: "British tutors may expect group discussion, with some 

argument and cha l lenge of viewpo ints in an effort to seek alternative interpretations 

or evaluate approaches crit ica l ly" (p.  78) .  In addit ion, the student is expected to 

become an information gatherer not only an information receiver. This signals a 

mind shift for the student from being what might be termed a passive learner to being 

an act ive one. Once again, there is a significant clash of expectations. 

Role of Peers 

Mainland Chinese students, coming from what is termed a collectivist culture, 

may be understood as cooperative learners. According to Biggs and Watkins ( 1 996, 

p .  275 ) :  "General ly, [Chinese] students spontaneously co l laborate outside the 

c lassroom more than Western students." Tang a lso notes the spontaneous nature of 

these groups and suggests that it arises from a culture which " . . .  emphas ises social 

re lationships and co l lect ivism" ( 1 996, pp. 1 83-204). F lowerdew ( 1 998) believes the 

Confucian values of humanism, faithfulness, and propriety foster the desire for 

cooperation. Hu and Grove ( 1 99 1 ,  p. 75) argue that the cooperative nature of the 

Chinese learner means that :  "Cutthroat compet ition is not often a feature of Chinese 

student l ife ." In fact, Biggs argues that the intensity of the assessment process drives 

" . . .  students to work col laboratively, to seek each others ' cue-perceptions and views 

on how, in part icular, to handle an unfamil iar situation" ( 1 996, p. 6 1 ). 

When Mainland Chinese students move to a Western context perceptions of 

cooperativeness and re lat ionship are tested. There are differences between 

spontaneously organised informal support experienced in China and the more 

formal ised study groups used in the West. Winters ( 1 996) found that while 

organised peer tutoring groups in the West can lead to better performance and 
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attitudes they are often difficult to organise and sustain. These groups, which would 

often be mixed ethnical ly, have difficult ies with language, expectations, and 

accountability. Relational ly, in China, the students stay within a predominate ly 

same-sex, same-age peer group throughout their term of study. Barker ( 1 99 1 )  notes 

that these relationships often become the basis of l ife-long friendships. When 

students do mix in the Western context across the ethnic divides then they can learn 

much from one another (Ackers, 1 997). Yet Mainland Chinese face many 

difficult ies in making the necessary relat ional adjustments in the new context. Biggs 

and Watkins (p. 277)  say these " . . .  difficulties naturally impel already 

coUectivist ically- incl ined international students to work and live in their own ethnic 

groups." 

This section has examined the literature on how the Chinese learner copes with 

the significantly changed academic environment when they study overseas. The 

contextual differences between a CHC and Western learning environment were 

considered fIrSt. Then it has focused on six major areas that construct a view of 

learning and has highl ighted the challenges of  learning in a new eco logy. Two major 

impressions flow from this review. First, that, again, there is huge comp lexity and 

interact ivity with and among the variables. Second, there is a need to conceptualise 

this information in a way that expresses the who leness of the cross-cultural 

educational process. This research project is an attempt to construct a substantive 

theory that has the explanatory power to integrate and account for the complexity of  

the cross-cultural academic adaptation of Mainland Chinese students. 

SUMMARY 

This literature review has examined three major areas. F irst, the historical and 

current educational context of Chinese students was briefly examined and this 

highl ighted the ongoing legacy of the Confucian approach to education. Second, 

three approaches to cross-cultural adjustment and their impl ications for Mainland 

Chinese students were reviewed. Third, six e lements of the learning process, as 

defmed in the West, were scrutin ised and compared and contrasted to the Mainland 
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Chinese context to determine what applicat ions could be considered relevant to a 

Chinese student . 

While there has been extensive coverage of the issues overseas students face in 

crossing academic and cultural boundaries in the literature much of  this research has 

been focused on the adjustment process that the students must make when adapting 

to such change. However, what the literature appears to lack is a coherent, broad­

ranging conceptualisat ion of the adaptation process that incorporates the previous 

context, the dynamics of the adjustment, and the resulting effects of that adjustment . 

I n  addition, while the literature highl ights many of the variables and complexities of 

this process, there is a need to portray these, and how they interact and link together, 

in the l ight of the overal l  process. 

The purpose of this study is learning from the subjects themselves, Main land 

Chinese students, how they understand this process of cross-educational adjustment. 

The chal lenge is to see if a substantive, data-based theory can be developed which 

helps both the learners and those direct ly and organisational ly invo lved in their 

learning gain greater perspective on this issue . It  is hoped that this study may depict 

this process in a way which moves away from just description and toward an 

integrative explanation. Unlike most other research methods, the method applied in 

this study requires that the research problem is a product of the basic social process 

being investigated. That is, the research problem does not necessari ly and directly 

come out of the literature review. Therefore, these two elements (process and 

problem) and the methodological approach, grounded theory, are detailed in Chapter 

Three. 



Cross-Cultural Educational Adjustment 65 

CHAPTER THREE 

THE METHODOLOGICAL RATIONALE 

I NTRODUCTION 

The purpose of this chapter is to provide a rationale for the methodological 

design for this research. This was approached in four ways. First , the nature of the 

basic social process was explained, which led, second, to the expression of the 

research problem. Third, from the foundation of the basic social process and the 

research problem, the reason for adopting a qualitative design was justified. Then, 

lastly, the reasons for choosing grounded theory as an appropriate method to conduct 

the study were specified. This also included some background material on grounded 

theory that p laces the current study'S approach in the overal l  context of the method. 

Chapter Four goes fi.lfther and more specifically looks at the details of the research 

procedures and tools used in the invest igat ion. 

THE BASIC SOCIAL PROCESS 

This study has invest igated the basic social process ( BSP) of cross-cultural 

educational adjustment. In the adjustment process, for it to be a BSP, a movement 

through a number of stages is required to take place over a period of time. The BSP 

for this study was defined as fol lows: the process of adjusting to the effects of cross­

cultural educational change at tertiary level. The study al lowed overseas students to 

inform the researcher about the cross-cultural educational adjustments they made in 

order to manage their transition into and through the New Zealand tertiary education 

system. The research determined how the students themselves understood this 

process, elicited from them what they did to resolve the dilemmas it posed, and 

sought to describe the effect of these changes on the students. The researcher was 

init ial ly drawn to this BSP because of his previous employment as a support worker 
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for international post-graduate students. The desire was to not only observe but to be 

able to have an informed understanding of the experiences of these students. 

THE RESEARCH PROBLEM 

According to Strauss and Corbin ( 1 998), i t  i s  through the researcher 

becoming invo lved in the research context and listening to the respondent ' s  concerns 

that the research problem emerges. They say: "The original quest ion in a qual itative 

study often is broad and open-ended. It tends to become more refmed and specific as 

the research progresses and as the issues and problems of the area under investigation 

emerge" ( 1 998, p.  53 ). In  this study the research began with an outline of  the BSP;  

that is, the cross-cu ltural educational adjustment of Mainland Chinese postgraduate 

business students studying within a New Zealand university. The key research 

problem was to determine the conceptual or theoretical dimensions of the process the 

Mainland Chinese postgraduate business students used in adjusting to this dist inctly 

different education system. The research problem was linked to a core set of 

research questions that became evident as the study developed and that reflected the 

time dimensions of a process. 

1 .  In what way can the nature of the learner be described that enables an 
understanding of the init ial  context as we ll as gives a basis for 
evaluating the effects of change? 

2. What reasons can be determined for the students desiring to study in 
New Zealand at tertiary level? 

3. What are the issues that overseas students face when undertaking such 
a major change in learning eco logy? 

4. In what ways do the students respond to the significant changes they 
face when they enter the tertiary education system in New Zealand? 

5 .  How do these internat ional postgraduate students overcome or resolve 
the basic problems that confront them in this new educational setting? 

6 .  What are the effects of such a change in learning ecology on the 
overseas students in terms of who they are as learners and their 
learning? 
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These questions reflect the process nature of the research problem. In 

addressing these individual research quest ions, which form subsets of the process, a 

major purpose was to fonn an integrated conceptual isation of the process as the 

l iterature review (see Chapter Two) noted this was a s ignificant gap in the body of 

knowledge. Therefore, the findings shou ld be able to offer a 'b ig picture' of the 

process but also reflect the rich on-the-ground experience of the students going 

through the BSP. This is a difficult balance and there is a lways the danger of over­

general ising to the extent that the conceptual isat ion of the findings loses touch with 

the experiences of the students or the experiences of the students dominate with the 

result that the ' forest ' is no longer in sight because of the 'trees ' .  The research 

methodology needs to be able to provide the framework and the means to ensure that 

the overall result depicts the BSP under consideration in a balanced yet effect ive 

manner. However, in order to hear the students' voices well the process was 

conducted with a limited samp le of students making the resulting conceptual isation, 

in grounded theory terms, a substantive (or local ised) one. 

THE QUALITATIVE RATIONA LE 

The determination of the BSP and research problem for this investigation 

opened the way for the selection of the methodological approach and the particu lar 

research method. The need to hear and do justice to the voices of the students and 

yet conceptualise that data is integral to many qualitative approaches. These 

qual it ies, which were so gennane to the research problem, meant that the selection of 

a qualitative fi·amework for the research design was a natural and fitting choice. 

Four key aspects of the qualitative approach that lmderline this choice are discussed 

below . These are : hearing the students'  core concerns; being open to the who le 

process; deve loping depth and breadth of understanding; and disp laying both 

complexity and simplicity. 

Hearing the Students' Core Concerns 

There has been, perhaps, a tendency by governments and institutions to treat 

overseas students as a commodity or at least a common entity, thereby denying them 
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a vOIce. This study seeks to raise the profile of the voices of these students so their 

core concerns are heard. To do so is strongly aligned with the heart of qualitative 

research. Bogdan and B ik len (2007, p. 7) say: "Researchers who use [the 

qualitative] approach are interested in how different people make sense of their l ives. 

In  other words, qualitative researchers are concerned with what are called partic ipant 

perspectives." In providing a way that overseas students '  voices can be heard, at one 

level, helps the students make sense of their own experience (Merriam & Assoc. ,  

2002) and, a t  another leve l, brings those vo ices into the auditory orbit of those who 

wish to understand their perceptions and interpretations ( Morse & Richards, 2002) .  

Ward and Masgoret (2004) in  their wide-ranging survey of the experiences of 

international students in New Zealand provided valuable material for understanding 

the dynamics the students face in crossing educat ional cultures. However, the 

accepted l imits of quantitative measures means that while "It may be an area in 

which patterns of behaviour are statist ical ly c lear . . .  [the] researcher can only guess 

at reasons for these patterns without an understanding of people's own accounts of 

their behaviour" ( Morse & Richard, p .  25). Indeed, Ward and Masgoret 's  (p. 72) call 

for " . . .  in-depth research with international students from China, including qualitative 

approaches to understanding their experiences in New Zealand . . .  " was a prime 

motivator for this research study. It is the aim of this study to pass the " . . .  acid test of 

paying attention to respondents'  concerns . . .  " which is a hal lmark of the qualitat ive 

approach (Strauss & Corbin, 1 998, p. 47) .  

Being Open to the Whole Process 

Qualitative research tends to be process orientated: seeking to understand what 

is happening in the lives of those partic ipat ing in the research over t ime. Often, as in 

the case of cross cultural educational adjust ment, the breadth of the process may not 

be wel l  known and the findings from the research can provide new ways of seeing 

and understanding the experiences of the participants ( Morse & Richard, 2002) .  For 

this to be effective: "Qual itative researchers go to the particular setting under study 

because they are concerned with context. They feel that action can best be 

understood when it is observed in the setting in which it occurs" (Bogdan & B ik len 

(2007, p .  4) . With the context being so critical, the qualitative researcher does not 
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focus only on process but sees its wider dimensions in the precedents and outcomes 

in order to provide a view of the whole process. 

One of the needs within the research focus of this study is to address the range 

of the students' experiences as they cross educational cultures. Corbin and Strauss 

(2008, p. 16) believe: 

Though we are interested in how persons experience events, and the 
meanings they give to those experiences, at the same time we consider 
that any explanat ion of experience would be incomplete without (a) 
locating experience within the larger conditional frame or context in 
which it is embedded; and (b) describing the process or the ongoing and 
changing forms of act ion/interactions/emotions that are taken in 
responses to events and the problems that arise to inhibit 
action/interaction. We also look for consequences because these come 
back to be part of the next sequence of act ion. 

This study has purposeful ly sought to capture such a wide view of the process. 

Developing Depth and Breadth of Understanding 

Another characteristic of qualitative research is that the results are "richly 

descriptive" (Merriam et aI., 2002, p. 5). The purpose of securing this thick 

description is for the researcher "to obtain an in-depth understanding of a 

phenomenon, an individual, a situation" ( Merriam et ai . ,  p .  \ 9). However, this does 

not mean the fmdings are strings of quasi-related quotes from the partic ipants. 

Within an interpretive paradigm the richness of the data is held c lose to its orig inal 

form so the voices are sti l l  c learly heard and yet, in its analys is, the interpretation 

presents an image of the who le, inc lud ing even what the participants may take for 

granted ( Bogdan & Biklen, 2007), and opening the door to discovery ( Morse & 

Richard, 2002 ). This bui lds both depth and breadth into the findings. 

However, it is possible to so flavour the analysis with the in vivo nature of the 

data that the interpretat ion of that data becomes hindered by its own sheer weight . 

Heavy description can be, in G laser's words, "incident tripping" ( 1 998, p. 96). He 

favours "more concepts at the expense of i l lustrations, since space is I imited and 

concepts carry the overal l  theory and have in vivo imagery which virtually i l lustrates 

them in any case" (p. \ 90). In this study, one of the major reasons for choosing the 

BSP was to conceptualise the dimensions of cross-cultural educational adjustment 
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and yet to sti l l  c learly hear the voices of the students. Good qualitative research is 

able to maintain the balance between the richness of the data and the effectiveness of 

the interpretation to provide a deep and comprehensive understanding of the process. 

Displaying both Complexity and Simplicity 

The literature review (see Chapter Two) highlighted the complexity of cross­

cultural adjustment generally and its educational dimensions in particular. This 

complexity is further complicated by the interactivity among the many variables 

associated with the adjustment process. The outcome from this study is an attempt to 

fmd simpl icity without, in a reductionist manner, destroying the complexity ( Morse 

& Richard, 2002) .  There is a need to conceptualise but to do so in a way that does 

not deny the richness of the data (as noted above) and a lso does justice to the 

complexity of the BSP.  The inductive nature of qualitat ive research lends itself  to 

the gathering of many particular instances and seeks to group them or interpret them 

in ways which adequately explain the phenomenon under investigat ion ( Merriam et 

ai., 2002) .  Bogdan and Biklen believe that: "Theory developed this way emerges 

from the bottom up (rather than the top down), from many d isparate pieces of 

collected evidence that are interconnected. The theory is grounded in the data" 

(2007, p. 6). Again, a key motivator for this study is predicated on the basis that 

there is current ly a lack of theory that is grounded in the data and provides a 

compel l ing explanation of the ecology of cross-cultural educational adjustment. 

This section has sought to justify why a qualitat ive approach provided an 

acceptable and helpful means of examining this study's BSP by highlight ing four key 

reasons for adopting such a research design. By hearing the students '  core concerns, 

being open to the whole process, developing both depth and breadth of 

understanding, and disp laying both complexity and simplicity, it is hoped that the 

fmdings of this study open up this area of research to better understanding and to 

ways of approaching further research. Next, the cho ice of a particular qual itative 

research method, grounded theory, is explained and justified. 
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GROUNDED THEORY 

An important aspect of choosing a method to analyse data in qualitative studies 

is  that the approach selected needs to have congruence with the data itself Morse 

and Richards (2002, p. I )  argue that : "The strength of qual itative research inquiry is 

in the integration of the research question, the data, and data analysis ." Grounded 

theory was chosen because of its abil ity to hear the students' voices, treat the ful l  

process, develop insightful understandings, and conceptual ise as  wel l  as describe. 

However, grounded theory has, despite its heritage as the frontrunner in the 

development of qualitat ive approaches to social science (Charmaz, 2003 ) ,  come 

under s ignificant critique especial ly from those supporting a more constructivist 

approach. Therefore, grounded theory has been backgrounded in order to help 

understand the bas is of the debate before the particular methodological basis  and 

stages of the research for this study are outl ined. 

Background 

I t  is helpful to understand something of the historical development of grounded 

theory. Out of their c lin ical work, Barney G laser and Anselm Strauss developed the 

init ial  conceptual isat ion of grounded research. They described this in The discovery 

of grounded theory ( 1 967)  at a time when qual itative research was very much the 

underdog to quantitative research. Strauss had received his training in the creative 

ethnographical traditions of the University of Chicago while G laser trained in 

quantitative research methods at Columbia University (Cresswel l, 2002).  The 

'grounded theory' that developed from their work had the hal lmarks of both men: 

Glaser' s  concern for inductive theory development and Strauss' emphasis on 

fieldwork. 

Over the next decades G laser stayed very much with the initial formulation of 

the theory, strongly defending its integrity in the 1 990s (G laser, 1 992). Glaser felt 

Strauss, and his new collaborator, Jul iet Corbin, tried to too narrowly defme the 

analyt ical and procedural phases of the approach. G laser insisted on the need for the 

theory to emerge from the data rather than what he saw as Strauss' forcing of the 

data, us ing preconceived strategies. Strauss and Corbin on the other hand, wanted to 
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c larify the procedural steps used in grounded theory to make the method more 

accessible, understandable, and defensible. Therefore, they systematised the design 

with a more rigorous and detailed procedural base ( Strauss & Corbin, 1 998;  1 990) .  

However, the phi losophical base of  grounded theory, as propounded by G laser 

and Strauss and Corbin, has been quest ioned. Kathy Charmaz (2002) strongly 

criticised the approach of both parties. Her critique centred on what she saw as the 

residual legacy of real ist ontology and positivist epistemology in their work. G uba 

and Linco ln (2004) also placed grounded theory within the post-posit ivist paradigm; 

nevertheless they st i l l  saw a legit imate p lace for this approach as a logical 

methodological expression within qual itative research. Charmaz, however, 

advocated a constructivist revision of the methodology. This stressed, amongst a 

number of things, the need to understand both the participants and the researcher(s) 

as interpreters of meaning and to al low a more flexible and descriptive approach 

(Cresswel l) .  

These three forms of grounded theory have been characterised by Cresswel l  as  

the emerging design (G laser), the systematic design (Strauss & Corbin), and the 

constructivist design (Charmaz). It is his op inion, however, that grounded theory can 

incorporate all three aspects. That is, " . . .  a systematic approach, a flexible emerging 

design, and the use of active codes to capture the experiences of part ic ipants" (p .  

447). This somewhat pragmatic approach has been adopted for this research study in  

the bel ief  that i t  wi l l  result in an exploration of the BSP of cross-cultural educat ional 

adjustment in both a systematic and a descriptive manner while st i l l  being open to 

the e lement of d iscovery. 

S ince the publ ishing of G laser and Strauss' foundational work in 1 967, 

grounded theory has become increasingly used in a number of fie lds, especially in 

the social sc iences. This is part icularly evident in sociology, psychology, and 

education. It is interesting to profi le  the increased use, over time, on an internat ional 

basis, of the grounded theory methodology across the wider education arena. The 

fo l lowing table shows the result of a search uti l ising the ERIC (via E BSCO Host) 

database. 



Cross-Cultural Educational Adjustment 73 

Table 3 . 1 :  

References to 'education ' and 'grounded theory ' in the ERIC database 

Number of a rt icles i nc lud ing key words, 'educat ion' AND 'grou nded 

theory,' in ERIC using 'Defau lt  F ie lds' .  

Period 
N u m ber of 

Percentage i ncrease 
'h its' 

1971 - 1975 3 

1976 - 1980 16 433% 

1981 - 1985 27 56% 

1986 - 1990 38 4 1% 

1991 - 1995 5 1  34% 

1996 - 2000 74 45% 

200 1 - 2005 146 97% 

2006 - 3/2009 197 35% 

After humble beginnings, there have been significant increases, in terms of the 

percentage change in number of references, over the five-year periods. The 

percentage increase in references has, s ince 1 98 1 ,  increased by a range of 34% to 

97% for the five-year periods. The latest period, from January 2006 to March 2009 

already has 1 97 references.  An extrapolation for the ut l l  five-year period to 

December 20 1 0, based on the period to March 2009 and assuming an even 

occurrence of further cit ings over t ime, would indicate an estimated 300 hits for the 

terms 'educat ion' and 'grounded theory' . If this proved to be the case, then this 

could represent a 1 05% increase for the period to December, 20 1 0. 

The Methodological Basis and Stages 

Before the stages of the grounded theory research process are explained it is 

helpful to have an overview of the methodology's key characteristics. Charmaz 

(2004, p. 497) sees these as: 

( 1 )  s imu Itaneous invo Ivement in data collection and analysis phases of 
research, (2) creation of analyt ic codes and categories developed from the 
data, not from preconceived hypotheses, (3) the development of middle­
range theories to exp lain behaviour and processes, (4) memo-making, that 
is, writing analyt ic notes to expl icate and fi l l  out categories, the cmcial 
intermediate step between coding data and writing first drafts or papers, 
(5 )  theoret ical sampl ing, that is, sampl ing for theory constmction, not for 
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representativeness of a given populat ion, to check and refine the analyst ' s  
emerging conceptual categories, and (6) delay of  the l iterature review. 

The grounded theory methodology can provide a systematic and yet flexible means 

of detennining, from the part ic ipants' points of view, what is happening within the 

BSP.  Moreover, it enables the development of a data-driven substantive theory, 

which may help i l luminate what is happening in a 'dark' area of educational 

understanding. According to Cresswell (2002, p . 447), this is an important 

characterist ic of grounded theory; that is, the abi l ity to develop theory where 

" . . .  theories are inadequate or non-existent." 

This research study developed a staged approach to implementing the 

methodology. Babchuk ( 1 996) recommends, due to the variety of approaches w ithin 

grounded theory, that it is important to state whose guidelines have been fo l lowed. 

Fo l lowing Cresswel l  and as noted above, the implemented methodology has 

pragmatical ly integrated the three strands of grounded theory and developed a staged 

and systematic approach, which a lso does justice to the e lements of d iscovery and 

thick descript ion, thereby honouring the best features ofGlaser, Strauss and Corbin, 

and Charmaz. The outline of the five stages used is as fo l lows: Stage I - Detennine 

the methodological fit ;  Stage I I  - Start the invest igation; Stage I I I  - Deepen the 

categories; Stage I V  - Select the core category; and Stage V - Confirm and write up 

the theory. An overview and a detailed review of the research tools and techniques 

as they relate to these stages are undertaken in Chapter Four. 

S UMMARY 

Chapter Three established the nature of the BSP (Basic Social Process) under 

investigat ion in this study. The BSP was: the cross-cultural educat ional adjustment 

of Mainland Chinese postgraduate business students to study within a New Zealand 

university. On the basis of this BSP the research problem was to detennine the 

conceptual or theoretical d imensions of the process the Mainland Chinese 

postgraduate business students used in  adjusting to a distinctly d ifferent education 

system. With the study being focused in this way the d imensions of the research and 

its research questions have a processional basis .  To study this process effectively it 

was argued that a qualitative approach would be most effective. This would enable 
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the voices of the students to be heard, allow the whole process to be examined, 

develop a conceptualisat ion that would have depth and breadth, and retain both the 

e lements of complexity and simplic ity in presenting the findings. 

Fo l lowing this, the choice of grounded theory as the methodology for this 

study was justified. The background of grounded theory revealed a diversity of  

approaches that included both post-posit ivistic and constructivist dimensions. 

Fol lowing Cresswell (2002), a pragmatic melding of these approaches was chosen so 

that the implemented research method uti l ised the openness to discovery ofG Laser 

( L  992), the systematic rigour of Strauss and Corbin ( 1 998), and the thick descript ion 

of Charmaz (2003 ). The international use of grounded theory as a research method 

was also shown to be growing over the last four decades, indicating that it is a well­

uti l ised and s ignificant qualitat ive research method. Chapter Four moves the journey 

forward from the grounded theory methodology to the implementation of the 

research process itse lf. 
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CHAPTER FOUR 

IMPLEMENTING THE METHOD 

INTRODUCTION 

This chapter moves forward from the establishment and just ificat ion of the 

methodology chosen for this research project and describes the appl icat ion of this 

method during the course of the study. In particular, the means by which the data 

was gathered, coded, analysed, and veri fied are detailed. l ncluded within how the 

data was gathered are the procedures fol lowed in the selection of the students. This 

is prefaced by some brief comments on the tria l study and the data col lect ion 

t imetable. The last two sections of the chapter deal with ethics and access issues, and 

researcher posit ioning. 

THE TRIAL STUDY 

To ensure that the research protocols, instruments, and researcher were ready 

for fie ldwork, permission was obtained from the Chair of the Graduate Schoo l  of 

Education ' s  Ethics Committee, Massey University to trial the guide for interview one 

with two students. Both of these students fitted the research population in that they 

were Mainland Chinese postgraduate business students (see below: ' Part icipant 

Select ion and Profile ') .  These interviews were helpful in terms of  determining if the 

right questions were being asked, reflect ing on the qual ity of responses and how to 

enhance the level of feedback, and trying out the practical components of the 

research, especial ly the recording equipment and the t iming of the interview session. 

The first tria l was on 8 September, 2005 and the second on 1 5  September, 2005 . 

The trial was based on an early draft of the first semi-structured interview. It 

covered a wide range of issues that were thought may el icit the type of information 
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needed from the students. In part icular, it was hoped that the students would be able 

to express their perceptions concerning education in China, why they had made the 

decision to study in New Zealand, how this study process was going for them, and 

what k ind and scale of change had impacted on them as students as a result of the 

adjustment. I t  was found that while the two students were helpfully forthcoming, the 

interview guide was a l ittle too unstructured and needed to have a more focused and 

segmented approach. The interview time was also too long; taking almost two hours 

to complete. This feedback helped the initial interview guide (Appendix A) to be 

reframed and refined. Another helpful area of adjustment was the need to set the 

questions in more concrete terms. Asking the students to rank and order their 

responses was particularly helpful  in the third round interviews. 

RESEARCH STAGES: DETA I LS AND TIM E FRAM ES 

The table below (4. 1 )  describes the five-stage process outl ined in Chapter 

Three and provides dates for the periods when these stages were completed. Details 

are summarised for the tasks invo lved alongside the descript ion of the stages. 

Table 4. 1 :  

Description and duration periods for research stages 

Stage Description Details Duration 

I Determine the I dentify a process ( BSP) to study Febru a ry 2004 -

m ethodologica l Defi ne the resea rch problem/q u estions M a rch 2006 

fit Decide on q u a l itative a pproach a n d  select 

g rounded theory as the resea rch 

methodo logy 

Seek a p p rova l a n d  access 

Conduct tri a l  study 

1 1  Start the P a rtici pant  sel ecti on April  2006 -

i nvestigation Cond uct the first two rou nds of i nterviews October 2006 

Open code, a n a lyse, categorise, and memo 

the i n it ia l  data us ing the constant 

compa rative p rocess 

I I I  Deepen the Cond uct the th i rd round of i nterviews J u ly 2006 -

categories (theoretica l sampl i ng)  Septe m ber 2007 

Create d e pt h  of meaning wit h i n  

catego ries t h rough a x i a l  cod ing 

Saturate categories unt i l  there i s  no 

added va l u e  
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IV Sel ect the core Se lect the core category that best 

V 

category 

Confi rm a n d  

write u p  the 

theory 

exp l a i n s  the process (selective 

cod i ng) 

I ntegrate and refi ne the theory 

a round the core category 

Determ i n e  how l iterature a n d  

respondent feedback modify the 

process 

Eva l uate the identified basic socia l  

process agai nst esta bl ished criteria 

Write up the grou nded theory 

research re port 

October 2007 -

Dece m be r  2007 

J a n u a ry 2008 -

Apri l  2009 

Initially, the length of time it took to establish contact with the students and 

gain their consent to participate in the project took longer than expected (see below: 

'Gain ing Access ' ) .  The t imeframes had to be flexible as they needed to be adjusted 

for the researcher being a part-time student (unti l  February 2008), the need to 

conduct most of the interviews over 500 ki lometres away at the northern campus of 

Atherton University, schedul ing interviews as much as possible during student 

'down' t imes such as ho l idays, and a s ignificant change of employment by the 

researcher. As a result, there was some crossover of dates with Stages I I , I l l , and IV 

in terms of timing and functions. This a lso extended, in a minor way, into Stage V. 

DATA GATHERlNG 

Data was gathered for this research project mainly through the use of a series 

of semi-structured interviews with a group of partic ipants. In addition, a field trip to 

China was invaluable in terms of providing insights into the tertiary inst itutions, 

education practices, and student life within China. These two areas are discussed 

below, as is the means by which part icipants were selected. A summary profile of 

the part ic ipants is also provided. 

Field Trip to China 

The researcher had the privi lege of being able to visit China, along with his 

wife and youngest son, for six weeks from late November 2005 .  The trip was as part 
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of a group of mainly Chinese students from Atherton University who were returning 

home to visit their parents. It was not a tour group and we were able to travel w ith  

considerable freedom across a broad swath, from south to  north, of central China. 

The major cities vis ited were, in order: Hong Kong, Shenzhen, Zhengzhou, Beij ing, 

Hohhot ( Inner Mongolia), Lanzhou, Xi 'an, and Chengdu. The map below (4. 1 )  

shows the route. Most of the journey was by train; 92 hours in total. 

Map 4. 1 :  Route of field trip in China - November 200S/January 2006 

During this t ime, amongst other activities, s ix universit ies were visited, which 

inc luded meeting with university staff, both formally and informal ly. We a lso met 

and developed friendships with Chinese postgraduate students, observed the 

donnitories and social services provided by the universities, and even had the 

opportunity to attend and participate in both an undergraduate class at one of the 

universities and several c lasses at a high school .  This a l lowed some limited 

observation of c lass dynamics, c lass sizes, teaching resources, and teaching/learning 

approaches. We were often hosted by the parents of the Chinese students who 

accompanied us on the trip as well as by some of the univers ities ' staff. The timing 
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of this visit, just before the commencement o f  the interviews was very helpful  in 

having some degree of commonality with the research partic ipants and this aided 

developing init ial rapport in the first round interviews. 

Participant Selection and Profile 

In this study, the Mainland Chinese students studying in postgraduate 

programmes within the Business and Administration Faculty (BAF) at Atherton 

University were chosen as the social unit. The BAF was chosen because at the time 

of formulating the research design there were a significant number of Main land 

Chinese students within the faculty studying at postgraduate level .  Postgraduate 

students were chosen for two reasons. First, they had a lready experienced in their 

home country tertiary- level education, thereby enlarging their capacity for reflect ive 

comparison between different education systems. Second, they were expected to 

have a greater maturity and, as a result, perhaps, a greater capacity for self-reflection. 

Sampl ing within grounded theory is significantly different from that used in 

quantitative methodologies. A fixed sample number, on ' ,  cannot be predetermined 

(Glaser, 1 998, p. 1 58) .  Glaser quoted Phyllis Stem as saying: "A concrete number 

cannot be offered in advance of the study, for one can never know beforehand the 

size and shape of the theoretical sample, how long an interview wi l l  last, or when the 

analysis wil l  be complete" (p .  1 59) .  [n this study, 29 interviews in total were 

completed. This fits with Cresswe l l ' s  (2002, p. 457)  pragmatic suggestion that : "One 

rule of thumb in graduate student research and interviewing is to col lect at least 20 to 

30 interviews during data col lection." 

Between 2005 and 2006 there was a significant drop in students who fitted the 

criteria for the research population. In one of Atherton University's centres, where 

the researcher had hoped to conduct all the research interviews, the number of 

potential student participants in the BAF dropped from about 30 to three. The 

reasons for the drop were varied but collectively powerful: increased competit ion 

from other Western countries; a shift in the home countries of internat ional students 

at Atherton University away from Asia to students from Europe, South America, and 

North America; the col lapse of a number of English language learning centres during 
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2004 and 2005 ;  bad press from within China regarding the level of institutional care 

received by Chinese students in New Zealand; further bad press in New Zealand 

regarding a series of h igh profile serious crimes involving Asian students; and 

articles in the Chinese media about the costs and benefits of studying overseas that 

indicated the benefits were uncertain ("Enthusiasm for Overseas Study 

Rationalized", 2005) .  The fal l  in student numbers was a lso reflected in the 

university's  other centres and nationally in other universities and tertiary inst itut ions. 

The fal l  in student numbers meant that it was necessary to enquire about 

possible participants at the university's  other centres. At the beginning of the 

fieldwork in early 2006 the total participant population at Atherton on al l  campuses 

was 1 8 . Al l  of this number were approached by the BAF and asked if they would 

consider participating in this research project. Of these, ten agreed to be interviewed 

three times each over an eighteen month period. The process of how the students 

were init ia l ly approached is detailed below in 'Gaining Access . '  To protect their 

identity in reporting their views only initials have been used to identify individual 

participants and these initials do not correspond to their rea l  names or initials. Table 

4 .2,  which records student details as at February 2006, highl ights both the 

homogeneity and the diversity within that homogeneity o f  the partic ipants. 

Al l  the participants were Mainland Chinese, all had a prior degree/diploma 

(al l  in business related areas; a l l  but one granted in China), and al l  were studying 

business at Atherton University. Almost al l  were full-t ime students ( 8 :2) .  There was 

an even split between male and female ( 5 : 5 )  and the majority were postgraduate 

students compared to graduate diploma level students (8 :2) .  S ix students were s ingle 

and four married, two of whom had chi ldren (one chi ld each).  One of the single 

students married during the course of the study making the split even ( 5 :5 ) .  The 

majority of the students (7 :3 )  were in the younger category (20-29). The oldest 

participant was aged 40. There was significant variety in terms of work experience 

within China. One student had none whi le the oldest student had 1 6  years with the 

average amount of work experience being 5 .4 years. Three students had one or less 

years work experience. The average time the students had spent in New Zealand up 

to the commencement of their study programmes was 1 . 7 years. One male student 

came to New Zealand with no prior adjustment t ime and with no New Zealand based 



Cross-Cultural Educational Adjustment 83 

language learning. One older female student had only one month of  language 

learning. 

Table 4 .2 :  

Summary of participants (as at  the start offieldwork in February 2006) 

PROFILE FU GT HS IR  JQ AZ BY ex DW 
Studyi ng at Atherton Y Y Y Y Y Y Y Y Y 

M ain land Chinese Y Y Y Y Y Y Y Y Y 

Female / Male F F F F F M M M M 

M arital Status S Ma S S M a  Ma S Ma S 

Ch i ld ren  N N N N Y N N Y N 
Age (yrs) 20-29 20-29 20-29 20-29 30-39 20-29 20-29 40-49 30-39 

China Degree/Diploma Y Y Y N Y Y Y Y Y 

China Work Experience 5 1 2 0 10 4 6 16 9 

Permanent Resident Y Y Y N N Y N Y Y 
Time in NZ (yrs) 3 1.5 3 2 0 0.5 0 1 3 

Language study (mnths) 0 3 m  6 m  uk  I m  3 m  0 3 m  6 m  

Studying Business Y Y Y Y Y Y Y Y Y 

Fu l lt ime / Part-t ime F F P F F F F P F 

NZ Postgraduate Study Y Y Y Y Y Y Y Y N 
NZ G raduate Diploma Y N N N N N N N Y 

NZ Bachelor Degree N N N Y N N N N N 
Staying i n  NZ (yrs) dnk  dnk dnk N N 5 yrs N Y N 
Returning to China dnk dnk Y Y Y Y Y N Y 

K e y :  Y :  Yes N :  N o  

F :  Female M :  Male  

Ma:  Ma rried S: Single 

u k :  U n known to researcher d n k :  Partici pant does not know 

yrs: Yea rs m :  M onths 

EV 

Y 

Y 

M 

S 

N 
20-29 

Y 

1 

N 
3 

3 m  

Y 

F 
N 
Y 

N 
2+ yrs 

Y 

One somewhat surprising aspect was the high number of students who had 

permanent residency (6 :4) .  Presumably, this was due to the New Zealand 

Government wanting to attract young, wel l-educated people with relevant experience 

to work within the financelbusiness sector within New Zealand. Some students had 

worked in New Zealand for the required two year period to achieve permanent 

residency and to be eligible for Study Link assistance. Nonetheless, seven students 

believed their long term future lay in China and were planning to return. Two other 

students were uncertain about their future p lans. The time frame for a return to China 

was usually subject to whether they could find appropriate work experience in New 

Zealand for a number of years. One student, the oldest male, had immigrated to New 
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Zealand and saw his family's future, especial ly that of his school-aged son, to be in 

this country. 

Semi-Structured Interviews 

The data gathering interviews were comprised of three rounds during which the 

aim was to interview every partic ipant three times over a period of about eighteen 

months or over three semesters. The first interview in round one took p lace on 25  

April, 2006 and the fmal interview of round three was held on 7 October, 2007. The 

interviews were conducted in a range of sites according to student preferences or by 

mutual agreement; including study/discussion rooms in l ibraries, motel rooms, 

cafeterias, a student 's  home, and at the researcher's home in three instances. Every 

interview started with a rapport building period, which was not recorded, fol lowed 

by the interview. The interview was concluded by encouraging continued 

participation in the research and giv ing a guide as to when the next interview might 

take p lace. 

Semi-structured interview guides were employed to guide the interview 

process ( Appendices A-C) .  According to Bogdan and B iklen (2007, p. 3) this: "" . 

a llows the informants to answer from their own frame of reference rather than from 

one structured by prearranged quest ions." This technique assisted in fulfil l ing one of 

the major p latforms for this study in 'hearing the students '  core concerns '  (see 

Chapter Three). The semi-structured approach gave the participants the opportunity 

to express their views around general topic areas. The first interview guide was the 

most structured in order to give a comparable base of information across the 

partic ipants; however, the round two guide was more general and flexible and the 

round three guide was more selective in nature. The variance in structure was guided 

by the requirements of the grounded theory approach, espec ially the constant 

comparative process (Cresswel l, 2008 ; see below). 

The interview was taped using a Sony TCM-200DV cassette recorder. It 

proved to be both reliable and effective. To enhance the recording, a lapel 

microphone was used by both the researcher and the participant. Permission was 

obtained from each participant before using the lapel  microphone and all were 
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prepared to do so. The microphone and recording were tested with the student before 

the interview to ensure everything was functioning properly. On one occasion there 

was a loss of material due to the recorder battery running out . The interview 

transcript was, in this case, based partly on the tape and part ly on interview field 

notes. When reviewing this transcript the student amended it to ensure it best 

reflected his views. In total, there were 30 hours of recorded tape time from 26 

interviews p lus three responses to  the third round email questionnaire (see below). 

The round two and three interviews tended to be shorter (45-60 minutes) than the 

init ial round one interviews (about 60-75 minutes). 

Once an interview was completed the transcription process began. The tape 

recording in almost every case was of a superior quality and the recorder had a 

faci l ity to slow down the tape pace, which helped considerably in transcribing. Once 

the typed transcript wa prepared by the researcher, the fi le was protected by a 

password. In addition, the researcher's computer also had password only access. 

The transcript was printed and filed along with the tape, the field notes written on the 

interview guide, the consent form, and the longhand copy of the transcript . A copy 

of the transcript was sent to the partic ipant to review and emend, if desired. The 

students were encouraged to use the Microsoft Word 'Track Changes ' faci l ity if they 

wanted to make any adjustments. A number did so. The students sent the 

manuscript back. The changes, if any, were noted and fully accepted, and new files 

were saved in a 'Confirmed I nterview ' fo lder. Al l  fi les re lating to this project were 

stored for back-up in two other places: on a USB flash memory device and another 

computer, which was also password protected. 

Round One Interviews 

Setting up the initial interviews was, at times, problematic. Once students had 

given consent to Atherton University via the Business and Administration Faculty 

( BA F) staff members (see below: 'Gaining Access ') the students were contacted by 

emai l  (telephone details were not provided by the BAF). This first e-mail contact 

included an attachment which contained the information sheet (Appendix G) .  The 

researcher asked if they would be prepared to meet with him, discuss the study, and, 

if agreeable, participate in the research project. In a few cases the email address was 
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not correct and no further contact was possible. Ten students, out of an original 1 8  

contacts, agreed to participate. I t  took four separate occasions to fully  comp lete the 

first interview round, due to the researcher's part-time status and the students being 

on two campuses that were significantly distant from each other. In total, the first 

interview was completed with ten students over a period of about five months. 

The interview times were arranged in consultation with the participants. E ach 

student, as noted above, had been sent an information sheet and, prior to beginning 

the interview, a consent form ( Appendix H)  was signed by the student. Informed 

consent focused on three areas: participat ing in the study under the conditions 

established on the information sheet ; audio-taping the interview; and accessing 

enrolment and academic records held by Atherton University, if needed. Almost a l l  

the students agreed to these terms; two students d id not al low access to their 

university records. In the end, it was decided that, in keeping with the study' s  desire 

to hear the students' voices, it was best to focus on their se l f-reporting of their 

experiences rather than using these external records for any of the part icipants. 

Round Two Interviews 

Grounded theory encourages the researcher to interview, transcribe, and code, 

then progress to another interview, transcribe, and code, and so on ( Dick, 2002; 

G laser, 1 998,  1 992; Glaser & Strauss, 1 967). This was the approach adopted 

throughout the interviews, except in round one, where timing factors and the need to 

bui ld up an init ial pool of data meant that it was best for the coding to wait until the 

first round was complete. The major reason for the interview and then code 

approach used in round two was to extend the emerging categories found in round 

one by expanding their dimensionality, that is, the categories breadth and depth of 

data. This meant that the interview structure for round two would not necessari ly 

have the same structure as the first, and the structure needed to be flexible enough on 

an interview-by-interview basis to allow for emerging changes. This required the 

development of a guide for the interview ( Appendix B). The same consent and 

recording process was used. The completed interviews were transcribed, submitted 

back to the participants for amendment/approval, and then loaded onto NVivo 7 (see 

be low) for coding and analysis. 
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Round Three Interviews 

One of the major functions of round three from a grounded theory perspective 

was to determine the core category ( see below: 'The Constant Comparative 

Method') .  To do so meant that another semi-structured interview guide was required 

(Appendix C) .  It was important to avoid ' leading' the students to disclose what the 

researcher fe lt should be uncovered. It was a lso important to keep in a conceptual 

mode, rather than move into a more detai led one, as the role of the grounded theorist 

is to develop a substantive theory (G laser, 1 998;  G laser & Strauss, 1 967). In the 

development of the guide, the BSP, research problem, and research quest ions were 

reviewed to ensure the project was on track. The aim of the third interview was not 

to locate more data, unless some categories were deficient in breadth and depth. 

To attain a conceptual framework the CIC (Conditions/Interactions/ 

Consequences) mode l was used to integrate and refme the developing theory ( Strauss 

& Corbin, 1 998; see below: 'The CIC Paradigm') .  This was necessary in order to 

reduce the number of categories and to determine how they were linked together. I n  

addition, a comprehensive review of  the memos that were written during the coding 

process was a lso undertaken. As a result of the comparative analysis and the memo 

review, a base core of questions was written into the round three interview guide. To 

ensure the completeness of data gathering, a review of the personal data obtained to 

date from the research partic ipants was undertaken. 

A key focus in round three was determining weighting, importance, and key 

relevance. For example, students were asked to rate, using a five-po int Likert scale, 

'how-true-for-them' statements were in regard to learner ident ity as they saw 

themselves in China ( looking back) and, now, as they understood themselves in New 

Zealand. While the data cannot have statist ical validity due to the sample size, the 

process encouraged the students to reflect on their major concerns and make 

comparisons between then (China) and now (New Zealand).  It also helped to show 

the range of viewpo ints the students had on any particular issue. The information is 

presented by way of tables and figures in Chapters Five, Six, and Seven. 

Grounded theory, with an underpinning of a post-positivist ic phi losophy (Guba 

& Linco ln, 2004), is open to the uti l isat ion of some more-quantitative techniques, 
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such as those noted in the preceding paragraph. However, grounded theory is a 

qualitat ive methodology and this a lways drives the use of any quantitative analysis 

(Strauss & Corbin, 1 989).  Strauss and Corbin (p. 34) describe this interaction 

between approaches as interplay: 

A lthough most researchers tend to use qualitative and quantitative 
methods in supplementary or complementary forms, what we are 
advocating is a true interplay between the two. The qual itative shou ld 
direct the quantitative in a c ircular, but at the same t ime evolving, 
process with each method contributing to the theory in ways that only 
each can. 

Email Questionnaire 

During the interview timeframe three students returned to China. One student 

returned home suddenly for family reasons. However, he completed an emai l  

quest ionnaire version of the round tlu'ee interview guide (Appendix D).  While an 

emai l  questionnaire was sent to the other two students, they did not send back a 

response, despite fo l low up. Another student, without the researcher's knowledge, 

shifted from the local Atherton University centre to the northern campus. As a result 

he was ' missed' during the interview trip to the northern centre; however, he 

completed the email questionnaire. One other student could not be contacted while 

conducting interviews at the northern campus but she also completed the 

questionnaire. The emai l  questionnaire, whi le not necessarily ideal, st i l l  provided a 

good information gathering vehicle for this stage of the research. 

Overa l l, the data gathering process for all the interview rounds, despite the 

difficulties caused by distance and student and researcher workload, went smoothly. 

The students partic ipated wil l ingly and appeared interested in the process. A number 

commented that the opportunity to reflect on their educational journey had been 

helpful to them. The students shared freely, within the constraints of language and 

culture, about their experiences in China, their d ifficult ies with learning in New 

Zealand, and how they tried to become successful learners in the new context. 
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DATA CODING AND ANALYSIS 

In  grounded theory coding, analysing, and categorising of the data takes place 

at the same t ime. This is what Charmaz tenns the "simultaneous involvement in data 

co llection and analysis" (2004, p. 497), which means analys is is not delayed unti l  a l l  

the data is collected. Analysis began once the round one interviews were completed 

and subsequently as interviews and their transcripts were completed. The coding and 

analysis of the data used the fo l lowing techniques: a research journal and memos; the 

constant comparative method; modell ing; and the conditions/interactions/ 

consequences paradigm. These techniques were aided by the use of the NVivo 7 

software for the coding and analysis of the data. 

NVivo 7 Software 

While it was possible to do the coding analysis for this project by hand, 

l iterally, day-mares of floors covered with scrupulously arranged and cross­

referenced paper notes being vio lently disturbed by humans, natural forces, and pets 

helped push the decision toward a computerised option. NVivo 7 was selected as, 

apparent ly, it was the most flexible and rel iable software designed to deal with 

coding qual itative research information (see: www.qsrinternat ional .com.au). Having 

all the snippets tucked away careful ly, and thoroughly backed up inside the computer 

created a greater level of comfort and assurance. An in-house training session 

proved helpful in providing an overview of the program, how it worked, and what it 

could produce. When the software was installed on the dedicated personal computer, 

the tutorial and help options were thoroughly explored. 

There is debate about the use of computer software programs in grounded 

theory research. Glaser feels they are "technological traps" as they lack "creative 

ideat ional ski l l" and they provide a safety net for those who cannot trust their own 

research abi l it ies or the grounded theory process ( 1 998, p. 1 85f) .  However, Rennie 

( 1 996), despite his own reservations about "software constraints," " . . .  now 

encourages students to use any of the better software programmes for qualitative 

research." He believes the time saved offsets concerns about the l imitations that may 

arise by computer processing the data. In the current study it was found that NVivo 
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7 faci l itated the storing, index ing, coding, memoing, and analysing of  interview, and 

other, research data. It also introduced rigour to the coding process with a thorough 

cross-referencing and record-keeping of the process. 

The program al lows the researcher to select text and to code it ' in vivo ' .  This 

term means the name of the code was ' l ive ' text used by the partic ipant. The in vivo 

code or 'free node' could be a few words, a c lause, a sentence, or a few sentences. 

See Appendix L for an example of the coding of a student 's  transcript .  Once coded, 

as a ' free node',  it is possible to edit the se lected text to make the code more self­

explanatory and/or briefer. A free node could be related to any number of categories 

or sub-categories within the information pi le and these were linked together through 

a ' family tree ' process (see below for a diagram of the coding structure). 

The coding, espec ially during open coding, was intensive to ensure that the 

analysis that fol lowed would be data rich. Each category or sub-category heading 

was a 'tree node' in the NVivo 7 nomenclature. For each sub-category ( for example, 

an interview question/section) the number of free nodes could vary significantly, 

depending on the quantity of transcript material or the category' s  significance. When 

the free nodes for all students for a particular interview subheading were complete 

they were analysed by grouping them into sub-sub- . . .  headings of l ike ideas/ 

concepts. The table below (4. 3 )  visual ises the categorisation process (Appendix M 

contains a printout ofa section of NVivo 7 tree nodes). By the end o f  the project 

over 1 3 ,000 tree and free nodes were categorised within the NVivo 7 data structure. 

Table 4.3 : 

Coding categories/headings & types of nodes for round one interviews 

Categories 

Interview Section 

Sub-heading 

Sub-sub-heading 

Sub-sub-sub-heading 

Orig inal in vivo codes 

Tree Nodes , In  Vivo Free N odes 

Study in China 

T08 Lecturers 

Teacher effectiveness , 
Effectiveness student dependent 

1 ' " You have to conquer yourself" 

2 "It means when you feel something, you 

are just scared, then when you think about 

_ _ _  u u u u  _ u  _ U _ _  u _ _  u _ u u u  , it you say, 'I can do this'. " 

3 ' "I can say I studied very hard because I got 

a lot of knowledge and information from 

, the China study. " 
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The categorisation fac i l ity of NVivo 7 was very helpful, although, at t imes, the 

software was slow, especially when copying or moving data at the bottom of the data 

p i le. Categories could be located easily and direct access to the original in vivo 

codes (or segments of the students' transcripts) was readily avai lable. In the fmal  

write-up this was particularly he lpful. As each round of interviews, including those 

of the feedback or attestation group, were completed, the analytical categories for 

that round were re-examined and re-defmed and then rol led forward into a new 

analysis section within the NVivo documentation (Appendix N; see: 'NVivo 

Software ' ) .  This meant that some kind of 'audit ' trail was kept of the development 

of the categories and the linkage of sub-categories. The researcher d id not explore 

the ful l  range of fac i l it ies within the NVivo 7 software; but what was used was very 

helpful to the data coding and analysis process. 

The Research Journal and Memoing 

The research journal and memos recorded the development of the research 

process over the eries of interviews and provided the initial framework for writing 

up the fmdings and analysis. The research journal, which covered the whole period 

of the research project, was largely comprised of notes from meet ings with the study 

supervisors but also incorporated 'to do ' lists, questions, and 'where-to-from-here' 

ponderings (Appendix 0).  As the research progressed, especial ly when NVivo 7 

was being ut i l ised for data coding and analysis, the role of the hand-written research 

journal diminished and the NVivo 7 memo-writing fac i l ity was used more. 

Memo writing occurs throughout the grounded theory process (Cresswell ,  

2002; Glaser, 1 998, 1 978) .  Memos record the researcher's ' front ier thinking ' about 

what is happening in the coding process and reflect ive observat ions on the data. 

Rather than descriptive, the memos sought to theoret ical ly understand and link up the 

categories. The memo 's  presentation, length, grammar, and style of Engl ish were 

not important. The essent ial thing was to write down the impression, thought, or 

pattern that had been noted before it was forgotten. The use ofNVivo 7 for memo 

writing enabled the memos to be cross-referenced back to the data (Appendix P for 

an example of a NVivo 7 memo) .  In total, over 60 memos were constructed during 

the data analysis period. 
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The memos also aided the development of the interview process. Many of  the 

memos arising from round one were factored into the development of the round two 

interview guide. As a result of a memo review and the on-going analysis, a base core 

of questions was a lso written into the round three interview guide. In addition, a 

comprehensive review of  the memos was undertaken, along with a range of other 

reviews, before the write up of the fmd ings, analysis, and d iscussion chapters of this 

thesis. Overall ,  research journaling and memoing were useful techniques and 

provided substantial help in  guiding this project. However, the fmal  shape of what 

emerged from the data was largely based around the NVivo 7 categorisation process 

and the model l ing of those categories. 

The Constant Comparative M ethod 

Grounded theory is based around a constant comparative process. Cresswell  

(2002, p. 45 1 )  says, "Constant comparison is an inductive . . .  data analysis procedure 

. . .  of generating and connecting categories by comparing incidents in the data to 

other incidents, incidents to categories, and categories to other categories." Data, 

from different partic ipants gathered at different times, are weighed against each 

other. This process continues with in vivo data being categorised and the data within 

those categories being re-examined back against other data. Categories are 

compared with categories and the emerging core category is constantly evaluated to 

ensure that its explanatory power is true to its links from and with the categories 

(Cresswel l ) .  This process creates the deep richness of the data. It occurs throughout 

three phases of coding: open coding, axial coding, and selective coding. Each of  

these phases, in relation to this study, i s  described below. 

Open Coding 

Open coding, sometimes known as substantive coding, in the grounded theory 

process was used in Stage I I  of this study (see above) for both round one and two 

interview transcripts. The emphasis was on the inductive discovery of codes within 

the data by means of line-by-line analysis of the text which ' fractured' the data, 
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usual ly, into in vivo codes. Glaser ( 1 992, 1 978) provided some guidelines for this 

initial open coding which proved helpful in this study. 

I .  Consider four basic questions:  . 
a. What is the data a study of? 
b. What category or what property of  what category does this incident 

indicate? 
c. What is actua l ly  happening in the data? 
d. How is what is happening evidence of the BSP under invest igation? 

2 .  The analyst must do his or her own coding. 
3. Always interrupt coding to write memos. 
4. Stay within the confmes of the substantive area. 
5 .  Do not assume the analytic relevance of any face sheet variable [for 

example, gender or age] until it emerges. 

At this early stage, the grounded theorist seeks, in ana lys ing the data, not to 

prejudge or pre-configure the data but allow it to form emergent categories so that 

the data can speak for itse lf. G laser ( 1 998, p. 43) states that the categories " . . .  must 

earn their way into the theory by working and relevance." The constant comparative 

process produces the categories and fi l ls them with meaning/data. The comparing of 

incident to incident and incident to category provides a continuing self-corrective to 

the description of the category and its propert ies. The comparat ive invest igat ion 

continues unt il , in a later stage, the category becomes saturated in terms of its 

meaning. This means that addit ional data and coding is adding no significant 

additional meaning to the category and its properties. The naming of the category 

during Stage [ [  is usual ly in ' in vivo ' terms and, as such, creates its own fit for the 

data it represents. 

Unfamil iarity meant that it took quite a long time to set up the init ial data on 

the NVivo 7 program. One of the major factors was the format of the interviews. 

The round one interview guide focused on the students' study in China, the 

transit ions and problems they encountered in their New Zealand learning, and how 

they responded to those difficulties. However, not all questions had been asked in 

exactly the same order and part icular areas were fol lowed up with different 

partic ipants as the interview developed. The software handbook strongly suggested 

the value of autocoding these interviews but, for this to work, the transcripts for all 

the round one interviews had to be fonnatted using standard headings and sub­

headings. It took a considerable period of t ime to make the format consistent for all 

ten interviews. No changes to the text of the interviews were made. 
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At the end of coding the round one interviews the data was extensive. The 

NVivo 7 software was holding, after the free coding and the categorisation of those 

nodes within the interview categories, about 2,850 items. Approximately 25% to 

30% of these were category headings (tree nodes) leaving approximately 2,000 free 

nodes, which were the base of the data pile.  A tree node is like a Word document 

fo lder which can save within it a l l  items that relate to that topic. To further show the 

depth of the data, in the first of the three major interview themes, 'Study in China' ,  

there were 1 1  major categories. Within these 1 1  headings there were 222  tree nodes 

( sub- and sub-sub-categories/headings, etc . )  and, in total, saved under those tree 

nodes were 640 free nodes. While all the free nodes were categorised, at that point 

of the data analysis process the categories were sti l l  tentative. Both the categories 

and the free nodes were able, if necessary, to be re located to more appropriate 

categories that were to emerge in later coding stages. 

Axial Coding and Theoretical Sampling 

Stage I I I  deepens and widens the emergent categories through the process of 

axial coding. Axial coding, according to Strauss and Corbin ( 1 998), has several 

basic tasks: 

1 .  Laying out the properties of a category and its dimensions, a task that 
begins during open coding. 

2. Identifying the variety of conditions, actions/interactions, and 
consequences associated with a phenomenon. 

3 .  Relating a category to its subcategories through statements denoting 
how they are related to each other. 

4. Looking for cues in the data that denote how major categories might 
relate to each other. (p. 1 26) 

I n  axial coding, the ' dimensionality' of the categories, that is, the quantity and 

qual ity of data that describes that category, is given breadth, height, and depth 

through theoretical sampling. Theoretical sampling is a deductive process that bends 

back onto the initial, emerging inductive categories produced in Stage I I  by open 

coding (G laser, 1 998) and seeks to intentionally locate data (Cresswel l, 2002) in a 

way that wil l  strengthen the robustness and completeness of  the categories and start 

to build toward substantive theory making. During coding, "The investigator looks 

for indicators (events or happenings) representative of theoretical ly re levant 
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concepts, then compares these events or happenings for their propert ies and 

d imensions, always looking for a dimensional range or variation" (Strauss & Corbin, 

p.  2 1 5 ) .  This sampl ing of new (and review of previous) data becomes more and 

more "purposeful  and focused as the research progresses" (p. 2 1 5) .  

The role of a paradigm to guide the axial coding process has been the subj ect 

of debate among grounded theorists. Glaser does not accept that the researcher 

should be seeking to label the categories and sub-categories in terms of a paradigm, 

such as 'conditions, ' 'act ions/interact ions, ' and 'consequences. ' He feels that the 

constant comparison process itse lf wi l l  reveal the true pattern in the data ( 1 992, p. 

49) .  Strauss and Corbin (p. 1 29)  agree that the researcher is primarily coding for 

explanations and understanding, not a preconceived paradigm per se, however, they 

bel ieve other factors need to be taken into account. They also say that, 

. . .  beginn ing analysts often need guidance and structure during the early 
phases of their research careers. We emphasise strongly that techniques 
and procedures, however necessary, are only a means to an end. They are 
not meant to be used rigidly in a step�by-step fashion. Rather, their intent 
is to provide researchers with a set of tools that enable them to approach 
analysis with confidence and to enhance the creativity that is innate, but 
often undeveloped, in a l l  of us (p .  1 4) .  

At this stage of the study, al l  of the open coding data for al l  the part ic ipants 

from round one and round two were re-read thoroughly with an eye out for major 

data categories, as suggested by Strauss and Corbin (p. 1 23 ;  see below: 'The CIC 

Paradigm ' ) .  Four major categories emerged: ( I )  learning in China; (2)  problems 

faced by students in New Zealand; ( 3 )  solutions sought by students; and, (4) effect 

on the students of the changes. By the end of the axial coding process these areas 

became more specific and ended up as seven major categories: ( 1 )  learner identity in 

China; (2) context in China; (3) context in New Zealand; (4) problems faced; (5 )  

motivators; (6) strategies; and, (7)  learner ident ity in  New Zealand. The somewhat 

problematic interview schedul ing (see above :  'Semi-Structured Interviews ' )  a llowed 

for reflective thinking and for patterns and gaps in the data to become evident. 

Theoret ical sampl ing is  a deductive process where: ( 1 )  new data is actively 

sought through the ongoing adaptation of the round two interview guide; and (2) the 

in vivo codes from the inductive open coding process are intent ional ly grouped into 

categories and groups of categories. According to G laser ( 1 998, p. 95), this contains 
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a verificational e lement because as the researcher goes back, "for other and more 

data previous data and conceptual isat ions are corrected (verified) ." The theoretical 

sampling process continues unt i l  the categories become 'saturated. ' According to 

Strauss and Corbin (p. 1 36) :  "A category is considered saturated when no new 

information seems to emerge during coding, that is, when no new properties, 

d imensions, condit ions, actions/interactions, or consequences are seen in the data." 

However, the decision determining saturation must be a relative one as it is 

unlikely that one p iece of research can completely determine the properties of a 

category. At the same t ime, the researcher does not want to prematurely bring to a 

c lose the theoretical sampl ing process. Glaser ( 1 998) points out that one of the 

problems facing grounded theory is what he calls logical drift. This occurs when the 

researcher is deduct ive ly searching for new data options (theoretical sampl ing). 

Instead of locating new data, he or she begins to drift off into deductive theory 

making before the inductive development of the data categories are complete or 

because the researcher is feel ing threatened by the time and financ ial constraints 

associated with the research project. 

As noted above, round two (and three) interviews were more variable in 

structure which reflected the demands of theoretical sampl ing. Therefore, it was not 

possible or helpfu l  to autocode, as was done in round one. To do so would have 

resulted in forcing the data back into earlier category headings which would have 

inh ibited the development of the analysis .  Therefore, round two interviews were 

coded and categorised after each interview was completed. The result of the axial 

coding stage was both the fi l l ing out of the categories already developed (while a lert 

for new ones) and defining the outlines of a paradigm that helped re-integrate the 

fractured data ( Strauss & Corbin) . 

Selective Coding and the Core Category 

The third coding stage is selective coding and this begins when the researcher 

believes he or she has found the core category. This core category wi l l  be the 

category which best accounts for most of the variation in the pattern of behaviour 

endemic to the B S P  (Glaser, 1 992, p. 75) .  This study fol lowed the more structured 
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approach of Strauss and Corbin ( 1 998) and their criteria for choosing a central 

category was used. A core category (Strauss & Corbin, p.  1 47) :  

1 .  Must be central ;  that is, al l  other major categories can be related to it. 
2. Must appear frequently in the data. This means that with all or almost 

all cases, there are indicators point ing to that concept. 
3. Must be logical and consistent explaining the relationship between 

categories. There is no forcing of data. 
4. Must be named or phrased in such a way that it is sufficient ly abstract 

so that it can be used to do research in other substantive areas, leading 
to the development of a more general theory. 

5 .  Must be able to exp lain variation as wel l  as the main po int made by the 
data; that is, when conditions vary, the explanation sti l l  ho lds, a lthough 
the way in which a phenomenon is expressed might look somewhat 
different. One should also be able to explain contradictory or 
alternative cases in terms of that central idea. 

At this point of the study, a great deal of interesting information had been 

found but the need was to find, within the data, the core category. To accompl ish 

this several steps were taken. First, an attempt was made to develop a more specific 

model of the BSP. This basic diagram of a systems model set out the bones of the 

fmdings of the research at this stage. The mode l ' s  development is reported on in the 

fol lowing chapters. Second, care was taken to look in the data for aspects that l inked 

the major categories that emerged from the axial coding process. It was also 

important to remain open to potentially dissimilar or conflicting data. Cresswel l  

cal ls  this  "zigzag data col lect ion and analysis" (2002, p. 450). 

Once the core category was found, se lect ive coding began. Strauss and Corbin 

define select ive coding as "the process of integrating and refining the theory" (p .  

1 43) .  Here the emerging grounded theory, as developed to date, was re-examined. 

Flaws of logic and inconsistencies were sought in order to refine the theory as it 

developed around the core category. The intention in se lect ive coding was to seek 

and further c larify the l inkages between categories, using the core category as the 

integrating point .  The result was the development for this study of principles, 

assumptions, and axioms that make explicit the re lationships between, in Strauss and 

Corbin 's  terms, conditions, act ions/interactions, and consequences, within the BSP 

(Appendix S ) .  These princ ip les are only provisional, and within the grounded theory 

methodology it is not necessarily the researcher's role to test them for the adequacy 

of their explanatory power ( Dick, 2002; Glaser, 1 992; Glaser & Strauss, 1 967). 
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Modelling 

In reviewing data coding and analys is, the use of model l ing has been a lready 

mentioned. The first models/diagrams were somewhat fanciful in nature using 

symbolism that reflected the researcher' s background reading on China. Whi le in 

some senses model ling was beyond where the conceptual reach of the study was at , 

in an early stage of the research it assisted reflect ing on the data and its categories as 

they were emerging from the students' descript ions of their experiences. As the 

d iagramming developed further it was based around Strauss and Corbin' s ( 1 998) 

three-stage systems model :  the C IC paradigm ( see below) .  

The ongoing development of the model, and the explanatory write ups of it, 

proved helpfu l  in c larifying and simpl ifying ideas as wel l  as providing a structure 

for, and within, each of the CIC stages. The constant reworking of these diagrams 

was an invaluable aid in terms of laying bare the central constnlcts of what was 

happening in the BSP .  Particular care was taken to ensure that the models 

represented the data categories rather than the models dictating what the categories 

were. NVivo 7 has a faci l ity for model l ing but because the researcher was more 

famil iar with M icrosoft Word and PowerPoint these tools were used. As the BSP 

model emerged from the information the students had provided, i t  stil l  needed to  be 

further developed with them, affirmed by them, and critical ly examined with relevant 

l iterature to assure that it was an authentic way of describing their experience. This 

was a major task of Stage V, particularly in the feedback from the attestation group 

( see below: ' Attestation Group Feedback') .  

The Conditions/Interactions/Consequences (CIC) Paradigm 

A number of references have been made to the CIC paradigm. Strauss and 

Corbin ( 1 998) suggest, within the axial coding process, that the C IC template may 

assist in l inking a category to its subcategories and in looking for cues in the data that 

denote how major categories might l ink or relate to each other. While the process 

wi l l  always be variable due to the differing natures of B SPs (Glaser, 1 998),  the flow 

of conditions, actions/interactions, and consequences presented a sound starting point 

to explore the educational transition of the Mainland Chinese students in this study. 
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The adoption of the paradigm gives rigour and structure to the constant comparative 

method. Strauss and Corbin's template is shown in F igure 4 . 1 .  

CON D ITIONS I NTERACTIONS CONSEQU E NCES 

A conceptual way of 

q 
Responses made by 

q 
The outcomes of 

grouping answers to people to issues/ actions/interactions. 

the questions why, problems/events What happens as a 

where, how come, aris ing from result of action/ 

and when . conditions. Answer i nteraction/inaction. 

whom and how. 

Figure 4. 1 :  Strauss and Corbin's process model ( 1 998, p. 1 28)  

A BSP for cross-cultural educat ional adjustment should be able to  account for 

three connected areas. F irst, what were the conditions that affected the journey of 

transit ion, that is, those condit ions or inputs that provoked the ups and downs 

associated with such a change? For example, what were the contexts, educational 

d isposit ions, and other factors that made this journey, at different t imes, difficult ,  

tolerable, or enjoyable? Associated with the 'what' question, for each of these 

factors the 'when'  and 'how much' questions also apply. Second, the interactions 

and processes that helped assure the complet ion of the journey. In other words, what 

caused the students to continue on with a daunting and, at times, overwhelming task: 

What kept them go ing? What strategic educat ional choices did they make? These 

are the motivators and strategies that al lowed the students to see their journey in 

context, to 'conquer' the difficulties, and to cherish those factors which made the 

journey to lerable and, at t imes, enjoyable. Who did they turn to for help? Third, the 

consequences of the transition, that is, 'so what ' .  Here there is a need to ask: What 

ways has the previous state of learning of these students been changed by the current 

adjustment? 

ANAL YSIS VERI FICATION 

When the coding and analysis of the data from the partic ipants was completed 

a series of steps were taken to test the val idity of the emerging theory. One of these 
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was the second stage of the l iterature review process. I n  addition, another group of  

students with a similar profi le, termed the attestation group, was formed to  provide 

feedback on the analysis.  The study participants were also given an opportunity to 

comment on the fmdings . Lastly, the analysis was evaluated against the grounded 

theory criteria for a BSP.  The three verification steps of literature review, student 

feedback, and criteria evaluation are detailed below. 

The Role of the Literatu re Review 

As briefly noted in Chapter Three, Charmaz (2004) believed that one of the 

marks of grounded theory is the delay of the l iterature review. In this study the 

l iterature was treated in a two-step manner. Initial ly there was a review of a more 

general nature which could help raise awareness for the researcher of appropriate, yet 

general, analyt ical categories that may be relevant to the study. Therefore, a review 

of the historical nature of Chinese education, with special regard to the influence and 

ongoing legacy of Confucianism, and a review of Western learning theory was 

completed before the fieldwork began. In l ine with grounded theory methodology it 

was important to delimit the amount of specific  l iterature reading to reduce the 

natural human procl ivity of pre-configuring the nature of the BSP under investigation 

(G laser, 1 998) .  Not focusing on this l iterature unti l  the part ic ipant data was 

col lected, coded, and analysed helped ensure the voices of the students were not 

overwhelmed. This helped provide assurance of both the richness of the data and 

that the fmdings were not predetermined. 

Second, there was a delayed invest igat ion, fol lowing Charmaz, of more 

specific literature that related to the e lements of the emerging substantive theory. 

During Stage I V  (see above), the theory around cross-cultural adjustment was 

invest igated. The literature was a lso reviewed around the experiences of overseas 

students entering and learning within Western educational contexts, with a focus on 

Mainland Chinese students wherever possible. The data from this review was treated 

l ike all other data within the grounded theory constant comparative framework; that 

is, it was used to compare with the data from the interviews and the prior sections of 

the l iterature review. In  G laser's  words, "It  becomes important to start reviewing 

relevant literatures and constantly compare them to those related parts of the theory 



Cross-Cultural Educational Adjustment 1 0 1  

being written so they can be woven i n  i n  a scholarly manner" (p .  206) . B y  this point, 

the theory should be strong enough to withstand the scrutiny of other viewpo ints in 

the relevant l iterature (Glaser, p .  76). 

Attestation Group Feedback 

Listening to participant feedback is, along with the literature review, part of 

confirming the analysis in Stage V of  the grounded theory process. This entai led 

ho lding feedback sessions with students, as was al lowed for in the MUHEC 

information sheet (Appendix G).  It was decided to approach students who had not 

been part of the original sample as it was felt that this would enhance the soundness 

of the study, provide a confirmatory (or otherwise) voice, and o pen it up to other 

perspectives. The Head of Faculty of the BAF of Atherton University was 

approached and asked if the researcher could meet with some students who fitted the 

part ic ipant proftle  of the study. He agreed to this and asked the researcher to contact 

a lecturer within the faculty. 

The lecturer, who also happened to be Mainland Chinese, was p leased to assist 

and a l located t ime in one of his c lasses for the researcher to introduce the study to his 

Chinese students. He had earlier requested their permission to do this. The students 

were g iven a copy of the research information sheet, the project was briefly 

explained, and they were asked to supply their email addresses if  they wanted to 

participate in what was termed the 'Attestation Group' .  Eventually only two of the 

tudents in the c lass made themselves available for the interviews, thereby 

highl ighting the effectiveness of the informed consent process. Uti l ising a l ink with 

a Chinese professor at Atherton University, two further students offered to help . The 

professor had independently contacted these women and they rang to offer the ir 

avai labi l ity. 

The proftle of the two student groups (the original part icipants and the new 

attestation group) were kept as simi lar as possible. That is, they were al l  Main land 

Chinese, a 50 :50 split of males and females, and were al l  studying at Atherton at 

postgraduate leve l .  Al l  members of the attestation group were single and were 

studying ful l-time. One of the females was a student in the sc iences and, at first, it 

was thought it would not be advisable to include her as the rest of the sample, in both 
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groups, were business students. However, it also provided an interesting way of  

testing the emerging theory from a supplementary viewpoint .  Variat ions must be 

able to fit within the framework of the theory and as these are incorporated into a 

substantive theory it enhances the theory's potential for developing, over time and 

with further research, into a more formal theory ( Strauss & Corbin, 1 998,  p. 1 60) .  

The frrst two students from the BAF c lass were male and they were 

interviewed together. The two female students, because of t iming issues, were 

interviewed separately. The interviews took place on 1 3  November 2007, 6 

December 2007, and 8 December 2007. For this feedback session, a PowerPoint 

s l ide presentation was prepared (Appendix Q), which showed aspects of the theory 

and its model, and an interview guide (Appendix E) .  The model was revealed piece­

by-piece and responses to key quest ions were noted. Their feedback was a lso 

sol icited on the validity, to them personally, of certain statements using a five-po int 

Likert scale and, in one instance, they were asked to rate,  in order, the degree of 

importance of certain issues. 

The members of the attestation group were interviewed on one occasion each 

and this was after at least one year of full-t ime postgraduate study. In comparison, 

the original part ic ipant group members were interviewed three times over three 

semesters. The scrutiny of the emergent substantive theory was also extended to 

these original participants. They were emai led a summary of the fmdings and a copy 

of the model and asked for feedback ( Appendix R) . As Strauss and Corbin say, "A 

theory that is grounded in  data should be recognisable to participants and although it 

might not fit every aspect of their cases, the larger concepts shou ld apply" (p.  1 6 1 ) . 

Evaluation of the Basic Social Process 

G laser ( 1 998) set out four criteria for evaluating the soundness of a theory 

about a BSP.  These are: workabi lity, relevance, fitness, and modifiabi l ity. 

Workabi l ity evaluates the theory's exp lanatory power within the substantive area of 

the research. Relevance is an indicator of how the theory understands the people 

within the process and their needs. Fitness determines if  the pattern of the data is 

wel l  expressed by the conceptualisation of that data. Lastly, modifiabi l ity indicates 
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the degree to which the theory is 'open' to new insights and data. The ability of the 

theory that has emerged in this study to meet these criteria is set out in the 

subsequent chapters. A formal point of evaluation has been undertaken in Chapter 

E ight (see: ' Meeting the Grounded Theory Criteria ' ) .  

Grounded theory only makes c laims for the substantive or local ised area of  

study, which in  this case i s  the cross-cu ltural educational adjustment of Mainland 

Chinese postgraduate business students, as sampled, at Atherton University. Its aim 

is to present a coherent and compel l ing description and conceptua l isat ion of this 

particular BSP that deeply reflects the data supplied by the participants. Externally, 

the researcher does not make c laims for the theory beyond the BSP  studied and 

beyond those experiences shared by the participants. Within an interpretive 

paradigm it is vital to present authent ically the voiced experiences of the part icipants. 

The use of the range of tools and procedures used in this study to gather, code, 

ana lyse, and verify the data give credibility to having heard these vo ices and, through 

the analysis and discussion of the data, done so in a way that makes sense of their 

experiences ( Bogdan & B iklen, 2007) .  Together these e lements created a 

triangulation effect (Denzin & Lincoln, 2003 ) and strength of process that provides 

confidence in the findings. These may be able to be l inked to more formal or general 

theories of procedural social behaviour (Glaser; Strauss & Corbin, 1 998) .  The next 

sect ion exp lains the way in which the data and its analys is was written up. 

WRITING U P  TH E TH EORY 

In  a simi lar way to the simultaneous coding and analysis phases of grounded 

theory, the writing up of the research fmdings, analysis, and discussion was 

integrated together rather than compartmentalised. Therefore, for example, Chapter 

Five presents the fmdings, analysis, and discussion for the conditions stage of the 

process paradigm. The arrangement for Chapters Six and Seven present these three 

aspects for, respectively, the interactions and consequences dimensions of the crc 
template. This was seen as the most effective way to elucidate the nature of the BSP 

and give it a 'journey' perspective. 
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Unlike some forms of qualitative research methods, the write up for grounded 

theory may not necessarily be highly descriptive. A more post -positivist approach to 

the methodology would present less of the participants '  cOlmnents while a more 

constntctivist approach would give these a significant ly higher profile.  In choosing 

grounded theory as the method of choice for this study ( see Chapter Three: 'The 

Qualitative Rationa le ' )  the aim was to have both a major focus on developing a 

conceptual ly based theory and hearing the voices of the participants as they tried to 

understand the meaning of their experiences within the BSP .  Therefore, in the write 

up of this research the students ' words are quoted frequent ly. This allows the 

students to ' speak' but a lso enables the reader to 'hear ' .  It is hoped that the result ing 

write up gives an effect ive balance to these two demands: a clear conceptual isat ion 

and a voice for the participants. 

The sources of the write up are the categorisation of the data, the memos 

written by the researcher, and the form of the emergent mode l .  The categorisation of 

the data was held, as noted above, by the NVivo software and this was able to be 

accessed and used in a he lpful manner. The memos contained the researcher's 

abstractions of, and reflect ions on, the data throughout the coding process and were, 

therefore, also a helpful  basis for the report. The ever evolving design of the model 

which sought to depict the pattern of the data was an important frame of  reference for 

stntcturing the fmal write up. To conc lude this chapter on the imp lementation of the 

grounded theory research method the areas of ethics and researcher posit ioning are 

d iscussed. 

ETHICAL AND ACC ESS ISSU ES 

Qualitat ive research, such as grounded theory, has a high ethical component 

because it often enquires into the social worlds of the participants ( Berg, 2007). In 

addit ion, the ethical process is often problematic because of the unique way the 

research design emerges as it is conducted (Lodico, Spaulding, & Voegtle, 2006; 

Janesick, 2003) .  As a result, ethical questions can arise throughout the research 

process and c larifying potential ethical issues need to be wel l  considered before the 

study is commenced (Creswell ,  2008) .  Conducting ethical qual itat ive research " . . .  
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requires researchers to actively interpret these princip les for their individual projects, 

tailoring these ethical guide l ines to suit the unique contexts of their research" 

(Creswell ,  p. 1 3 ). The ethical issues addressed in this study included: institutional 

approval, gaining access, informed consent ,  confident ial ity, and minimising harm. 

I nstitutional Approval 

S ince the 1 950s, the onus of ethical responsibi l ity has increasingly shifted from 

the individual researcher to the institution ( Anderson with Arsenault, 1 998) .  Most 

organisations which have people engaged in research have ' Inst itutional Review 

Boards, '  or I RBs, that admin istrate the ethical clearance of research projects. In the 

case of this study, the ethical requirements of the Massey University Human Ethics 

Committee ( MUHEC)  were met. These are set out in detail in MUHEC 's Code of 

ethical conductfor research, teaching and evaluations involving human 

participation (30 October, 2002) . The requisite forms were completed and submitted 

to the MUHEC in July 2005 . Some minor amendments were requested by the 

committee at their meet ing of 9 August 2005 .  These were processed and the 

application, ' Palmerston North Appl ication 05/85 ' ,  was formal ly accepted on 1 4  

October 2005. Appendices F to K contain the approved ethics documentation. 

Gaining Access 

It was important at an early stage to ensure general site and research 

permission ( Wel l ington, 2000) from the Business and Administration Faculty (BAF) 

of Atherton University. Gaining access can be "fraught with d ifficult ies" (Berg, 

2007, p. 1 84)  and may require the researcher, in order to gain fonnal and informal 

access, "to consult with different gatekeepers at multiple levels in an organ isation" 

(Creswell ,  2008, p. 1 2) .  The fol lowing steps were taken: the Head of Faculty (HOF) 

of the BAF was approached; details of the research process were submitted; the 

researcher was to work within the department with the HOF's permission; the nature 

and responsibi l it ies of the research role were spec ified; and su itable types of ( 1 )  

programmes (business), (2 )  level (postgraduate diploma), and (3 )  student popUlat ion 

( Mainland Chinese students) were confirmed. The introductory letter to the HOF is 
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in Appendix F. The project was referred by the HOF to a senior BAF staff member 

who was responsible for international student matters. 

The BAP took responsibil ity, in order to ensure due care for the students and to 

guarantee wi l ling part ic ipation, for making the initial contact with the students. The 

facu lty head administrator determined, from consulting enrolment records, the 

number of potential students ( 1 8) .  These students were written to by the 

administrator and asked to partic ipate in the research. She a lso advised a fel low 

administrator at the northern campus of these students' detai ls  and asked that this 

person fol low up the contacts on the list. The two administrators were important 

'gatekeepers ' and their role reflected the more informal dimensions of gaining 

access. 

Meeting personal ly with these two people, especia l ly the northern campus 

administrator, allayed any concerns they may have had about the researcher, the 

demands upon their time, and the worth of the project (Bogdan & B ik len, 2007) .  It 

a lso encouraged them to be flexible in the ways they approached the students. Berg 

describes gatekeepers as being " . . . people or groups who are in posit ions to grant or 

deny access to a research setting" (p. 1 85 ) .  It is genera l ly accepted that the 

researcher wil l  have to work with the gatekeepers to ensure the research is able to 

proceed (Creswel l ;  Bogdan & B iklen; Morse & Richards, 2002) .  For the steps taken 

by the researcher subsequent to approved access see above: Round One Interviews. 

Informed Consent 

Potential participants in a research study must be clearly informed about the 

nature of the research and its impl icat ions (Anderson with Arsenault, 1 998) .  Berg 

describes informed consent as " . . .  the knowing consent of individuals to partic ipate 

in an exercise of their cho ice, free from any element of fraud, deceit, duress, or 

similar unfair inducement or manipulat ion" (2007, p. 78) .  Others, such as Morse and 

Richards (2002, p. 205) ,  set this out more comprehensively in terms of the rights of 

the participants: 

Participants' rights include the fo l lowing : the right to be fully informed 
about the study' s purpose, about the invo lvement and time required for 
participation, the right to confidentiality and anonymity, the right to ask 
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any quest ions of  the invest igator, the right to refuse to participate without 
any negative ramifications, the right to refuse to answer any questions, 
and the right to withdraw from the study at any time. Part icipants also 
have the right to know what to expect during the research process, what 
information is being obtained about them, who wi l l  have access to that 
information, and what it will be used for. 

In this study, because of language and cultural issues, the participants may 

have felt potentially susceptible, so care was taken to ensure the part icipants had a 

good understanding of their rights. Bogdan and Bik len stress the need to : "Be 

part icularly sensit ive and di l igent in explain ing yourself and getting consent when 

studying people who are vulnerable" (2007, p.  50) .  Standard practice centres on 

gaining written consent from part icipants before they enter the research process 

( Berg), even if the project poses minimal risk to the part ic ipants (Creswell, 2008) .  

As described above (see: ' Round One Interviews ' )  the study information sheet 

(Appendix G) was sent out to all part icipants and this was discussed and c larified 

before gaining consent . 

In addition, due to the emergent nature of the research design in this study, 

which meant that it was not feasible to "provide ful l  information" about the research 

process (Lodico et aI . ,  2006), the nature of each particular series of interv iews was 

explained before part ic ipants were asked to sign a consent fonn for that round 

(Appendix H) .  This reflected the concern to have a "process consent" ( Ryen, 2004, 

p. 232) element in the research design. A fundamental bottom line is that in no way 

should part ic ipants feel  they were coerced into joining the research project (Scott & 

Usher, 1 999).  

Confidentiality 

In this study, it was not possible to promise the students anonymity because of 

the need to fol low up prior interviews and to relate data to student contexts; but 

assurances of interviewee confident ial ity were g iven. The l iterature betrays a degree 

of confusion over the nature of confident ial ity and anonymity. Anderson, for 

example, (with Arsenault, 1 998, p. 20) states: "Confidential informat ion implies that 

the identity of the individual wi l l  remain anonymous." Strictly, anonymity means 

that there are no possible connections that exist between the partic ipant and the 
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recorded data that the participant has provided. This is not usual ly possible with 

qual itative design ( Berg, 2007); however, confidentiality regarding names remains 

vital. Creswel l  states: "Participant confidentia l ity is of utmost importance. The 

traditions of research in place today remind us that the lives and experiences of 

partic ipants should be told, but the individuals from which the research was g leaned 

must be concealed" (2008, p. 240). This means that the researcher must make "an 

active attempt to remove from the research records any elements that may indicate 

the subjects ' identities" ( Berg, p. 79). 

To assure participant confidentiality (see above: ' Participant Selection and 

Profile ' ) ,  initials, which were systematical ly different from their real initials, were 

used to record their views (Creswel l )  and a pseudonym for the tertiary inst itute was 

used. This was designed to prevent readers of this thesis making connections 

between data, participants, and institutions ( Ryen, 2004) .  However, this was 

somewhat problematic because, as Lodico et al. note, "the extensive detai l  [provided 

in a qual itative study] may make it difficult to keep confidential the persons or 

school being studied" (2006, p. 1 5 1 ) . Ryen takes a realistic approach, stating that all 

due care must be taken to achieve best practice; however, some degree of  risk may 

a lways be present. 

For this project the reasonably small  number of people in the part icipant 

population ( 1 8) and the high rate of involvement ( 1 0) meant that students may have 

been aware of others who were participating in the study and, therefore, potentially 

able to make data-partic ipant linkages if they read the thesis. Simi larly, despite the 

use of a pseudonym, the relative smal l  number of tertiary institutions in New Zealand 

may mean that it could be possible for some persons to infer which inst itution was 

involved in the project. However, all possible steps and care have been taken to 

reduce this possib i l ity to a level where confidential ity has been maximised. 

M inimising Harm 

The students partic ipating in this study were informed of, and provided with, 

safeguards to minimise harm through the use of the information sheet, consent forms, 

the amending of transcripts, and the review of the research fmdings. Harm, in the 
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context of a research project, can potent ia l ly arise in a number of ways but 

particularly though the disclosure of information or the violation of rights. Further 

safeguards bui lt into the study included: affirming the partic ipant 's right to 

discontinue at any t ime; providing access to data and findings to the part ic ipants; and 

respecting the part ic ipant 's time and space (Anderson with Arsenault, 1 998). On all 

occasions, endeavours were made to ensure the least disruption to the students by 

holding the interviews during holiday breaks and giving them a choice of locat ion 

and t ime. The t imeframes for interview length were g iven and kept to ( Bogdan & 

B ik len, 2007) .  

Within the various constraints (see below: ' Researcher Positioning ' ) ,  achieving 

relat ional trust in this study was always an aim. The development of this trust 

between the partic ipants and the researcher was marked by honesty and up-front 

responses to the concerns of  the participants. This was especially important because 

in qualitative research "Participants may be asked to discuss private details of their 

l ife experiences over a period of t ime. This process requires a suffic ient level of trust 

based on a high level of part ic ipant disclosure" (Creswel l, 2008, p. 239) .  

The tria l l ing of the initial interview guide, the avoidance of leading quest ions, 

the affirmation of their cu ltural and educational heritage and experiences, and not 

implying any defic it connotations in comparison with the New Zealand education 

systems and practices, helped avoid the students providing information they believed 

the researcher wanted to hear. It is possible that the types of quest ions asked and the 

sort of assumptions imp l ied may influence the students' behaviour and responses so 

that this effect is real ised (the Hawthome Effect - Berg, 2007; Lodico et aI . ,  2006). 

However, and somewhat perversely, it could be claimed that the avo idance of such 

' negat ives' could result in a distortion in the partic ipant responses as wel l .  

One part icular area of minimis ing harm, cultural sensitivity, requires special  

mention because of the nature of this research project. In some measure, even 

though language and cultural barriers must have existed, the fact that the students in 

this study were postgraduates with a higher I ELTS requirement, were within an 

English speaking context where their language ski l l s  were growing, and had some 

awareness of research processes may have helped to mit igate these concerns. 

However, Anderson ( 1 998, p.  22) makes it c lear that : "When researching people of 
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different cultures both at home and abroad, informed consent can be difficult for two 

reasons: a) l inguistic  barriers, and b) people in other cultures often have d ifficulty 

understanding the nature of research and its uses." The researcher's  posit ioning may 

also have created some barriers (see below: ' Researcher Posit ioning' ) .  

It may have been more ideal for the researcher to have been Mainland C hinese. 

This concern parallels the feminist assumption that homogeneity of identificat ion 

would enhance the authenticity of the data ( Scott & Usher, 1 999). However, it may 

a lso have been difficult, to some extent, for a Mainland Chinese researcher to ' see' 

their own culture . The researcher' s awareness of  this issue and a reasonable degree 

of experience relating cross-culturally, including to Mainland Chinese people, may 

once again have mit igated some of the effects of this barrier. The researcher also 

believes that his level of  interviewing ski l ls was enhanced by past experience, 

thorough preparation, and pract ice. 

Real istical ly, O 'Neil  Green, Creswel l ,  Shope, and P iano Clark (2007) believe 

that the researcher is prone to all types of cultural bias that can influence the quality 

of the research process and fmdings at every stage. They recommend that the 

researcher improve their cultural competency by: ( 1 )  growing self-awareness 

regarding cultural and diversity issues;  (2) increasing knowledge of participants'  

cultural view(s) ; and (3)  developing interview ski l ls to develop suitable/authentic  

interview techniques (O'Nei l  Green et  al. ) .  

I t  was also possible that different cultural bases may have resulted in a 

misunderstanding of  the ethical processes surrounding research in the New Zealand 

context for these Mainland Chinese students .  Ryen (2004) notes that cultural norms 

may make it difficult for participants to decline being invo lved in a research project 

or to not ful ly understand the impl ications of the research process. As described 

above, the students in this study did have some abi l it ies in English, cross-cultural 

skil ls, and research awareness that may have helped avert this type of 

misunderstanding. The research ethics and protocols of this study, which inc luded 

the use of written informed consent, also fostered cultural sensitivity. An area 

c losely associated with cultural sensit ivity is power distance and this has been 

discussed below under ' Researcher Positioning ' .  
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In  this section on ethical and access issues, the functions of institutional 

approval, gaining access, informed consent, confidential ity, and minimising harm 

have been considered. Within this latter area an especial ly pertinent and related topic 

was addressed, that is, cultural sensitivity. Whereas it would be idea l  to give an iron­

clad guarantee of the effectiveness of the measures taken in this study, it is best, 

instead, to assure that best practice was adhered to at all t imes. In many respects 

these aspects of ethics and access, inc luding power-distance issues, are inde libly 

related to the positioning of the researcher, which is the subject of the last section of 

this chapter. 

RESEARCHER POSI TION ING 

When engaging in  any form of social interaction or  attempts to  know, the one 

seeking to know or interact brings with them all they have gone through before, all  

who they are in the present, and al l  their hopes and dreams for the future ( Berg, 

2007). This is also true for the researcher where c laims of value-free and neutrally 

object ive research, at least in the qualitative fie ld, are no longer considered a tenable 

posit ion ( Berg; Denzin & Linco ln, 2003b; Janesick, 2003 ; Scott & Usher, 1 999). I n  

this section, the researcher wi l l  attempt to defme and describe his positioning; that is, 

his way of being and doing in regard to some essent ial e lements of the research 

process. This is done, in Berg's words, because "subjective disclosures by 

researchers allow the reader to better understand why a research area has been 

selected, how it was studied, and by whom" (p.  1 8 1 ) . To give this a more authentic 

voice the researcher wi l l  use the first person singular, where appropriate. 

O'Nei l  Green et at. (2007, p.  489) state: "Before col lecting data from diverse 

populations, the researcher is encouraged to take inventory of his/her positional ity a 

step not often done with grounded theory researchers, but a necessary step to protect 

against the researcher's biases from overshadowing the respondents' voices."  This 

awareness continues beyond the design stage and throughout the who le research 

process. However, it cannot be completely possib le and, again, this study can only 

offer the best of attempts to achieve the best practice. Areas considered are 

phi losophical paradigms, personal attributions, and reporting with integrity. The 
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issues of  cultural sensitivity and power distance, which in this study interact 

int imately with researcher positioning, have already been d iscussed above under 

' Minimising Harm. ' 

Philosophical Paradigms 

Questions of  research design tend to leap past the philosophical paradigms that 

underpin them. The advent of constructive epistemologies, in particular, has opened 

up new understandings of how a researcher can claim to know and much of 

qualitative research is now based on such approaches. As a researcher, one of my 

tasks is to identify my own posit ion on such fundamental issues for my own sake, for 

the integrity of the research process, and for my readers. In  this respect I probably 

stand to one side of a 'pure' constructivist position. Onto logical ly, I am a critica l  

realist, I do believe there i s  'reality' even if our  knowledge of this real ity i s  fraught 

with incomplete understandings and imperfect interpretations. Epistemological ly, I 

am an objectivist yet at the same t ime a constructivist, seeking ever c loser 

approximations to a knowledge of the real .  As a consequence, my ontological and 

epistemological inclinat ions may p lace me closer to positivism than, say, feminist­

post-structuralism ( Denzin & Linco ln, 2003b). 

According to Guba and Linco ln (2004), my phi losophical posit ioning p laces 

me within the post-posit ivist paradigm. Gall, Borg, and Gall ( 1 996, p. 766) define 

post-positivism as "the epistemological doctrine that soc ial reality is a construction, 

and that it is constructed differently by different individuals ." This being the case, 

my phi losophical assumptions must coherently match the methodology of my 

research practice. In differentiat ing post-positivism from positivism, Guba and 

Lincoln agree that a post-posit ivist position encourages the use of qual itative 

research methods. They say: 

The methodology aims to redress some of the problems [regarding 
posit ivism] . . .  by do ing inquiry in more natural settings, collect ing more 
situational information, and reintroducing discovery as an element in 
inquiry, and, in the social  sciences particularly, solic iting emic [ ins ider] 
viewpoints to assist in determining the meanings and purposes that 
people ascribe to their actions (p. 25) .  
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This description accords well with the tenets of grounded theory establ ished in 

Chapter Three ( see: 'Grounded Theory') .  One of the subsid iary reasons I chose to 

conduct a qual itative study was to broaden my exposure to construction ism and to 

help me learn how to record in an authentic manner the experiences of those I 

research among. This has been a rewarding journey for an erstwhile ' numbers man ' .  

Personal Attributions 

As well as the phi losophical frame I brought to the research and to my 

relat ionships with the part icipants, there were a range of identity characteristics or 

personal attributes that may also have influenced the study. These inc luded my 

ethn ic ity (New Zealand European), gender (male), age (middle-aged), marital status 

(married), bel ief and values system (Christian), employment (various), and future 

p lans (to live and work in China). Addit ionally, there were a range of cross-cultural 

experiences which have inc luded personal and professional re lationships with a wide, 

ethnically-diverse range of people and an extended period living overseas (N igeria). 

The manner in which these attributes, directly or indirectly, influenced the research is 

difficu lt to quantify as the impress of these factors probably had a pervasive, 

underlying influence on every stage of the research process, as they do on me 

personally. 

Many of these attribut ions are double-edged swords. On one hand they could 

provide a means of identificat ion with the research participants but at the same time 

they could create either barriers or unhelpful assumptions. This uncertainty increases 

when you undertake interviews in a cross-cultural context. Fears about your leve l of 

cultural awareness, your cultural sensit ivity, the language factor, the participants' 

reaction to you as a researcher and as a person, and others issues c loud the horizon. 

For example, some of these attributes could, and I fe lt did, assist in the important 

task of bui lding rapport with the participants. My knowledge base of things Chinese, 

some rudiments of Mandarin, our visit to China, having many Chinese friends, and 

our future plans helped to build relat ionships. 

Yet, it is possible that my identity may in some ways have lessened my abi l ity 

to hear well . Potentia l ly, there probably was a gender barrier as hal f  of the 
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participants were females. I t  no doubt helped that I had a female recording assistant 

who was present at the interviews and that all interviews with female participants 

were conducted in semi-public (yet auditorial ly  discrete) sites. As a lready noted 

above ( see: ' Minimis ing Harm'), language, especially when the researcher is trying 

to hear wel l  and authentical ly pOltray the voices of the participants, becomes an 

issue. This is compounded when I am seeking to elicit from my respondents, 

Mainland Chinese students, potentially strongly held and felt perceptions about their 

education process. At best, these personal attributes are offered to signify the 

researcher's awareness of them yet at the same time to acknowledge the existence of 

'blind spots. '  

Power distance, which can be exacerbated by cultural factors, may a lso 

influence the relat ional and data qual ity. As indicated in the literature review, the 

Mainland Chinese students came to New Zealand from a homogenised cultural 

context where high power distance relations exist within a hierarchical ly-framed 

social and educat ional structure (see Chapter Two : 'The Teacher' ;  ' Home Culture 

Societal Variables ' ;  ' Imp licat ions for the Mainland Chinese Learner' ) .  Power issues 

are often ident ified as being a significant barrier in researching cross-cultural ly ( Scott 

& Usher, 1 999; Anderson with Arsenault, 1 998) .  It is possible that the identity of the 

researcher as an o lder, experienced person could induce a sense of acquiescence by 

the students. 

The researcher tried to counteract this by being aware of the issue, 

downplaying his experience, identifying as a student, dressing appropriately (as a 

student),  sharing common experiences, seeking to ident ify and affrrm things and 

experiences Chinese, avo iding deficit connotations and potential ly sensitive topics 

(for example, pol it ics), and working hard at building trust and rapport. Relating in 

this way did not entail  any degree of deception; these were authentic characteristics 

and desires of the researcher ( Bogdan & Bik len, 2007). In addition, the informed 

consent and confidential ity processes also reduced some of the power differentials at 

p lay. Whi le these strategies could not fu lly resolve these power issues they 

represented the pragmatically avai lable steps. 
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Reportin g  with Integrity 

This last issue is int imately related to the philosophical and personal 

posit ioning of the researcher. I f knowledge is indeed constructed and the purpose of 

constructing this knowledge in this study is to represent the experiences of the 

partic ipants, how can the researcher have confidence that what is presented in the 

research findings has integrity? Every dec ision made about the research process and 

the manner in which the report is written have epistemological consequences (Scott 

& Usher, L 999) . On one hand the researcher is attempting to be int imate ly engaged 

with the participants as they share their experiences in order to construct that emic 

( insider) account. On the other hand, the researcher is also seeking to be outside of 

that experience and trying to construct the broader meanings and linkages that give 

meaning. This balancing of engagement with distance requires a constant adjustment 

of positioning. 

When it comes to reporting fmdings the call is for honesty (Creswell, 2008) .  

However, as  Scott and Usher point out, there are problems associated with tel l ing 

others' stories. They argue that: "Accounts by participants are a lways, in effect, 

presentations" and that it " . . .  assumes unjustifiably that palticipants have full  

knowledge of the perspectives that underpin their everyday actions. In other words, 

social actors are not able to transcend the l imitat ions of consciousness" (p. 132). As 

a result, they believe that there is no ideal way that data can be col lected to avoid 

these issues. In line with constructivist thought, they consider they are not denying 

" . . .  the potential rat ional ity inherent in good research, but . . .  suggest that in real l ife 

only a l imited form of rationality can exist" (p .  132) .  

This study has tried to be in step with the "potential rationality of good 

research" (Scott & Usher, p .  132) .  The research roles and techniques (see above) 

used in this research have helped to assure this. In particu lar, the constant 

comparative method, with its inductive/deduct ive movement, has a foundational part 

to play. In addition, the researcher has endeavoured to "solicit feedback from 

respondents by having them review and respond to transcripts" (O'Nei l l  Green et a l . ,  

2007, p.  485; see also: Scott & Usher) and to a summary of the research fmdings. I 

have a lso tried to make " . . .  a concerted effort to include research conducted by 

diverse scholars" through accessing writings by Chinese authors and Chinese 
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newspapers (O'Neil l  Green et aI. , p. 487; see: Bibl iography). As noted above, I have 

tried not to portray aspects of Chinese education or learners as being in deficit and 

tried to balance posit ive and negative e lements. 

Bogdan and Biklen (2007, p. 50) claim that " . . .  the most important trademark 

of a researcher should be his or her devotion to reporting what the data reveal ." In 

faith with this premise, the fmdings and analysis in the fo llowing chapters try to 

present the voices of these Mainland Chinese students in a way that allows for 'thick 

description'  yet also constructs a meaningful, even compelling, conceptualised 

explanation of the BSP of cross-cultural educational adjustment. In seeking to meet 

both these requirements I have tried to meet the yardstick set by O'Neil Green et al. : 

"When developing the written grounded theory report, the researcher should strive 

for a narrative style that presents the respondents' voices and exposes the cultural 

condit ions under which they were created" (p. 489). 

In this last section of this chapter, the researcher's  positioning has been 

explored. Ultimately, whether the issues are philosophical, processual, or personal, 

these factors do affect the research. With the adoption of 'best pract ice '  protocols 

and researcher awareness, the degree of influence can be minimal ised but never 

completely removed. Researcher positioning is particularly important when dealing 

with research participants who come from different cultural contexts (O'Neal Green 

et al. ) .  

S U MM ARY 

This chapter has described the implementation of grounded theory 

methodology into the specific requirements of this study. The lessons of the trial 

study were noted and the schedule for data collect ion, analysis, and writing up was 

a lso given. Next consideration was given to how the data for the study was gathered, 

coded, analysed, and verified. The role of a field trip to China, the process of 

participation selection and the profiles of the participants, and the use of semi­

structured interviews for data gathering were described. Under data coding and 

analysis the use of NVivo 7 software was explained along with research journaling 

and memoing, the constant comparative method, model construction, and the CIC 
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paradigm. In  re lat ion to analys is verification the fol lowing matters were discussed: 

the spec ialised role of the literature review in grounded theory; the engagement of an 

attestation feedback group; and the evaluatory process app licable for a BSP under 

grounded theory. A section was included on how the data and its ana lysis was 

written up. 

The last two sections of the chapter examined the ethical and access issues that 

affected the study and researcher positioning. The researcher has attempted to the 

best of his abil ity to meet the 'best practice' requirements that qualitative research 

requires (see Chapter Three: 'The Qualitative Rationale ' )  so that the voices of the 

students can be heard within an openness to the whole BSP so that something of its 

full  breadth can be observed. By doing so it is hoped that the resu lt ing report 

authent ica l ly displays the comp lexity and ' real ity' of the cross-cultura l educational 

adjustment these students have had to make and yet do so in a way that is both 

simple and c lear without being reductionist .  

The next three chapters are a hl l l, within the bounds of this thesis' presentation 

requirements, descript ion of the data, findings, analysis, and discussion that emerged 

from this research process. The breakdown of the chapters fo l lows the basic eIC 

mode l. Chapter Five looks at the conditions that affected the journey of transition. 

Chapter Six investigates the actionslinteractions within the new environment, which 

caused the students to adopt learning strategies and develop motivators that saw them 

through a difficu lt time of transition. Lastly, Chapter Seven looks at the educational 

consequences of this transition, that is, the effect that it had on the students as 

learners. This tripartite format is held together and i l lustrated by the progressive and 

pictorial disc losure of the BSP model .  



Cross-Cultural Educational Adjustment 1 1 9 

CHAPTER FIVE 

CONDITIONS 

Journey to the West: ESTABLISHED IDENTITY 

I NTRODUCTION 

This chapter begins a trilogy. Like the three volumes of Wu's  Journey to the 

West, which record the travels  of a Buddhist monk from China to India to fetch the 

ho ly sutras, these three chapters reflect the journey of today's Main land Chinese 

students as they seek the 'wisdom' of the ' West ' .  Within these chapters the findings, 

analysis, and discussion are combined, reflecting the nature of grounded theory 

methodology, and they are sequenced to highlight the movement of these students 

from their home educat ional context to their experiences of Western education, as 

represented in a New Zealand university. The purpose is to produce a theorisation of 

the evidences that these students have provided of the basic social process (BSP) of 

cross-cultural educat ional adjustment. 

Befitting the journey motif the outcomes of this study are progressively 

discussed. The outline fo llows the condit ionslinteractions/consequences paradigm 

suggested by Strauss and Corbin ( 1 998) and this is pictured below in Figure 5 . 1 .  

Chapter Five deals with the conditions that existed in the context and educational 

experience of these students before they came to study in New Zealand. Chapter Six 

discusses the interactions that caused the cross-cultural educat ional adjustments to 

take p lace and how the students responded to the chal lenges they faced. Chapter 

Seven sums up the nature of the change that has taken place and names the central 

concept which links almost al l  the significant aspects of their journeys together in a 

compell ing way. 

The findings and analysis are presented within this motif of journey. This is 

done in a variety of ways. First, the aim is to theorise, so the conceptua lisat ion of the 

data is used as the basic structure of these chapters. Therefore, the major headings 
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used represent the basis o f  the emerging theory. To assist in highlighting this 

structure a diagram is bui lt up progressively through each chapter to keep this to the 

fore. The keeping o f  the primacy of the theory is a reflection of and coherent 

integrator of the grounded theory methodology. Another primary task of this 

methodology is to highlight the theory's ingrained rel iance on the data. Therefore, 

hearing the voice of the participants is h ighly valued and this is reflected in the use of 

ital icised quotes from these students. 

Macro/Micro Context 

Whom? 

I N T E RACTIONS 

How? 

Learner I dentity 
C hange P rocess 

Learner I d entity 

Figure 5. 1 :  Conditions/interactions/consequences paradigm (Strauss & Corbin, 1 998) 

The fmdings of this study come from the transcripts of a series of interviews 

with ten Mainland Chinese students over an 1 8  month period. As such the fmdings 

and their analyses are based on the accounts of these particular students. Therefore, 

the views expressed on culture, society, family, education, change, coping with 

change, and many more e lements reflect the students' perspect ives. This gives the 

study a powerful emic, or insider, view of these larger issues and this is a s ignificant 

response to Ward and Masgoret's cal l  (2004) for qualitative research with Chinese 

students that seeks to understand their experiences in New Zealand. 

However, the theorisation has l imited genera l isabil ity as accepted within 

grounded theory methodology ( see Chapter Three); therefore, it is cal led a 

substantive theory. This theory is valid for the students invo lved in this project and 

further testing of the theory, which is outside the scope of this study, may affirm, 

extend, and indeed correct this depiction of cross-cu ltural educational adjustment. 
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Despite this, as the students' vo ices are l istened to and understood, a picture emerges 

of learner identity under the influence of significant change factors. 

Contextual issues in China have been dealt with in this chapter, which is 

subt it led ' Establ ished Ident ity. ' In particular, it has sought to understand who the 

Mainland Chinese students were as learners in China before they came to New 

Zealand. The macro and the more micro influences, bearing in mind that such 

distinctions are somewhat "art ific ial" (Strauss & Corbin, p. 185), have been looked at 

in terms of how they have formed and informed these students as learners. The 

social and cultura l background, particularly as it relates to the students' educational 

context, has been investigated within the macro dimension. Two more micro 

influences have been examined: the family background and the educational context. 

[t could be argued that education fits within the wider or macro influences. 

However, for this study, which directly connects context to the learning eco logies of 

these students, it has been taken to be of more immediate influence than the cultural 

and social factors. A number of learner identity dimensions emerged from the data 

that portray how the macro and more micro influences in China affected these 

students. 

MACRO CON D ITIONS 

As the students talked about their 

background in China certain influences became 

apparent. This section looks at the macro 

influence of culture and society. 

The students' v iew is focused, as a result of this study's agenda, through the 

lens of education and how cu lture and society has influenced the students as learners. 

While culture and society are not the foc i  of this study, and consequently not the 

heart of the interviews with these students, their comments highl ights some aspects, 

albeit in a fragmentary way, of the cultural and social macro dimension which have 

influenced them and those around them. Not many comments were made about 

cu lture and society per se, except in terms of the influences they experienced on their 

educat ional endeavours from the largely homogeneous Chinese worldview. 
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The primacy of culture in re lation to education is reflected by DW who said "[ 

think Chinese culture is quite different from Western culture. The Chinese learn 

their own culture first. After you study in China you can learn the Chinese culture 

and customs. This is very important for a Chinese person " ( 1 -0606/. EY's  views 

concurred with this. He said, "[ think it is a kind of traditional opinion in Chinese 

people 's minds that forces people to get a higher education. That 's what / think" (2-

0407). Whi le there is litt le doubt that culture had and has a pervasive influence on 

these students their perception of it was at times intriguingly juxtaposed with a strong 

sense of self. I n  her second interview GT, in re lation to the societal pressure to 

succeed educational ly, said " . . .  because everyone doesn 't want to be behind and 

everyone has self-value, they always want to choose their own values from other 

people" (2-0906). Here there is a mix of both collectivist and individual ist thought, 

although the collect ive tends to be dominant. 

The students '  fee l ing of pressure to study, and to study wel l, arising from the ir 

culture was apparently l inked to different influences. First, there was a sense of  

expectation to  conform, not only from parents but also from extended family and 

friends. FU noted, when asked about the impact of the one child family on family 

l ife :  "The child will still respect the parents even though they are the 'emperor ' in 

the family. Even if they don 'I want to, their neighbours or their friends, some people 

around them, all do it this way. So they think: I should do it this way" (2-0706). 

Second, there seemed to be a very strong desire to pursue a better future 

through educational achievement. When asked why he felt pushed to study hard, 

DW focused on the role of culture. He said, "/ think it is Chinese culture. In 

Chinese culture the young boy or girl they have to study. This is their firsljob" (2-

0906). Once this journey has been started it is hard to get off the road. GT 

commented, "For the people themselves it is a very hard thing because they already 

have a good start. The only way is to go ahead and achieve another higher step . . .  If 

you stand on the first step and you get a good result it is very hardfor you to go back 

because evelyone is looking at you and are saying, ' You already achieved the first 

slep with a good or an excellent start ' " (2-0906). 

2 Student interview referencing has the fol lowing format: student ' in itials' ,  e.g., AZ; interview 
number, e.g., ' I ' , ' 2 ', or ' 3 ', or, for the attestation group, ' A I ' ,  ' A2 ' ,  or 'A3 ' ;  date ( -monthyear), e.g., 
-0607. Hence, AZ2-0906 is AZ's second interview held in September 2006. 
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Educat ional attainment may provide a way of social positioning as EV 

explains: "China has a large population and, from their point of view, [education] 

gives them a way to judge people 's knowledge. It gives them the standard" (2-0407).  

The pressure to perform does not stop when the study ends. "A t school you have to 

work hard to get a good job. When you get a good job you have to work hard to try 

to get promoted" (EV3-0907). The mode of study also has social ram ificat ions. 

Part-time study may be seen as a smirch on the fami ly. "If you are just a part-time 

student other people will think, 'Hey, what 's wrong with your child? Why is that 

child part-time? Are they lazy or something? ' I
f 
you are working in a part-timejob 

when you are doing your study they will be thinking, 'What is the problem with your 

family? ' "  ( HS2-0906). 

The students were also very clear about the consequences of ' fai lure' to 

achieve. BY said: "They feel [ l ife] would bejinished because it is a social problem 

of China. If you don 't get a higher education then you lose most of the opportunities 

for a career" (2-0906). This was a lso reinforced by EV who commented that, "" . 

you may fail and your family may not be able to help you do it all again. Then you 

can 't keep doing your study so your life will become very hard" (2-0407) .  Life 

spirals downwards leading to soc ial ly undesirable work roles such as labouring 

(OW2-0906). The consequences of failure are discussed in more detail be low when 

the micro influence of educat ion is examined. 

Frequent ly, the students mentioned luck and good fortune. There is no doubt 

that the students in this study worked very hard to achieve their level of  academic 

success in Ch ina, yet various constraints within society meant that they fe lt hard 

work alone could not guarantee the desired outcome. Therefore, the students often 

saw good luck as being integral to their success as we ll . This good luck may be a 

result of the parents having enough wealth to provide the education the family 

desires for the child (FU2-0706).  Or, it could be that despite an inauspicious level of 

educational achievement the student had somehow managed to get past the hurdle of 

the nat ional univers ity entrance exam ( FU2-0706). Or, it may be that the 

competit ion levels  within China, caused by a huge population and l imited 

opportunities, makes a student's progress, in comparison to others who do not 

succeed (CX2-0706), seem like fortune is on his or her side (BY2-0906). 
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S ince the advent in China of communism, the job a person had was seen as an 

' iron rice bowl , '  where everything the person needed from money to food to 

healthcare was taken care of in the employment context. However, since the opening 

of China to market forces in the late 1 970s the certainty and security of  work have 

been eroded s ignificantly. Even when the government may provide work, graduates 

may prefer to look elsewhere for other opportunities with less strings attached (BY 1 -

0506). The level of  study is a lso becoming increasingly an issue as more students 

study at tertiary level and employers become more selective :  " . . .  in China, if you 

apply for ajob and you only have a bachelors degree then it will not be enough " 

( EV3-0907). 

The students recognised that China was changing. Alternative routes, other 

than a university education, to gaining social respect were now possible. This may 

be through smal l  business enterprises or through a lternative (e.g. ,  vocat ional) 

schooling opportunities (CX2-0706) .  As FU put it, " . . .  now they might have more 

opportunities to continue their study or to find a job or whatever. But in the old 

times it meant 'finished '" (FU 2-0706) . Due to job market constraints the o ld 

attitudes to part-time work is a lso changing. EV noted on a recent trip back to China 

that "I read lots of newspapers and there are lots of students who didn 't go back to 

their home towns for New Year. Instead they tried to get a part-time job during the 

study break" (2-0407). Work experience is becoming more valued by employers. 

Two other major change factors appear to have a symbiotic relationship. The 

opening of the economy to market influences and the official restriction of famil ies 

to one-child, mean famil ies have more wealth to pursue educational objectives. AZ 

stated: "More and more families can earn more money than our generation and my 

parents ' generation. Because they have more money, they can provide a better 

environment for their children. They want their children to grow better than the 

other children. So they provide everything their children want" (2-0906) .  This 

impacts on the accessibi l ity and location of university education. DW bel ieved, "In 

some families, where the parents are rich, the children will not study very hard 

because, maybe, they think if they don 't pass the test, the national examination, their 

parents can pay more to buy a place in a university or send them overseas" (2-0906). 
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The desire for Engl ish language competencies was a primary motivator for 

these students to study overseas. Within China there is a growing demand for people 

with English ski l i s. "That 's why there is a big education market for English 

language schools. They hire lots of Western teachers and teach them reading, 

speaking and this kind of shi
f
T (EV2-0407). On one hand, the demand causes them 

to seek English learning opportunities within China. The famil ies " . . .  spend a lot of 

money on that as the tuitionfee is quite high in the private English language schools. 

But the result is not the same as they hope for. So lots of students can 't pass their 

IEL TS exam in China" ( EV2-0407) .  For many, the opportunities to learn English are 

l imited in the school environment where the emphasis is largely on reading and 

writing (FU2-0706) and l ife is too busy already (CX2-0706). On the other hand, the 

desire for English is also a catalyst for students to study overseas. 

This brief summary of the students' occasional comments on the wider or 

macro social and cu ltural influences on education has highlighted a number of 

factors. First, the societal demand for education is  sti l l  very high within China. 

Second, this demand is largely based on the be l ief that education will provide a better 

future for the student and the family, both socially and fmancial ly. While attitudes to 

a lack of success and the degree of acceptabi l ity of alternative pathways are 

changing, the passion for education is st i l l  a strong societal driver. Next, the more 

micro influences of the family and education, already inextricably l inked in with 

culture and soc iety, are discussed in more detail. 

MICRO CONDITIONS 

Like the macro influences, family and 

education have a strong traditional basis but a 

continuing legacy into the future. The traditions of 

the past, and its ongoing legacy, help form the 

identity of the individual Chinese learner. 

i ly & Ed ucation 
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The Family 

H istorical ly, the fami ly has held a high p lace within Chinese society. As with 

culture and society, the role of family was looked at in re lation to education. I n  

doing so, the high value fami l ies p lace o n  education and the sacrifices made t o  obtain 

it became evident. This brings into focus the desires that parents have for their 

children' s  education and the pressures that this p laces upon them as students. The 

fami ly has always valued education, but not so much for the sake of knowledge as 

the advancement of the individual, the family itse lf, and society as a whole. 

The Value and Price of Education 

Traditional cultural values and the immediacy of  change within China today 

combine to make education highly valued. The students' comments support the 

l iterature review's fmding concerning the "Love of Learning' as a continuing legacy 

of Confucianism (see Chapter Three) .  GT said, "The genuine Chinesefamily puts 

education in a very important place for their whole family" (2-0906). The high 

esteem of education means that families see this as the greatest treasure and a 

treasure that they are prepared to pay the greatest price for. In  the words of CX: 

"The families ' biggest investment is in their children 's study. . . .  That 's one reason 

many parents spend a lot of money to send their children overseas so they can 

become better educated" (2-0706) . This requires very significant levels of sacrifice 

which the fami l ies are prepared to accept. GT believed that : "In China, you know, 

especially today, parents are always thinking to have their child to study and to 

study at a high level. . .  , If you have this opportunity they will encourage you even to 

use all the family fortune to support you to study" ( 1 -0606) .  

This focused concentration on education is sharpened by the one-chi ld pol icy. 

"It 's just one child in today 's Chinese family. [The family] may give you what they 

have, all they have, including time and money to support you " (GT I -0606). 

However, it is not only the parents. The one child policy has reconstructed the basic 

family structure into an inverted pyramid with the maternal and paternal 

grandparents on top (four people), the parents below them (two), and the one child at 

the upended apex of the triangle (CX2-0706). Six people ' s  social support and 
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wealth resource is focused on the one .  Often this fmanc ial and personal commitment 

is granted with no expectation that the money wil l  be repaid: "They don 't expect you 

to pay the money back to them. They provide money for you so you can have a better 

education. Most of them don 't expect you to pay them back" (EV2-0407) . However, 

this does not mean the resources come without expectations. 

Parental Desires and Expectations 

The parents '  abi l ity and desire to educate their children were based, in part, on 

increased wealth and the parents having been deprived of educat ional opportunit ies. 

EV said, " . . .  a lot of Chinese people become rich. So they want to spend more 

money on the children 's education because they didn 't have good education so they 

want the child to get a good education" (2-0407). However, the spotl ight is on the 

welfare of the child and the benefits that education can bring to the child and through 

them the fami ly. "In China, children 's enrolment as university students is a great 

thing to Chinesefamilies. It always does great help to thisfamily. I think it is great 

and happyfor us to be a student at university as well. . . .  It could change your 

future. Parents always hope you study hard and be a top student" (GT 1 -0606). 

To achieve the aim of a quality education the parents do place expectations on 

the child. The chief of these is that the chi ld works hard. In GT 's case, because she 

came from a poorer area, this was particularly tme. Her parents said to her, " 'If you 

want to go outside [your 'poor' province to study] , work very hard; tfyou want to try 

another style of life and get a higher level of life, just work hard, study hard. ' [ don 't 

know how to translate this traditional saying: '{fyou can eat what other people 

won 't try, then you could be the top person. ' " (2-0906). The aim is always to go 

higher: obtaining a higher degree (BY 1 -0506); getting a better job (GT 1 -0606); 

moving to a higher social posit ion (DW 1 -0606).  This pressure is exerted until it 

seems that no more progress can be made. One of the study's participants said, 

when asked about those chi ldren who may not have the abil ity to excel academical ly: 

" We can 'tforce them to do anything i
f 
they really don 't like study. But atfirst 

parents and children still try and if there is really no hope then they will change 

their ways" (GT2-0906). 
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The expectation of famil ies for their chi ldren to succeed is intensified by the 

concentrated focus of the one-child family. In China, this is a known as the ' little 

emperor' syndrome. The child is looked after by the grandparents while the parents 

both work full-time. "The young people get whatever they want, if their 

grandparents can get it for them. Even if it is a bad thing, if they can get it they will 

get it, even if it is not goodfor them" (DW2-0906). While the immediate desire is 

for the child to be happy it sti l l  comes with the expectation that it wil l  also encourage 

them to learn. "So the child in the family is like a king or queen. A ll the family focus 

on the child. They are likely to spend more money on the child to buy lots of good 

things for them and just wanting them to be happy and learn more" ( EV2-0407). I n  

some cases such indulgence may lead to unhelpful consequences (EV2 -0407), 

however, the little emperor syndrome is possibly l imited to a minority of children 

( EV2-0407) born after 1 990 (AZ2-0906). 

To achieve the required level of education there was a constant pressure on 

students to achieve high marks. From BY's perspective: "If I did well it was OK. If 

/ made a mistake, of course / was [punished]. / remember that the great concern 

was the marks" (2-0906; see a lso DW2-0906) .  Parents worked in tandem with 

teachers to supervise (G T 1 -0606) and to achieve the goal. "The fam ily sets a goal 

for the child: ' What do you want to do in thejitture? ' The parents encourage the 

child to do that and encourage the teacher to educate their child" (CX2-0706). 

Fai lure carries with it social st igma within a populous and tight ly grouped 

community. "If they fail in the test, the national examination, someone will be 

thinking they are a regret to their parents" (DW2-0906). In AZ's words: " . . .  their 

parents may think their children are useless, or something" (2-0906). 

One level of payback for the parents is the social prestige that comes from a 

child excel l ing at school and university. In  HS ' s  words, " Their success is the 

parents ' honour, I think " (2-0906) .  DW said: "I had to study hard, to get a higher 

score to make my parents satisfied. Otherwise, they wouldfeel / lost their faces" (3-

EQ) .  This is especial ly true when a child goes overseas to study. To EV, " . . .  when 

the child goes to study overseas this is big news around the family. The family 's 

friends and all the relatives know it" (2-0407). Even though the geographical 

distance is great when they are studying overseas the parents '  message is consistent : 
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"They just say, 'If you want to stay there you have to arrange your time well. You 

can 't just let yourself relax because you can 't just waste your time. ' They are always 

talking to me like this" (HS  1 -0906). 

The Children 's Response 

In one sense the chi ldren's  reaction was determined by the socia li sation 

processes within the culture and more particularly within the family. In responding 

to why Ch inese children accept this degree of pressure, FU said, "Because they are 

not so independent. So they will follow their parents ' or teacher 's instructions" (2-

0706) .  There were a variety of other reasons expressed for why chi ldren responded 

in an accepting way to these pressures. EV felt some just did what their parents 

wanted (2-0407); DW agreed (2-0906) but added it was also at times for their 

teachers or to prevent their parents losing face (3-EQ); FU thought they did it to 

please their parents (2 -0706) and GT thought it was a way to make them happy (2-

0906) ;  AZ bel ieved it was a funct ion of economic dependence (2 -0906); and CX 

thought it was a way the chi Idren had of rewarding their parents for the sacrifices 

they were making (2-0706). 

The social isation process led to an internalisat ion of the expectations for the 

chi Idren. As GT put it : "As for me, / think that is my duty. Not because my parents 

have this hope, as this really gives me pressure, but because [ want to be a good 

student "  (2-0906). HS saw this pressure as something to be expected and felt l it t le 

pressure because of that . She commented: "No pressure. 1 think [the parents] should 

think like this" ( 1 -0606). HS fe lt that she had set her mind to what she needed to do, 

although she admitted that her parents may have had a decis ive early in fluence on 

this mindset, and her parents did not need to pressurise her: "My parents did not do 

this very much because / had my own ideas. My idea was not wrong so they thought, 

'OK, you have this idea. It is OKfor you; for your life ' " (2-0906). 

However, there was some recognit ion, and this may have been partly 

fac i l itated by exposure to another culture, that fo llowing parental expectations was 

not always and necessarily ideal .  DW felt that : "[t is from the parent goals and 

wishes. This is not a good thing" (2-0906) .  HS fe lt some relief now she was 
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overseas as she was able to take care of her own study s ituation without her parents' 

fmancial assistance due to her part-time work and that this lessened the pressure. 

She said: "Now I do everything by myself. 1 do not ask/or my parents ' help " (2-

0906). 

In this ftrst micro influence of family the high value and sacriftcial price of 

education were highl ighted. The students considered the strong desire their parents 

had for education had traditional origins, but was also a function of the new wealth 

and opportunities in China. The family, including the extended unit, was focused on 

ensuring the necessary social and economic support was there for the child. With 

this commitment came a strong expectation of performance and success and the cost 

of fai lure was measured in social as well as fmancial terms. Generally, because of  

socialisation processes, the child accepted this as  a given, however the one-child 

phenomenon of the ' l itt le emperor' may cause some to reject these pressures and, for 

others, the chance to go overseas a l lowed them to see this situation in a new 

perspective. Next, the more micro influence of education is considered. 

Education 

The prominent place of education in understanding the adaptation process that 

these students experience, and the direct effect of education on the students, has led 

to its inclusion as a ' more' micro influence. It has been considered, through the 

voices of the students, under the fo l lowing headings: the beneftts and strengths of 

education in China; the national university entrance examination; the teaching and 

learning processes; and the changes in education in China. The major aim of this 

examination, l ike the review of society, culture, and family, was to prepare the 

foundation for conceptually determining their learner identity, first, through listening 

to the students and, second, begirming to frame what these identity e lements were. 

The Benefits and Strengths of Education in China 

Education in China is esteemed very highly and one of the most highly prized 

benefits that the students mentioned about their study in China were the relat ionships 
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they formed. In one sense this is surprising i f  the educat ional pathway is largely an 

instrumental one aimed at achieving object ives beyond knowledge and learning ( see 

Chapter Two) .  In another, it helps exp lain the value the students placed on 

relat ionships, because if  learning was just a means to an end, then this may enhance 

the likel ihood that they wil l  value the companions they share the journey with. This 

stance is also likely to be reinforced by the more col lectivist nature of Chinese 

society and may a lso reflect the desire for friendship that arises when so many 

students may come from one child famil ies. Other benefits mentioned by the 

students included preparation for the future and growth in knowledge and ski l ls .  

Classmate relationships. 

One distinct ive feature of the Chinese university system is that it has largely 

retained the high school c lass system. "Chinese university students are still in a 

class - like a team. In this team, everyone isfamiliar with each other. So, you can 

get a good community and make goodfriends and good relationships. That is a good 

way." (GT 1 -0606). Moreover, students were almost always in the same class, with 

the same group of students, for all their subjects. This fostered a deep c loseness in 

relationships ( 8Y2-0906). As DW expressed it, " We know your character and your 

temperament and everything. We help each other. This relationship, this friendship 

is very deep" (2-0906). 

The closeness was also fostered by most students within the same class groups 

l iv ing in university-suppl ied dormitories on campus. This meant there was constant 

access to one another at the same c lass level and also to senior students. This had 

spinoffs not only in terms of re lat ionships but also academically (DW2-0906) .  

During the writer's visit to China i n  December 2005IJanuary 2006 some o f  the dorm 

rooms were visited and it became apparent why the rooms could create this level of  

c loseness among the students. I n  one un iversity visited there was a 'graduated' 

accommodation system. Undergraduates were usually in a room with six or seven 

other students, master's students had four per room, and doctoral students two. This 

is, apparently, a common pattern across China. One other benefit of this system is 

that these re lat ionships continued into the future. AZ noted: "I think the really 

important thing for us is the relationship during the future careers" ( 1 -0506). EY 
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agreed, saying, "The student relationships was one of the things as, maybe, they were 

very helpful for your future" ( 1 -0906). 

Whi le, overal l, the c lassmate structure established extremely strong and much 

valued friendship bonds CX noted ( 1 -0406) that it did have some aspects of being a 

"closed society". HS explained this further by saying, " When you study, if you just 

study like the Chinese do in China, and you study, everyday you just study, and you 

don 't think about where the money comes from and you don 't know the effort you 

need to put in, then this is not good" (2-0906). These 'close-ness ' and 'c losed-ness' 

aspects of university l i fe in China are a continuing feature of its educational 

environment (EV2-0407) .  However, the students noted what they perceived to be a 

change in the type of student studying in today's universities in China. Due to 

greater access and students coming to bigger c ities from less prosperous centres, EV 

believes (2-0407): 

. . .  their mind is different. So they are more likely to join social activities 
and see more outside and to know what society looks like, especially the 
people who come from the countryside. When they study in Beijing, in 
the big city, they are likely to go outside and explore the city. . . . The 
coin has two ways. Some students, to take a very simple example, have 
not known about the internet games before they come to the university or 
the big city. Some of the city students have the internet games or other 
new things for them. They became become very interested and addicted 
to that. That 's a bad influence on them. [However, w]hen they see the 
changes in the big cities they will be impressed about everything so they 
will want to stay in these cities. They want to change their lives and they 
don 't want to go back to the small city or the countryside so they study 
hard and try to get a good result and try to have a goodfuture. 

One fmding related to the classmate structure was the degree of cooperation 

between students. Chinese students have in this well-developed c lassmate system 

the provision of many opportunities to discuss their learning with others. Yet when 

asked, the students felt that, in China, they studied separately and independent ly 

(JQ I - I 006; DW I -0606) .  The solution to this seeming paradox may l ie in the nature 

of the assessment system, which was, and st i l l  is, almost entirely examination based. 

A student was responsible for preparing for the exam and the level of cooperation 

that did take p lace did not change significantly where the work was focused: 

individual performance in the examination. This is an interesting perception 

chal lenge, as most Westerners see Chinese students, and Asian students general ly, as 

'co l lective ' learners. However, the type of cooperation found in Western 
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universities, for example, assessed group project work, was outside of the students' 

range of learning experiences. 

Preparing for the future. 

Education is seen as preparation for a better future. JQ said, "I think many of 

the students think that the study is a good thingfor people to do than work. That 

doesn 't mean we don 't want to work. 1 think good study is a good opportunity to find 

a good job in the ftlture" ( \ - \  006). A better future usually is framed in terms of a 

good job and more than sufficient money (DW I -0606; FU I -0406; GT l -0606;) .  

Normally, the students select their major with a specific career focus in mind (AZ l -

0506). Hence, education is a pathway and, therefore, may have more of an 

instrumental value than an intrinsic one. 

The pragmatism ( Dawson, 1 98 1 )  and instrumentalism (Shen, 200 I )  that shaped 

the love for learning was a commonality between the fmdings of this study and the 

l iterature. FU believed that this may be too narrow but " . . .  after university you have 

to go to the society. So, just like in high school, your thinking is quite narrow, not so 

mature. But after university you can connect with more people" ( 1 -0506). There 

was a sense of confidence that after graduation any restrict ions study may have 

imposed would be compensated for by wider prospects. EV said, as he considered 

the future: "I think every student after they graduate from university want more 

opportunities. That was what 1 was feeling when 1 graduated from university" ( \ -

0906).  

Knowledge and ski l l  growth. 

Despite the largely instrumental nature of education in China, the students did 

affirm the pursuit of knowledge in their education in China. CX enjoyed the 

prospect of exp loring knowledge. He said: " When you learn something in the 

subject, you will be interested in that subject. You want to read more. Knowledge is 

just like the ocean. You get just one drop of water but there are so many things to 

learn. I enjoyed this" (3-0907). JQ agreed: "[ like to study. To learn some things 

about what 1 do not know" ( \ - \  006). GT felt that the teachers encouraged the 
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students to use their abi l ity to grow in knowledge and prepare for the future. She 

reflected, "That is strength. They encourage the students to learn by themselves, use 

their own ability to stretch their knowledge. That gives us our first step toward the 

society before we go into society" ( 1 -0906). 

I n  addition CX appreciated the greater time, in comparison to the pressured 

high school years, that he had to learn. He noted, "Once you enter the higher-level 

education, you can have a longer process to learn more knowledge" ( 3 -0907) .  

While FU thought gaining the knowledge and ski l ls was almost subconscious she 

said "Maybe J didn 't notice at that moment, but J still got them" ( 1 -0406). They a lso 

felt that the resources for study within the university, while less than in New 

Zealand, were much better than high school  and a posit ive aspect of their learning 

(HS 1 -0606; BY 1 -0506; CX 1 -0406). 

The n ational u niversity entrance exa mination. 

There can be l ittle doubt that the national university entrance examinat ion was 

and is foundational to and formational for a lmost every high school student in China 

( People's  Daily Onl ine, 2008, June 8). The abi l ity to change one 's  l ife, and 

importantly the family's l ife, was centred on getting to university. H owever, in one 

sense the students did not dare to think about the future because the fate of their 

future was so dependent upon their present. Getting to university was everything. 

As GT put it ( 1 -0606), "In China, we say, you study for ten years and all you want is 

to pass this national examination. " Entrance to university was seen by EV and CX 

in l i fe and death terms. EV said ( 1 -0906), "ff they can 't pass the exam they will 

almost lose their lives" while CX, the oldest participant, put it even more strongly 

( 1 -0406), "[It] isfatalfor them if they cannot get into university. They cannot have a 

different life. " Not passing the examination meant l ife was ''finished'' (FU I -0406) 

and ''you don '( have any more chance" (DW I -0606) . 

As noted earlier, entrance to university is becoming more accessible. There is 

greater flexibi l ity with entrance requirements (CX3 -0907), increasing government 

spending on building universit ies and on growing their resources (DW 1 -0606), and 

rising levels of family wealth which can open previously  c losed doors (GT 1 -0606). 
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However, for almost all ,  a good result is st i l l  required (GT I -0606) . The level of 

competition is  ''furious'' (HS 1 -0906) and the number of students sitting the exam 

massive (approximately 1 0,500,000 students in 2008:  People 's  Daily Onl ine, 2008, 8 

June). The leve l of marks also determines which un iversities the students were 

el igible for. You may become locked into a lower level, regional university rather 

than one with a high nat ional rating and prospects of a much improved learning 

environment (AZ 1 -0506) with better quality teachers ( H S  1 -0606). This competition 

for qua lity placement, and the intense competition to find work once students leave 

study, means a change in evaluation has taken place. Previously success was seen to 

be a direct consequence of the amount of hard work put in rather than abil ity. HS  

believes that now: "ff you are just able to work hard without enough ability then the 

competition is still there. You can 't just skip it all together. I think it is a trend in all 

the countlY" ( 1 -0906). 

While the competit ion is ' furious' and the consequences of fai lure ' fatal '  the 

rewards for success are worth the pain. The achievement of making the cut, after a 

very intense and long academic journey that began in the early primary years, means 

the students have a sense of being successful (3-EQ).  Entrance into lmiversity 

allows the student to not only have the desired future but allows them to begin  to 

plan this future. However, this in itse lf remains stressful and competit ive . EY said : 

"The students have to think all the time while they are studying about what other 

kind C!f degrees they need, like a computer degree and all these kind of degrees. 

These will develop me and give me more advantages. People have that kind of 

stress" (3-0907) .  HS believed that, " . . .  competition in China is so much morefurious 

than other countries you have to have a higher education so that you can get the job 

you want" ( 1 -0906) . 

Learning and Teaching Processes 

To understand the identity of the students in this study as learners it is essent ial 

to understand their perception of the learning and teaching process. This is the third 

focus po int in this review of the students' comments on education in China. These 

findings enable a picture to emerge of who they are as learners, part icularly when the. 

other macro and micro factors are we ighted in as wel l .  
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Learning processes. 

This section wi l l  look fIrst ly at the process of learning, which includes 

consideration of the degree of student choice, the level of diffIculty of university 

study in China, reflections on assessment practices, the role of memorisation, and 

levels of meta-cognitive awareness. These reflect ions on education in China take 

p lace from a standpoint within the New Zealand mil ieu, where it would be expected 

that the students' viewpoints have been affected by this change. 

Student choice. 

The students noted that there was l it t le personal choice in China when it came 

to subject select ion once a university major had been chosen (FU 1 -0406). BY said: 

"All the papers were arranged by university. You had to follow these" ( 1 -0506) . FU 

called i t  "standardised" and "narrow" result ing in a l imited growth in abil ity and 

skil ls (3-0907) and HS termed it "restricted" (3 -EQ). This, at t imes, impacted on the 

level of interest and enjoyment the students had in their learning (BY 1 -0506) . D W  

and FU both thought that the lack of interest affected the motivation to learn ( DW3-

EQ; FU3-0907) . However, FU felt that having the programme fIxed for you did 

mean that there was more certainty and less confusion (FU2-0706; 3 -0907). This 

difference in perspective may partially reflect the different viewpoints of students 

coming out ofa  very restrictive school syl labus: some yearned for more freedom;  

others appreciated the security of the known. GT thought l imited subject cho ice was 

not a problem if you had the freedom to choose the major. But, she a lso indicated 

that sometimes the choice of major was more dictated by the popular demand of 

society than by personal interest ( 1 -0606). 

On entering the university in China the students found study to be much more 

relaxed than the pressure-cooker intensity of high school with its focus on the 

national examination (AZ3- 1 007 ; H S3-EQ). E Y  considered that the t ime of 

studying at university was not stressful. H e  commented: " When 1 was studying in 

China and finished my degree 1 didn 't need to find a job and 1 already knew what 1 

was doing. 1 just had to prepare the way. 1 don 't think 1 had too much stress" (3-

0907) .  FU did not fmd the assessment diffIcult and you only needed to fol low 
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instructions and the texts to succeed ( 1 -0406), and JQ bel ieved that almost all who 

started studying at university completed their degrees ( 1 - 1 006). BY summed up this 

aspect by saying: "So, university is a very happy time" ( 1 -0506). However, he, AZ 

and H S  felt that it could be too relaxed, leading to time being wasted ( BY 1 -0506; 

AZ 1 -0506; HS 1 -0606). For students who were sti l l  in competitive mode, at a higher 

level of university, seeking scholarships, or all of these the workload could sti l l  be 

very demanding (FU3-0907). The work level required could also be dependent on 

the subject area (BY 1 -0506; CX3-0907) .  

Assessment. 

In tenns of assessment, some subjects had regular homework and, while this 

had to be completed, it did not contribute significant ly toward the final subject grade 

( FU2-0706; DW 1 -0606; CX2-0706) . However, almost all ,  and in some cases a l l, the 

grade contribution came from the exam ( AZ3 - 1  007) .  The examinat ions were based 

on a mix of question styles which required having a strong understanding of the 

theoretical background (HS 1 -0906). The students needed to provide the correct 

answers that would satisfy the examiner (CX3-0907) .  

The exams were sometimes considered very difficult (BY -EQ);  however, I R  

did not think they were hard ( 1 -0907). The aim was not just to pass, but to achieve 

we ll .  HS said: "There they just give you one big exam and you have to get a high 

score in this exam and then you hope you are the top student" ( 1 -0906). This meant 

that over a period of one to three weeks before the exams, time was set aside by the 

students to focus on exam study (HS 1 -0606). The quant ity to be recal led for the 

exam depended on the paper ( DW 1 -0606), but the teacher provided instructions 

(AZ I -0506) and guidelines on the informat ion to be learnt (BY I -0506) . Usually, 

there were two exams a semester: one at the middle and one at the end (BY 1 -0506; 

HS I -0606). 

Memorisation. 

The emphasis on examinat ion, and hence the need to memorise, began in the 

early days of the students' educat ion. The memorisation of the large quant ity of 
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Chinese characters alone was an ongoing and considerable feat. The u lt imate test 

was the national university entrance examination. Regarding the setting of the mind 

toward memorisation as a learning process, BY said, " . . .  in China students were 

always taught how to memorise, how to fill their brain with knowledge . . .  " (2-0906). 

One student, FU, when asked to describe education in China in one word said 

"Memorising" (3-0907) .  I R  agreed. Her feel ing was that : " Usually in China you 

spend most time memorising, memorising, memorising" ( 1 -0907). 

The assessment style demands that students can recall accurately and fully 

what they have learnt. CX noted that : "In China, there are the facts you need to 

memorise. They give you multi-choice - date, year, people 's names, or something 

like that" (CX2-0706). With the pressure of examinations the need to memorise 

intense ly was commented on by EV. He said, " When you are trying to memorise 

something like an exam for the paper two weeks later and the teacher gives you some 

hints you focus yourself to memorise everything the teacher gives you" (2-0407). 

This can lead to saturation or as FU put it: "It 's also because too much comes at the 

same time and makes me feel very full. I get sickfrom that!" (3-0907). Although, as 

noted below (see: Learner Identity E lement E ight - Good Knowledge), this 

knowledge storehouse was able to be appreciated. 

H owever, students' comments suggested that memorisation was not simply at 

a surface level. BY and GT both suggested that memorisation by itself  was 

insufficient ;  it needed to be supported by understanding (FU2-0706; GT2-0906). 

This helps the knowledge to be "digested' ( EV2-0407), belong to the student, and be 

recal led at a later t ime (GT2-0906) . The students commented that the use of 

memory may be helpful in gaining a base knowledge (HS 1 -0906) when you are 

younger ( EV2-0407; DW2-0906) but that it should not be so necessary at university 

level (DW2-0906).  When memorisation was not accompanied by an intentional 

desire to understand, the result was l ikely to be temporary (EV2-0407;  GT2-0906). 

BY perceived another l imitation of memorisation: " You always tried to memorise it 

and that means your ideas were structured. So you could not be creative" (2-0906). 

The literature review noted the debate about the role of memorisation in 

Chinese learning. Some see it as symptomatic of surface learning (Ho et aI . ,  200 1 a) 

whi le  others see it as being an integral part of a deep learning approach (Tweed & 
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Lehman, 2002).  Biggs bel ieves ( 1 996) that the adoption of memorisation may 

reflect the assessment regime. The views of the students seem to echo these 

viewpoints. Certainly, where memorisation was accompanied by understanding, the 

efficacy of the knowledge learnt was regarded as superior. Therefore, the solving of  

the conundrum may l ie with the individual student and how they process the 

knowledge they have learnt and how they use this knowledge in the future. For 

some students the knowledge may be simply facts; for others the knowledge may be 

building blocks for future learning. 

Meta-cognitive awareness. 

The assessment process and the need to memorise may skew the use and 

development of the meta-cornmunicat ion learning sk il ls (Yount, 1 996): reading, 

l istening, writing, and speaking. Listening to the teacher and to some extent note­

taking (DW 1 -0606) were valued by participants as was the need to learn through 

reading, even if the reading tended to be l imited to the textbook. However, the 

output skills were not usually as we ll used and, as a consequence, not as well 

developed. The students reported very l ittle group/c lassroom based discussion 

( HS 1 -0606) and very l ittle academic writ ing, even in examinations (DW I -0606) .  As 

a result FU felt that she had l ittle confidence in her writ ing ski l ls ( 1 -0406) .  

The students' comments o n  the educational processes d o  not necessari ly 

always show a meta-cognitive awareness of the learning processes and their own 

learning. Being mostly in their twent ies, and st i l l  being very much embro iled within 

the educational system, meant that there was not always a measure of perspective 

and reflection. Also, they, as business students, do not communicate using 

educational concepts and terminology. One student, FU, did ment ion that she 

preferred to learn by herse lf ( 1 -0406). GT's comments evidence that she, at the time 
of her study in China, did not reflect deeply on learning. "{ didn 't think about why I 

was learning. {[you don 't think about why you do it then your thinking will always 

be narrow. So that 's why { was thinking it was hard. In study you should learn why 

you should learn it and then you get to know how to learn it. But I only just study; 

not think too much" (2-0906).  She also felt that her age at that time [ late-teens to 

early twenties] was also a factor. "/ think now, at that age I haven 't got a clear idea 
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of why I am learning this subject. I just learn and do what the teacher asks me to 

do" (GT2-0906) . 

Teaching processes. 

Having considered the learning process by reviewing the students' comments 

on the low level of student choice, the relatively relaxed atmosphere of university 

study, the focus on assessment by way of examination, the role of memorisat ion, and 

the degree of meta-awareness this section investigates the teaching processes. In  

considering the influence of this process three areas were evident from the students' 

responses: the respect teachers are held in, the teacher-centred approach, and 

teaching styles and effect iveness .  

Teacher respect. 

The students bel ieved that teachers were highly regarded. Students 

commented that this reflected traditional cultural values (DW2-0906; EV2-0407), 

the h igh value of education (GT2-0906), and the respect for superior knowledge 

( FU 2-0706) . This concurs with the findings of the l iterature review. As GT put it : 

" . . .  in China with the environment, like I said, the teacher is always put in a place 

where he or she is respected. That means you should look at them with your eyes up. 

In that case you will treat them very seriously" (2-0906) . I ndeed the teacher could 

come to have a prior authority over the parent (GT2-0906). Students very rarely 

pub l icly correct the teacher in the c lassroom and there is, especial ly at early ages, a 

tendency to s imply accept whatever the teacher says as true (EV2 -0407). This is 

consistent with face-saving strategies employed in high power distance cultures. 

However, questioning may take p lace in the teacher's office (FU2-0706). To do so 

in a more public manner may risk the possibil it ies of sanctions against the students 

( FU2-0706). 

The degree of teacher traditional respect is changing (CX2-0706) . AZ raised a 

dissenting voice against the traditional profi le of the teacher, as did Ho et al. in the 

l iterature review (200 1 b) . Due, as he saw it, to his university'S lowly status and, 

therefore, lower quality staff: he did not respect his teachers too much (2-0906). A 
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lack of respect can lead to punishment or the student being perceived as a "not very 

good one" (GT2-0906). To some extent, the respect shown is an external display 

which does not always match the inward feel ings (FU2-0706) . There was some 

indecision about whether a high level of respect inhibits effect ive learning. Views 

ranged from "No" (FU2-0706) to lack of awareness ("I have no idea about this"; 

EV2-0407) to "It 's not very good" (DW2-0906) .  BY thought the respect and non­

questioning aspect associated with it "" . restricts the student 's ideas" (2-0906). DW 

summed it up by saying: 

It is not bad or good. It depends on two sides. On one side, the teacher 
teaches the knowledge and the students should respect that. In Chinese 
culture it is a good thing. But, on the other side, if the students all 
respect the teacher they will not be brave enough to refuse the teacher 's 
opinIOn. Day-after-day, step-by-step the students just follow the 
teacher 's knowledge so you will not get up to the teacher 's level. The 
teacher is high, the student is low. Then the student becomes the teacher 
to the next generation. So, it is not very good (2-0906). 

The qualifications of teachers vary. The older students (CX, JQ) recall 

teachers at university having only bachelor level qualificat ions. These students 

would have experienced some of the educational difficulties which fol lowed from 

the persecution of intel lectuals, including teachers, during the Cultural Revo lut ion in 

China ( 1 966-76). However, nowadays teachers are better qualified, with most 

university lecturers holding a PhD (AZ 1 -0506), and better selected (CX 1 -0406). 

However, the level of qual ificat ion is of a lower standard in regional areas and in 

lower status universities (AZ 1 -0506). The current cl imate of competit ion in China is 

"very vehement" even for teachers and this has improved the quality of teachers 

( H S I -0606). When asked about the quality of teachers, EV said, "I don 't know much 

about this. I only just heard some news about Chinese teachers when they become 

successjitl and have a high reputation in the areas they are focused on. They will 

make a speech around China and make some money out of that " (2-0407). 

Teacher-centred education. 

With the high value accorded education and the traditional respect for the 

teacher it is not surprising that the tendency is toward a teacher-centred approach to 

education. This may lead to the teacher having a dominant ro le and the students may 
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not have to take a high degree of responsibi l ity for, or active involvement in, their 

learning. GT commented: "In China because students alwaysjustfollow the 

teacher, they will tell you what you need to do now, what you need to do next, so the 

student may not have their own whole plan" (2-0906) .  BY afftrmed this by saying, 

" . . .  in China the students ' schedule was made by the teachers - when you should do 

the homework, or the exam and what you should read, from page to page" (2-0906). 

Systems, formal and informal, were in p lace to help ensure this work was completed. 

Student study was c losely supervised (CX I -0406), by both teachers and parents 

(GT 1 -0606), class groups were peer monitored (CX 1 -0406), and incomplete work 

could result in punishment (EY 1 -0907). 

A teacher-centred approach meant teaching methodology was largely c lass­

based lectures based on the textbook. Most of the learning happened inside c lass 

( AZ2-0906) as opposed to student-directed learning outside c lass. Talk and chalk 

were the major form of instruction (GT 1 -0606) and this required some note-taking 

by the students (BY 1 -0506). Textbooks were the major information source for the 

participants in their study in China (HS 1 -0906). Normal ly, there would be one 

standard textbook for each subject. One of this project 's  cultural advisors showed 

the writer some texts used in China and during the writer's visit to a university 

c lassroom in China the textbook type used was noted. In comparison to New 

Zealand textbooks, they tended to be smal ler, with about a 200 page maximum. 

However, students covered more courses per semester than in New Zealand. As CX 

put it , "In China, the student can rely on the textbook that has been compiled by 

experts. The teacher prepares the lessons based on the textbook" (2-0706) . The 

textbook was the students' reading requirement a lthough optional reading was 

sometimes suppl ied (GT 1 -0606). 

It could be argued that this re l iance on the teacher and textbook resulted in a 

degree of passivity in learning. EY's comments give support to this impression: 

" When you get used to the way the Chinese teacher teaches you then you don 't need 

to worry about it. You believe the teacher will give you evelything you need to help 

you pass the exam" (2-0407). GT said: "Maybe in China it is a teacher-centred style 

which is more popular. The teacher tells you what to read. You don 't need to think 

too much by yourself' (3-0907). This level of passivity should not be equated with a 
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lack of work effort or a lack of knowledge gained. I R  felt that she " . . .  can say 1 

studied velY hard because I got a lot of knowledge and information from the China 

study. So, that 's why I am very happy and thanlifulfor the China study. It gave you 

a good background" ( 1 -0907). However, there was a feel ing that this knowledge 

was sometimes restricted (JQ I - I  006) and outdated ( EY 1 -0907). 

Teaching styles and effectiveness. 

When asked about the teaching style the most common response was 

' traditiona l '  (e .g. ,  GT I -0606; BY I -0506; JQ I - I 006) .  As noted above, this meant a 

teacher-directed del ivery of the required informat ion to the accepting students. The 

demeanour of the teachers tended to be " . . .  velyformal and then very serious" ( FU 1 -

0406) .  The students in this study reported appreciation for their teachers (FU 1 -0406 ; 

I R  1 -0907) .  The teachers were usually wil l ing to assist students who needed help 

(GT 1 -0606). Teachers were appreciated when they communicated well with the 

students (GT 1 -0606) and gave examples ( I R I -0907) .  GT commented that some 

teachers had been influenced by Western styles of teaching. "They would like to 

introduce some very modern skills like using computers and introduce some Western 

countries ' skills and academic reports. They teach us new information" ( 1 -0606) . 

However, CX fe lt that the use of such methods could have a detrimental side effect. 

"After the introduction of modern Western teaching methods, like TVs and computer 

slides, the students ' relationship with teachers is less" (2-0706). 

The c lassroom teaching context varied. Overall ,  even at university, c lass sizes 

were about 40 (AZ2-0906) except where groups of c lasses met to study a common 

subject (BY 1 -0506). Students, generally, sat at the same desk each day (CX 1 -0406) 

and did not speak unless spoken to by the teacher. The teacher usually asked the 

questions and a student was cal led upon to answer. HS relates her experience: "They 

talked infront and then asked a question. They don 't mind if you like it or not, but 

they will ask you. If you don 't answer you feel so embarrassed. . . .  In China, the 

teacher doesn 't like you to just talk. When she asks you, then you can talk" ( 1 -0606). 

The teachers were usual ly readi ly accessible:  "In the Chinese university after the 

teacher has finished the class time they have to stay at the office for eight hours in 

total" (HS 1 -0906) . 
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While the participants felt that, overall, a s ignificant body of knowledge was 

transmitted to them they did have a number of concerns. The major concern was the 

focus on theoretical understanding. The students, with an instrumental view of 

education and a constant concern for employment after graduation, would have 

appreciated a better balance with the practical (HS3-EQ; FU 1 -0406; GT3-0907). As 

AZ proverbially expressed it : " The knowledge doesn 't follow the road' (3- 1 007). In  

h is  first interview he said: "1 found it 's hard to say what 1 have learnt that is very 

usefitlfor the future career" ( 1 -0506) . EV commented: "The students are afraid that 

they haven 't learnt something at the university after they graduate and get a job" ( 1 -

0907). As a result, some students prefer to attend vocational training institutes rather 

than universities (EV 1 -0907). However, CX, the oldest student who had a lso studied 

at Masters level, shared a contrary view: "1 feel the knowledge I learned is enough 

for me to use in practical work" (3-0907). I n  addition, workplaces within China may 

have an expectation and desire to train the graduates in their own work-related 

practices. 

In this section on learning and teaching processes the students highlighted 

issues that were relevant to them. Under learning processes this included student 

choice, workload intensity, assessment approaches, and memorisation. The area of 

meta-cognitive awareness was also reviewed. In teaching processes, the level of  

respect awarded teachers was debated, the central role of  the teacher as  the driver of 

the education process was evaluated, and the style and effectiveness of the teachers 

was commented upon. From this po int, by way of analys is of these fmdings, e ight 

identity e lements of a learner in China are considered. These are linked to the 

findings, related to the literature review, where appropriate, and supported by the 

comments from the attestation group. The establishment of these identity 

characteristics is a key to understanding the effect of cross-cultural educational 

adjustment on these students. 

To this point, the findings of this study relating to the macro and micro 

influences on the condit ions that comprise the BSP have been presented. Under 

macro influences the societal and cultural factors were d iscussed. A lthough the 

students' comments may be somewhat fragmentary they sti l l  gave s igni ficant insight 

into how these two big p icture influences impacted on the students and their 
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learn ing. Among the factors mentioned by the students were the collective values of 

the society, the pressure to conform to those expectations, the striving for enhanced 

social positioning, the consequences of fai l ing to achieve such enhancement, and the 

need, at the end of all personal efforts, to have good fortune. In addition, the 

demand for English within society and the way society was changing were noted. 

The changes inc luded alternative ways of achieving success (rather than through the 

traditional means of h igher education), increased wealth as China's  middle-c lass 

expands, and the influence of the one-chi ld policy. 

Under the micro influences two areas emerged from the students' reflections 

on l ife and learning in China: family and educat ion. These two areas, due to the 

overarching influence of society and culture, had some degree of overlap with the 

macro influences and with each other yet the micro influences more directly 

impacted on them as students. Under family, the high value of and sacrificial price 

paid for education, the strong level of intensity in the parents' desires and 

expectations, and how, as a consequence of social is at ion processes, the chi ldren in 

these famil ies responded, were noted as significant factors. Education, the second 

micro area, was treated at greater length as it related specifically to the focus of this 

study. The students noted the strengths of education in China, while a lso feel ing free 

to give some crit ique. They expressed appreciation for the relationships they formed 

with their classmates, the way they grew in knowledge and ski lls, and the extent to 

which their educat ion equ ipped them for a better future. The central and pivotal role 

of the national university entrance examination was also examined. Lastly, the 

teaching and learning processes were reflected on by the students. The fmdings and 

analys is now moves to considering, more directly, the effect of these factors on this 

particular group of students' learning identities. 

ELEMENTS OF LEARN ER IDENTITY 

A key to understanding the change experienced by these students was to elicit 

from them how they understood themselves as learners in the l ight of the Chinese 

context. Between the second and third interview rounds the fmdings to that point 

were re-examined by way of review and model l ing to help determine what learner 
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identity elements were emerging from the data. From the crucible of the macro and 

micro influences, and their additional comments in regard to their personal 

experience of education in China, it was expected that these identity elements would 

become apparent from the interview data, the categorisation of that data, and the 

shape of the emerging model. 

Once these categories, eight in al l, had been tentatively selected, they were 

taken back to the students in the third round of interviews and they were asked to, 

first, define by themselves what they thought their learner identity might be. 

Second, they were asked to reflect on the elements that had emerged from the 

fmdings to date. They were also asked to rate how ' true' these identity elements 

were for them. This section of analysis places these elements within the macro and 

micro contextual influences. They are seen visually in the model depiction below 

(Figure 5 .2) .  This representation is the first component of the overall grounded 

theory model that will be further developed in Chapters Five to Seven. 

Parental Expectations 

Socialisation of Values 

Va lue & Price of Education 

Supportive Relationships 

Growth in Knowledge 

Critical Nature of National Exam 

Teaching & Learning Processes 

Micro: Fa m i ly & Ed ucat ion 

Figure 5.2: Macro and micro influences on the formation o f  learner identity 
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This diagram of the influences in China on the formation of learner identity of  

the participants of this study ( Figure 5 .2 )  i l lustrates the wider effect of  the macro 

influences of 'Society and Culture' by headl ining them beyond the top arrow. Some 

of the major factors associated by the students with these macro influences are l isted 

below this arrow. The micro influences of ' Family and Education ' are headl ined 

within the arrows to show their more direct impact on the participants as children 

and students. Each arrow fonns an open-ended continuum depict ing the traditional 

nature, ongoing legacy, and elements of change represented by both the macro and 

micro influences .  The learner identity elements formed by the combined effect of 

the macro and micro influences are represented by the e ight trapezoids. Each of 

these eight elements of learner identity wi l l  now be considered. 

Learner Identity 

The students' reco llections of their social, cultural, and fami ly experiences 

indicate that a strong sense of social identity was formed in China. The literature 

indicated that this may be the case due to the strong traditional base of society, its 

hierarchical nature, and its inherent homogeneity. General ly, it is assumed that 

cultural social isat ion forms initial social and individual identity frames. Tajfel 

( 1 978, 1 98 1 ;  as cited in Ward et aI . ,  200 1 ,  p .  1 05)  has indicated that the three 

defining characterist ics of a social identity, which may be assumed to be powerfully 

formative in a col lect ivist culture, are self-conceptualisation, awareness of belonging 

to a group, and evaluative and emotional significance. The interplay of Taj fe l ' s  

features i s  evident in  the students' understanding of who they are as learners. 

Furnham ( 1 988 ;  as c ited in Ting-Toomey & Chung, 2005, p. 1 1 7), in the literature 

review, noted the effect cross-cultural adjustment may have on ident ity and this is 

taken up in Chapters S ix and Seven. 

The fo l lowing sect ion seeks to make exp licit some of the major e lements of the 

students' learner identity. It is based on e ight elements which s ignify who the 

students were as learners in China. As indicated above, these eight e lements were 

chosen as a result of the ongoing, comparative analysis of the grounded theory 

methodology. The task is to conceptualise the data in such a way that it explains that 

data and integrates it into the substantive theory making. This does not deny that 
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there may be other e lements to the learner identity but it makes the claim that these 

e ight are logical deductions from the categorisation of the data. The interview data 

from the original participants, the feedback from the attestation group, and the 

fmdings of the l iterature review are used in describing these e lements. However, 

these e lements should be seen more as trends than stereotypical features of their 

identity as learners. The students' depiction of learner identity showed individual ity 

but their responses a lso indicated a tendency to converge into the identity elements 

described below. The elements identified were: teacher centred; supported; worked 

hard; pressured; effective ski l l s ;  successful; competit ive; and good knowledge. 

Again, there is a progressive model l ing of these elements in this sect ion. 

Identity Element One: Teacher Centred 

A major d imension of the educational system in China, 

although there are some s igns of change, is that it is teacher-driven. 

This significantly affected the students in the way they approached 

learning and met the requirements of the system. 

Data reflecting the students' perception of the teacher' s role has been provided 

above, under the teaching processes, so only a brief summary is given at this point .  

The teachers were usual ly granted a high degree of respect and this reflected the 

value that society p laced on education and the roles of teachers ( DW2-0906 ; EV2-

0407) .  In  addition, the students generally appreciated their teachers for the 

knowledge they imparted and the care they displayed ( FU 1 -0406; I R 1 -0907) .  Whi le 

there was some debate as to the integrity of this respect, especially with regard to 

whether it was internal ised (AZ2-0906),  the students felt respect had the potential to 

both help and hinder learning (DW2-0906) .  Teachers were generally and 

increasingly appropriately qualified (AZ I -0506; CX I -0406) although there may be 

some regional variations ( AZ I -0506) . 

The respect given to the teacher and the consequential dominant role this 

created may have led to a degree of passivity in learning ( EV2-0407; GT3-0907) . 

This was possibly exacerbated by the use of lecture style approach (GT I -0606; B Y 1 -

0506; JQ 1 - 1 006) with l imited c lass interaction ( 1 -0606) .  The teachers were the 
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source, via the textbooks, and transmitters of all the knowledge that was required 

(AZ2-0906; HS I -0906; GT I -0606; BY I -0506). The instruction was characterised 

by its theoretical nature that lacked sufficient practical e lucidat ion (HS3-EQ; FU 1 -

0406; GT3-0907) .  

The comments of the attestation group endorsed 'teacher-centred' as a 

significant aspect of Chinese learner identity. The central role of the teacher in the 

teaching/learning process was indicated by: provision of all learning requ ired to be 

learnt (WSA I - I I 07 ;  YUA2- 1 207) ;  respectful obedience to the teacher (YUA2-

1 207) ;  one-way c lassroom dynamic (WSA I - I I 07) ;  consistent attendance at lectures 

and dil igent note-taking (ZVA3 - 1 207); learning being textbook focused (WSA 1 -

1 1 07;  YUA2- 1 207); and, regurgitation of learning within an exam-based assessment 

regime (ZV A3- 1 207) .  

Teacher centredness was noted in the literature review as being a characteristic 

of Chinese educat ion (Lee, 1 996; Biggs & Watkins, 1 996; Ho et aI. , 200 1 ;  

Flowerdew, 1 998 ;  Wang & Mao, 1 996). Traditional Confucianism esteemed the 

teacher morally and as a source of knowledge. This had a tendency to lead to 

authoritarian educational practices and a certain level of passivity in learning. The 

review also noted that while respect for the teacher was almost always external ly 

displayed, there were students and occasions when i t  may not have been matched 

internal ly. This may reflect some tension between the collect ivist and individual ist ic 

dimension;  however, the dominance of the collective in a homogenous and 

hierarchical society would possibly mean external expressions of dis-ease would be 

held back. 

The dominant role of the teacher within the c lassroom, their use of tradit ional 

c lassroom instruction methodologies, and their role as the transmitter of knowledge 

had a profound influence on the students. Therefore, the teacher centred aspect of 

learn ing in China was chosen as a learner ident ity element . 

Identity Element Two: Supported 

The students were sustained with significant levels of social 

and familial support. The intense level of pressure these students 
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were under to succeed meant that this resource was critical in sustaining a coherent 

sense of learner ident ity. 

The students commented frequent ly upon the quality of support they received. 

Their expectations of a better future through the means of education were a lso what 

culture and society expected. Hence there was a sustaining degree of harmony. 

While it could be difficult to leave home it created a greater sense of independence 

(GT 1 -0606; EV 1 -0907) even though the c lose network of fami ly was exchanged for 

the c losed society of  the university (CX I -0406). A lthough the new university 

environment was very focused on study ( H S  1 -0906) and lacked potent ial ly helpful  

engagement with the 'outside ' ( AZ2-0906) i t  brought the students into a new and 

powerful ly formative set of relationships (BY 1 -0506) as they lived, ate, and studied 

together. As noted above, the qual ity of these new friendships was highly valued by 

the students at a personal level (JQ 1 - 1 006) and as a catalyst for the future (EV 1 -

0907).  Whi le aspects of this environment may be changing it is sti l l  largely intact. 

The support was not only based around the c lassmate structure. The ongoing 

support of parents, the assistance of  the teachers, and the learning environment a l l  

worked together to sustain the students. F inancial ly, the parents usually met the 

costs of university education, at times with he lp from the extended family ( AZ2-

0906) . The students were not required to work part-time and their parents constantly 

exhorted them to study hard and succeed. The support supplied and the 

ava i lability/access offered by the teachers was a lso a feature of Chinese education. 

Teachers usually maintained good relationships with students (CX 1 -0406), were 

p leased to be able to teach them ( AZ I -0506), and were generally quite accessible 

( I R I -0907) .  However, some students felt that relationships with the teachers could 

have been better (BY I -0506; EV I -0907).  The learning environment meant that the 

students always had c lassmates they could discuss their study with (FU 1 -0406; 

D W I -0606 ; I R I -0907) .  While this helped as students prepared for their exams 

(DW I -0606) the end result was a function of their independent study ( JQ I - 1 006). 

The smal l  s ized c lasses for bachelor level programmes may have helped support 

learning ( H S  1 -0606) ; however, in China there were no institutional fac i l ities such as 

campus-based learning assistance centres ( FU 1 -0406) . 
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The attestation group also felt supported by their social, famil ia l, and 

educational context . The ongoing classroom contact between students who stayed 

within the same course groups for almost all c lasses and its positive effect on how 

wel l  they knew each other was noted (WSA I - I I 07) .  However, ZV offered a number 

of provisos. She noticed a lessening in the level of student support between high 

school and university (A3- 1 207). Her comments extended a lso to the support role of 

the fami ly and the variabi l ity of  support offered. She noted that: 

1 feel ve,y supported by my family. For friends and classmates it was 
sometimes true and sometimes not. Some good friends and classmates 
supported very much. But sometimes it wasn 't like that. They would say, 
'No, 1 don 't want to help you. ' This is true for lecturers also, if they are 
busy or don 't have time then they won 't help you. Some lecturers are 
ve,y helpful as well. 

The l iterature review noted the strong support structures available to the 

students. The more immediate of these were the support that came through fami ly, 

peers, and teachers. Moreover, this was reinforced by the cultural ethos. The strong 

desire for societal harmony, which amongst other things encouraged self-effacement 

and humil ity, also fostered a cl imate where cooperative learning could flourish, 

despite the compet itive nature of the overal l  educational context . 

The students, while they were under significant pressures, had simi larly 

significant levels of support. Being and fee l ing supported was an element of their 

learner ident ity. 

Identity Element Three: Worked Hard 

The third e lement of the learner identity was that they worked 

hard. Like the other elements there was a degree of interaction 

between all of the e lements and the macro and micro influences. For example, the 

elements of pressure and competit ion, with their basis in the macro and micro 

influences, were partial causes of the need to work hard. 

The effect of the school years with their pressure-cooker focus from the 

beginning helped form the key learning habit of hard work. The demands from 

primary school  to high school were very intense (JQ 1 - 1 006) and the only acceptable 
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response was to work hard (HS I -0606; FU I -0406;  GT I -0606; D W I -0606) . CX 

commented: "The working time is for the study - homework. The students have to 

work until late at night and get up very early in the morning" (2-0706). On breaking 

through the narrow gate and arriving at their university in China some students felt 

relaxed ( AZ I -0506; BY I -0506 ; JQ I - I 006) and believed it was relatively easy to gain 

success (CX 1 -0406). 

However, that did not mean that the work rate dropped dramatical ly. GT said, 

"In a Chinese university you should still work hard because even if you 've entered 

the university it doesn 't mean it is the end" ( 2-0906). In  some cases the need to 

continue working hard was a funct ion of the students' backgrounds. Those who 

came from a more economical ly chal lenged context particularly felt the pressure 

(AZ2-0906; CX 1 -0406; CX2-0706). These students were often those from rural 

areas such as AZ and CX. Others worked hard because they wanted a higher degree 

or to receive a scholarship ( FU 1 -0406) . Those students who went to "famous" 

universities where competition levels remained intense were unable to relax their 

work ethic ( AZ I -0506). 

The need to work hard at university was afftrmed by the students in the 

attestation interviews. They commented that it was focused around exam t ime and 

that the exams were difftcult (XT A 1 - 1 1 07); that if you worked hard then the benefit 

that accrued to you was commensurate (XT A l - 1 l O7);  that working hard was a key 

indicator of who a good learner was (ZV A3- 1 207; XTA 1 - l l 07); and the work rate 

needed to be very consistent (XT A l - l 1 07). The ingrained habit of hard work 

appears to have enabled these students to succeed. In the literature review Leung 

( 1 995) commented that diligence and perseverance, as tradit ional Chinese attitudes, 

meant that students were prepared to accept hardship in the belief that it would lead 

to success. The key seems to be hard work and it forms an essential e lement in the 

learner identity of these students. 

Identity Element Four: Pressured 

A fourth learner identity e lement that emerged from the 

findings was that the students felt pressured. The complex factors 
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within the macro and micro influences led to significant levels of stress and 

academic performance anxiety which was partly counteracted by the social isat ion 

processes. 

This pressure has been documented above; however, a brief summary to 

support the c laim that this is a foundational element in the learner identity of these 

students is necessary here. The social and fami ly pressures to succeed educational ly, 

especial ly  at high school, were intense. DW said: "For most students they will be 

nervous. The only thing they can do is study, study, study. They don 't know the 

social lije,· they don 't know the communication with others. They only know the 

study" (2-0906) . BY felt, in re lat ion to high school, that : "1 can 't believe how hard. 

I can 't bear it, I think" ( 1 -0506). Wh ile university was more relaxed it also carried 

stressors related to general learning competition levels ( BY2-0906; GT2-0906) and 

getting the right job (HS 1 -0906).  As noted above, the prospect of fai lure was a 

major concern for the future (AZ2-0906), although this perspective may be changing 

(FU2-0706). 

General ly, due to population and lack of privacy, the stress levels were 

consistent ly high. As FU expressed it : "1 guess studying in China is more stress 

because the competitors are too many. They always publish the results on the 

website or publication." In  addition, as documented above, the sole attention given 

to the 'one child ' within the family compounded the level  of pressure (CX2-0706). 

These pressures were mitigated by the social isat ion processes that led the students to 

think this was normal or expected (AZ2-0906; CX2-0706; DW2-0906; DW3-EQ; 

EV2-0407; FU2-0706; FU3-0907; GT2-0906). The influence of being in the big c ity 

and having access to, for example, the internet and, for some, the rebel l iousness that 

may come from being the l itt le emperor, could cause some students to reject the 

pressure and the social condit ioning (EV2-0407). 

The attestation students a lso felt the pressure keenly. As well as the broader 

social and familial pressures the teaching/learning process was also a factor. WS felt 

especial ly "stretched out" by the "big pressure" his family gave him CA 1 - 1 1 07). ZV 

expressed how she felt about the ongoing-ness of the examination-based system and 

how it affected her enthusiasm for learning and the quality of the learning: 

We have been training for exams for the last years at high school. We 
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have an exam everyday for different subjects. We kind of get used to that 
kind of atmosphere and know what the exams will look like. That 's the 
way of learning in China. I do agree that I learnt something from that 
kind of learning in China. But I feel that I lost my enthusiasm. Push, 
push, push - to go for that kind of learning. (ZV A3- 1 207). 

The l iterature confums that the immense pressure to succeed could lead to 

intel lectual burnout and may even lead to self-harm. 

The social, cultural, familial ,  and educational mil ieu created a high pressure 

environment for these students. This impacted on them as people and especially as 

students hence it is an e lement of their learner identity. 

Identity Element Five: Effective Skills 

The Main land Chinese students in this study had effective 

learning skil ls for the educational context they were part ic ipating in. 

These ski l ls had brought them to high levels in their education 

attainment in China but in some ways these skil ls also created l imitations, especially 

when engaged in learning in the New Zealand context. 

A range offmdings have already been reported that relate to the learning skil ls 

required and possessed by the students. The examination-based assessment system, 

with litt le by way of grade-contributing assignment work (AZ 1 -0506), required 

excel lent memory ski l ls ( FU 1 -0406) .  This tended to encourage working alone ( FU 1 -

0406) and emphasised reading and listening input ski l ls  ( O W I -0606; HS I -0606). I t  

a lso encouraged sustained bursts of focused attention before the examination (HS 1 -

0606). However, it would seem that the learning processes would suit students who 

were theorists and, to some extent, reflectors ( Kolb, 1 982). L ike most schooling 

systems there would be less chance for the pragmatists or experimenters to succeed. 

S imi larly, the style of learning may suit a field-dependent style of learner ( I rvine & 

York, 200 1 ). 

The students were aware, especially as they reflected back from their New 

Zealand experience, that while these learning ski l ls  were effective in and sufficient 

for their context, their ski l l  set was l imited. The emphasis on memory may have 

l imited the students' need to think critical ly  about what they were learning. FU 
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commented that she did not do, " . . .  lots of thinking but we needed to do lots of 

practical exercises."  However, this needs to be related to the ongoing debate about 

the influence of memorisation on deep and surface learning ( Biggs, 1 996; Ho et aI . ,  

200 1 a; Tweed & Lehman, 2002). While they generally felt confident in China about 

reading and l istening their writing and speaking output skil ls were less developed 

( DW 1 -0606; HS 1 -0606). Again, this emphasis would suit a reflective and 

theoretical style of learning and it also resonates with the traditional ethos of 

Confucian education. They a lso felt l imited, perhaps due to the teacher-centred 

approach, in organising themselves and their learning and locating learning 

resources. As CX noted: "No way can I know how to collect information, how to 

organise them. This is the weak pointfor the education" ( 1 -0406). 

These sentiments regarding effect ive ski l ls were a lso noted by the attestation 

group. Within the dynamics of the teaching/learning context, especia l ly  the 

assessment system which re lied almost totally on examinat ions (XT A 1 - 1 1 07 ;  ZV A3-

1 207), the students felt that they had appropriate skil ls .  The examination usually 

counted for 1 00% of the grade ( WSA I - I I 07)  and this meant proficiency at exams 

was of major importance (ZVA3 - 1 207). This was the "way of learning in China" 

and students just had to get used to it (ZV A3- 1 207). The pragmatic aim was to "ace 

the exam" (WSA 1 - 1 1 07) even though it may not mean you are a good student just 

good at exams (ZVA3 - 1 207). Particularly re levant ski l ls were: cue a lertness ;  

ensuring, even if i t  meant borrowing, access to quality lecture notes; and, of course, a 

good memory (ZVA3- l 207). 

Whether these skil ls were appropriate or sufficient to aid the students in 

crossing educational cu ltures wi l l  be discussed in Chapter Six. However, a leve l of 

confidence in having an effective ski l l  set for learning in China seems to comprise an 

e lement of their learner identity. 

Identity Element Six: Successful 

The students said surprisingly l ittle about their level of 

academic success. This may be a funct ion of their cultural 

conditioning that does not necessarily encourage assertive self-
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assessment and where humil ity may be valued more. F lowerdew believes humil ity is 

a social requirement stemming from "the Confucian principle of propriety, which 

requires that individuals maintain a certain level of humil ity in accordance w ith their 

rank, and do not elevate themselves above others" ( 1 998, p. 236). 

H owever, there is l itt le doubt that success was the a im.  Success was not only 

for the individual but also for the family. CX commented that: "In nowadays China, 

the traditional family structure is still dominant. One 's success is the pride of his 

family members. This pride is also one 's incentive to succeed" (2-0706) .  The 

students in this study had a l l  been successful. They had risen above the level o f  the 

competition through the use of effect ive learning skil ls and had entered university. 

In all but one case they had completed an undergraduate qual ification in China. One 

student had fmished a Masters programme. As a result they had a certain confidence 

in their level of abil ity to succeed academically. 

The a im of each student was to get h igh grades. The pre-eminence given to 

being successfu l  was paramount, even if it meant that personal weaknesses were 

ignored, and this is wel l  expressed by YU (A2- 1 207), dw-ing one of the attestation 

interviews: 

I suppose a successful learner should be totally familiar with the book 
and then get a very high grade. I got very high grades at [the Chinese] 
university so I was a good learner in the opinion of the teachers and in 
the opinion of my classmates. Even, if, maybe, I am not very good at my 
life or not very good at other things, no matter what, if my study is very 
good then 1 am very good. 

The review of  the literatw-e in Chapter Two highlighted many of  these aspects 

as well .  The achievement of success and maintaining the image of success were 

deemed to be social ly critical for not just the individual but the family as well .  

Success was deemed to be a function of hard work, plus some good luck, and the 

l iterature affirms this and argues that more success led to a greater sense of  

achievement motivation. The review a lso noted that students came to  a new host 

country for overseas education with a significant level of confidence based on their 

home country success. The extent to which this perception of  being successful 

becomes, at least initial ly, a double-edged sword when entering a foreign educat ional 

context wi l l  be d iscussed in the next chapter. 
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So, while this e lement of learner ident ity was not often mentioned by the 

students it was selected as a characteristic that helped to define them as learners. It 

underl ined who they felt they had to be : successful ;  and what they had to achieve: 

success. 

Identity Element Seven: Competitive 

The Chinese students in this study were compet itive in the 

sense that they were obliged by the nature of the macro and micro 

influences upon them to compete. 

This e lement is seen in a variety of the soc ial, cu ltural, family, and educat ional 

factors comprising these influences. HS commented: " The important thing is still 

the society: the competition for their ltfe" ( 1 -0906). China has a huge population and 

large numbers of these students s it the nat ional examinat ion every year. The ten­

year goal of education and the nature of the competitiveness it engendered was 

ultimately represented by passing this examinat ion (GT 1 -0606) and moving through 

the "narrow gate" (CX I -0406) . One of the older students can remember when the 

chance of success was only four in every 1 00 candidates (JQ I - I  006) .  Admittedly, 

the entry criteria have eased and means of access have widened but the narrowness 

of opportunity is st i l l  there. 

Within the classroom, be it primary, secondary or tertiary, the level of 

competition was intense . The impression given is that China is "crowded" (AZ l -

0506) and "Most of the students cannot get the chance" (CX 1 -0406) .  BY confessed: 

"I was not always the best as the competition was very hot. Most of the students 

wanted thefirst position" (2-0906). The comparative nature of the compet it ion was 

also attested by GT, who said: "ff l  see all the other people around me all working 

hard and they are getting a very good exam results or excellent school pel'formances 

I always try to learnfrom them and try to be one of them" (2-0906) . 

Not being comparatively compet itive, especially in regard to the national 

exam, had significant ongoing l ife consequences. Not going to university usually 

meant the lack of a well paying job (AZ2-0906), a lack of social advancement, and 

probably family shame ( DW3-EQ). GT considered that : " . . .  everyone wants to get a 
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good or excellent examination mark, but for this kind of student if they could not 

pass then they will change their ways. Maybe they will not think about the national 

test. Their parents will arrange for them to learn other things - some skills or even 

have their own business, if their family has enough money to support them" (2-

0906) .  

The leve l of  performance in the exam was critical in achieving entry into the 

right university ( H S  1 -0906; EV 1 -0907) . This increased your chance in being 

competitive on the job market as being in the right p lace may ensure you have learnt 

the right ski l ls (HS  1 -0906).  However, competit ion did not end at school ing as 

mil lions graduate each year (EV 1 -0907). Regardless of, or because of, the economic 

reforms, not every graduate is guaranteed a job, as was the case ten to fifteen years 

ago. HS went on to say, "" . more students have the same high quality and the same 

certificate, so the company needs to know which student has enough ability to do 

their work" ( 1 -0906). 

The competit ive environment was described by one participant as "vehement" 

and "furious" (HS I -0606) .  This was endorsed in the attestation interviews. WS, 

while noting that the level of competition was different in the countryside where l ife 

was more a matter of survival, felt that the pressure in the " big city" was "cutthroat" 

(A l - l  1 07) .  XT put this down to the job market in China which was "really, really 

extremely competitive" and which forced people to "go for higher education" ( A l -

1 1 07) .  And once within the university system, which as the participants noted was 

more relaxed than h igh schoo l, the pressure to get the "higher grades" (YUA2- 1 207) 

was sti l l  intense as it could influence the prospects for quality future work options. 

However, it was featured in the literature review that educat ion in China i s  

more marked by relational and cooperative d imensions than competition. 

( F lowerdew, 1 998;  Tang, 1 996). Hu and Grove ( 1 99 1 )  suggested that competition is 

not cutthroat amongst students and B iggs argues that the competitive assessment 

regime actually drives the students to work cooperatively ( 1 996) . On face value this 

does not accord with the information given by the participants in this study. 

However, it shou ld be noted that the learner identity determined by this project 

included both cooperation, as indicated in the 'supported' e lement, and competit ion. 
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This may indicate that these two aspects may not be held as opposite ends of a 

continuum within the learner mindset of these students. 

The students in this study have all faced and act ively participated in this 

environment of competition. As a consequence, to survive and succeed in the 

pressured Chinese educational context the students would probably have ingrained in 

their educational psyche the need to compete. This is a part of their learner identity. 

Identity Element Eight: Good Knowledge 

On one hand the students felt confident about what they had 

learnt and the solid foundation of knowledge that this had created 

for them. On the other hand there were also reservations about the 

adequacy of this knowledge. 

The primary source of learning in China was the textbook that was prepared by 

experts and could be re lied on (CX2-0706). This textbook was the basis for the 

course learning and l ittle, if any, extra reading was required ( H S  1 -0606; DW 1 -0606; 

CX 1 -0406; I R I -0907) but taking this option depended on the students' interest level 

( I R I -0907). For most homework assignments the textbook was the chief resource 

( FU 1 -0406) and the textbook and guidel ines from the teacher provided the basis for 

the examinations. The knowledge gained did give "a good background" ( l R  1 -0907) .  

DW bel ieved that : "Education is useful and has high value in China, especially the 

basic education. I think the basic education in China is better than other countries 

in primary school and secondary school" (2-0906). However, as noted in the current 

study, this knowledge was sometimes restricted ( HS 1 -0606; JQ 1 - 1 006) and outdated 

(GT 1 -0606; EV 1 -0907). There were addit ional concerns, also noted above, about 

the lack of balance between the emphasis on theoretical knowledge learnt to the 

detriment of the practical skil ls gained ( HS3-EQ; FU 1 -0406; GT3-0907).  

Like the partic ipants, there were discordant views about the qual ity of 

knowledge the students in the attestation interviews felt they received at university in 

China. WS also felt that the restricted course choices in the prescribed academic 

programmes, and the focus on the teacher-suppl ied material for the examination, did 
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p lace some degree o f  restriction on the quality and range o f  knowledge that could be 

gained ( WSA l - l 1 07) .  However, ZV, the science student, felt she gained a good 

level of satisfaction about core or base knowledge levels :  

/ do learn a good fundamental knowledge from China from high school 
to university in terms of mathematics, chemistry, and physics. We have 
quite broad papers on these areas. Even when / am doing a horticulture 
degree we have to do physics and chemistry or organic chemistry or that 
type of knowledge. At that time / didn 't realise it was useful for my 
future study but now / realise that part of knowledge is useful for my 
study. /t is a good foundation. It develops a good base knowledge. 1 
think that 's a way we value Chinese education. We don 't say we are not 
good. We are still doing good because we have a broad range of 
knowledge. /t is just less focused on certain areas (A3- 1 207). 

Overal l, the students felt confident that they had, in their context, learnt quality 

and broad-based knowledge in their subject areas. While this came with reservations 

it formed an integral e lement of who they were as learners. Overa l l, this section of 

the analysis has highl ighted e ight elements of learner identity: teacher-centred, 

supported, worked hard, pressured, successful, competit ive, effective skil ls, and 

good knowledge. 

Learner Identity Attestation 

Grounded theory in its methodological approach has a continual process of 

coding and analys is .  That, is, the analysis does not wait until the end but occurs 

throughout the process. Therefore, it was thought helpful, as the eight elements were 

being considered by the original study participants that two things occur. One, the 

e lements could be afftrmed as relevant by the students .  This included seeking any 

further e lements that may be more appropriate. The part ic ipants were asked, before 

being made aware of the e ight e lements, how they viewed themselves as learners. 

They were a lso asked, after assessing the e lements, whether they felt any further 

aspects were relevant. Two, the relative strengths of these identity e lements could 

provide a useful guide to the changes in learner identity as the students underwent 

cross-cultural educational adjustment . Therefore, the students were asked to assess 

each of the e ight e lements, and any other aspects they had mentioned, on a five-point 

L ikert scale of how true each element was for them ( see Table 5 . 1 ) . 
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Table 5 . 1 :  

Likert rating scale for identity elements 

5 4 
ve ry true mostly true 

Learner Identity Element Values 

3 
sometimes true; 

sometimes not 

true 

2 
seldom true 

1 
ra rely true 

The students' learner identity ratings on Figure 5 . 3  show a range of attestation 

for the eight elements. The element with the highest average rating was 'teacher­

centred' (4.250) fol lowed by 'supported ' (4.000). This suggests the students felt that 

these were key elements of who they were as learners in China. The next two 

highest ratings were for 'worked hard' (3 .750) and 'pressured' (3 .625) .  The other 

four categories rated at or just above the 'sometimes true; sometimes not true' rating: 

'effective ski l ls '  (3 .250) ;  'successfu l '  ( 3 . 1 25 ) ;  'compet it ive ' (3 .000) ;  and 'good 

knowledge ' (3 .000) .  The ratings are not critical to this study as it does not aim to 

show statistical significance. However, the ordering of the e lements can be a helpful 

guide to determining change in the students as learners. The students rated these 

e lements again in the New Zealand educat ional context, as detailed in Chapter Six. 

The results of the rating analysis do not highl ight any major surprises. 

Tradit ional educat ional values and the continuing importance placed upon education 

( Dawson, 1 98 1 )  and teachers ( B iggs & Watkins, 1 996; Lee, 1 996) makes the high 

rating of ' teacher-centred' understandable. [t may be considered unusual that 

'pressured ' did not equate or even surpass ' supported' .  However, it has been noted 

through the analysis of the fmdings that the pressures were subject to strong 

social isat ion processes. They were expected, in the l ight of the goals before the 

students, to be necessary; whereas the support that the students received from 

society, fami ly, teachers, and peers was more highly valued. The students had a 

pattern of working hard and its high rating is little surprise, especial ly  as it is in line 

with traditional educat ional values. 
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Elements 

Figure 5. 3: Learner identity e lement ratings 
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The students rated their ski l l  set as appropriate to the educational context . The 

ratings for ' successful '  and ' competit ive ' ,  in the light of their achievements as 

students, are a minor surprise. Even though they were successful, and worked 

extremely hard in a furiously competitive environment to be so, the dictates of a 

col lective culture and cultural humi l ity may lead to a downp laying of  their success 

and competitiveness. The lowest rating given to 'good knowledge' is probably a 

factor of both their experience in China and in New Zealand. I n  China, there were 

concerns about the relevance of what they were learning in relation to how 

effectively it was equipping them for their future work. After experiencing at least 

one ful l-t ime equivalent year of study in New Zealand, they had firsthand experience 

of a, perhaps, more balanced focus on both academics and good practice and there 

was some awareness of a greater breadth and freedom of access to knowledge. 

The students a lso made some addit ional suggestions about their identities as 

learners. As part of the third round interview they were asked: " If  you could choose 

one word to describe yourself as a learner what would it be?" ( Interview Guide 

Three; Email Questionnaire Version 2) .  They found this task chal lenging and could 



Cross-Cultural Educational Adjustment 1 63 

not always express this in one word. Two responses show a direct affmity to the 

eight e lements: "stressful" (EV3-0907) and "hardworking" (GT3-0907). Two others 

may be related to 'effective ski l l s '  and 'successful: ' "smart" (HS3-EQ); and "quicl�' 

(AZ3- 1 007).  Three other students reflected that cultural humil ity noted above: 

"common" and "not bad" (BY3-EQ); "middle of the road" (FU3-0907); and "loser" 

(DW3-EQ). The last of the remaining eight students said "job focused" (CX3-0907), 

which can be related to the category 'compet iveness' ident ified in this study. 

In associated comments and discussion surrounding these ratings, CX said he 

was 'confident ' but disputed whether he would cal l  himse lf a learner. He said: "A 

learner? I don 't think I am a learner. Learning is a process to get skills - so I am 

not really a learner. A learner is a scholar doing special research" (3-0907) .  GT 

commented: "Serious. Earnest. 1 concentrated on everything J did. Focused. J 

always had an objective set before me so I shouldfollow it. Goal oriented" (3-0907). 

EV (3-0907), when asked about how he fe lt about himself as a learner in China, 

expressed his feel ings by saying: 

It was quite stressful and quite unhappy. Because I didn 't really like 
some of my lecturers but you have to study the course, like it is a 
compulsory course. Then I just go to class, force myself to memorise all 
the stuff; pass, and then forget evelything. That makes me unhappy. For 
stressful, the students find it more and more difficult to find a job after 
they graduate. So everyone is trying to get higher grades. So they study 
hard so youforce yourself to study hard as well. So the study isn 'tfim . 

These add itional comments do not change the veracity of the identity elements that 

were chosen. The views expressed are either parallel to, or subsets of, the e lements, 

or underpin (e .g. ,  humil ity) the cultural attitudes underlying these categories. 

It is also important to note that the above figures were addressed as averages. 

When the individual students'  ratings are considered, there is a variety of responses 

for each of the e lements. The fol lowing two graphs help to give some idea ofthe 

response ranges. Figure 5.4 shows a breakdown by participant of each learner 

identity element .  Overal l, the fIrst two elements, ' teacher centred ' and ' supported' ,  

were advocated consistent ly by the partic ipants. The elements that showed the most 

variat ion in range were: 'worked hard' (from 5 to 2) ;  'pressured ' (from 5 to 2); 

'successfu l' ( from 5 to 2); 'good knowledge ' (from 4 to I ) ; and 'competitive' (from 

4 to I ) . 
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Figure 5. 4: Identity e lements by participants 

F igure 5 . 5  shows a different perspective by analysing the information from the 

partic ipant 's view. However, the ratings st i l l  show a variety of responses: some 

students rated the elements reasonably cons istent ly; others showed marked variation. 

This should indicate the necessary tentativeness of proposing any broad 

general isation beyond this study group and indicates that, in line with grounded 

theory, that the fmdings from this study can best offer a local ised p icture of the 

cross-educational adjustment BSP.  

5 
C Teacher Centred 

• Supported 
4 

C Worked Hard 

o Pressured 

3 
• Effective Skills 

C Successful 
2 

• Good Knowledge 

1 
C Competitive 

AZ BY ex DW EV FU GT HS 

Participa nts 

Figure 5. 5: Participant by ident ity e lements 



Cross-Cultural Educational Adjustment 1 65 

Attestation Feedback 

As well as gathering reflect ions from the original ' partic ipants, ' the attestation 

group were asked to consider the learner identity e lements. These students were also 

Mainland Chinese, postgraduate students studying at Atherton. Most were studying 

business, with the except ion of ZV who was a PhD student in the sciences. On one 

hand the inc lusion of this student takes a step outside the norm group profile but it 

also added an interest ing scenario of how a student outside the norm group may 

respond. These differences were noted in Chapter Six as they became more apparent 

in the New Zealand context. Under grounded theory it is good to seek different 

perspectives as it may challenge and/or affrrm the emerging theory (G laser & 

Strauss, 1 967) . In most respects the comments of the students in the attestation 

interviews fo l lowed the same pattern of the study partic ipants. Their interview 

comments have been incorporated into the above discussion on the eight learner 

ident ity elements. 

The attestation group was asked to rate on the same Likert scale their responses 

to the identity e lements. A comparison of average responses (see F igure 5. 6) as to 

the 'truth for them' between the participants and the attestors of each of these 

elements show that, generally, the attestors rated a l ittle lower than the paltic ipants 

except for 'pressured' and 'compet itive. ' This may have been because the 

partic ipants were asked to rate these elements during their th ird interview and their 

level of comfort with the interview process may have al lowed them to rate more 

freely. The attestors may have rated 'pressured' and 'compet itive ' more highly 

because the interviews were conducted soon after their [mal exams had finished. For 

both groups 'teacher centred' ,  'supported ' ,  and 'pressured ' were in the top four 

ranking. Again, any attempt to show whether the val idity and reliabi l ity of these 

e lements is more general isable beyond the part ic ipants and attestors is outside the 

scope of this study. 
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Figure 5. 6: Comparison of learner identity elements for participants and attestors 

Two additional areas were ment ioned by the attestation group. In some 

respects they have been caught up in the eight elements but it is worthwhi le 

ment ioning them at this juncture. The ftrst was that differences in context and 

individual perspectives need to be respected. This was related to acknowledging the 

differences between rural and c ity dwel lers and the need to respect individual 

"problems and characteristics" (WSA l - l l 07). The second area was the manner in 

which their learning in China lowered the levels of personal interest in learning 

general ly and certain subjects in particular. Personal desires were set aside for future 

prospects, such as socially desirable and demand-driven emp loyment, which meant 

that certain academic programmes were considered more helpful to meet that end. 

WS said: "Another thing is that the Chinese education system has some problems. It 

is kind of like they tly to kill your own interests. In the future you want to get a good 

job, so you have to study these kinds of materials. Everyone studies them" (A 1 -

1 1 07). ZV also commented in a simi lar way, when discussing the pressure she felt 

under, about how the process of learning blunted her passion to learn (A3- 1 207). 
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Literature Attestation 

The literature review highlighted a range of phi losophical debates concerning 

the concept of knowledge in Chinese educat ion. From a Western view Bal lard and 

C lanchy ( 1 99 1 )  branded the Chinese attitude to knowledge to be reproductive; 

however, Tweed and Lehman (2002) argued that to analyse Chinese educat ion 

within a Socratic paradigm was unhelpful.  They believed that it is better to 

understand ' knowledge ' in its Confuc ian context. This h ighl ights the value of 

knowledge to the individual in his or her pursuit of ' self-perfection'  and the wider 

ripple effect this has on harmonis ing society. 

It also impacts on the way that the pursuit of knowledge and the learning 

process is understood. At a more pragmatic level the review also noted the 

' bounded-ness '  of knowledge result ing from the teacher being seen as the authentic 

possessor of knowledge and the educat ional consequences of the high respect with 

which that teacher is held. Furthermore, the instrumental ism of Mainland Chinese 

education found expression in various e lements of the learner ident ity. Pragmatism 

may mean content was more valued than the process of learning (see: ' Identity 

E lement E ight: Good Knowledge ')  and competit iveness was fostered (see: ' Identity 

E lement Seven: Compet it ive '). The love of learning, as noted in the l iterature 

review, also may mean that achievement was highly commended and support, at 

sacrificial levels, was given to those who may succeed (see: ' Identity E lement Six:  

Successfu l ' ;  ' Identity E lement Two : Supported ' ) .  

While Confuc ianism stressed the need for moral transformation, with time, this 

became shaded by external conformity and a stress on behavioural, as opposed to 

attitudinal, change (Tweed & Lehman, 2002; Ho et aI. , 200 1 ;  Grove, 1 99 1 ). Once 

again, pragmatism may have turned this into a focus on outcomes rather than 

processes. One consequence may be that the learning ski l l  set is largely shaped by 

achieving these desired outcomes (e.g., the role of memorisation) hence the emphasis 

in the learner ident ity on effectiveness in learning (see: ' Identity E lement Five: 

Effective Ski l ls  ') rather than more wide-ranging knowledge gathering ski l ls and less 

development of metacognit ive learning awareness. Demand for cultural and social 

harmo ny, a tradit ional Confucian end-goal of moral transformation, may reinforce 
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the importance of self-denial and reduce the desire for self-expression ( Wang & 

Mao, 1 996). 

The desire for harmony may also lead to cooperativeness, face saving, and self­

effacement in the learning environment (Flowerdew, 1 998). The literature reinforced 

the view that the nature of learning in China tended to be marked by relat iona l  and 

cooperative dimensions ( Flowerdew, 1 998; Biggs, 1 996; Tang, 1 996; Hu & Grove, 

1 99 1 ) . While this was documented in the student data (see: ' Identity E lement Two: 

Supported ')  the e lement of needing to compete in a highly competitive context was 

also emphasised (see: ' Identity E lement Seven: Competit ive ' ) .  The level of  

competit iveness in China attested to  by  the students in  this study appears to  be  higher 

than the l iterature would indicate. However, in the students '  experience it was 

balanced by support leve ls that were rated even higher than compet it iveness by t he 

students (see: ' Feedback Attestation ' ) .  I t  is also possible that the students 

part ic ipat ing in this study or, more generally, students who go overseas to study have 

a more competit ive nature. It may also be a product of the need to succeed created 

by the dual tertiary education system within China (Dooley, 200 1 ; see also Chapter 

Two : The Efficacy of Effort) ,  which fuels intense competit iveness in students such as 

those who participated in this study. 

Another major legacy of Confucianism was the role and status of the teacher 

(see Chapter Two : 'The Teacher') .  This was very much endorsed by the partic ipant 

students who rated this e lement of the learner identity as being most true for them 

compared to the other eight (see: ' Identity E lement F ive: Teacher Centred' ;  ' Learner 

Identity E lement Value ' ) .  In China, the teacher had high status and p layed the 

central role in both teaching and learning processes. The literature expressed 

concerns, as did some of the students (see: ' Identity E lement F ive: Teacher 

Centred' ) , about what the h igh level of respect meant in relation to the possible effect 

of authoritarianism in terms of transmissive ness, ' passivity' ,  and dependency. The 

review also mentioned a possible reduction in the abi l ity to develop critical reflect ion 

and creativity (Ho et aI. , 200 1 ;  F lowerdew, 1 998; B iggs & Watkins, 1 996; Lee, 

1 996; Wang & Mao, 1 996; Lee, 1 985;  Dawson, 1 98 1 ) . However, the teacher also 

p layed a s ignificant support role for the students (see: ' Identity E lement Two: 

Supported') .  
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The efficacy of  effort was a major part of the Confucian heritage ( ' see 

Chapter Two: 'Efficacy of Effort ' ) .  The cultural frame encouraged students to 

believe that they had a high degree of control over what made a successful learner 

(Tweed & Lehman, 2002; B iggs & Watkins, 1 996). Cultural attributes such as hard 

work and perseverance were highly regarded by the students as the pathway to 

success (see: ' Identity E lement Three: Works Hard' ) .  The belief that the learning 

variables are largely controlled by the learner meant students have a strong sense of  

achievement motivation (McInerney, 1 998;  Lee, 1 996). On  one hand, this may mean 

they would be encouraged by success and, on the other hand, they may re-double 

efforts if faced with fai lure (see: ' Identity Element S ix :  Successfu l ' ) .  This belief 

system, as a result, tended to create significant perfonnance pressures on the students 

(see: ' Identity E lement Four: Pressured' ;  ' Ident ity E lement Six: Successful ' ) .  

To this po int, the analysis in  this chapter has init ial ly placed the students' 

cross-cultural educat ional experiences within the Chinese context in order to fonn a 

base for detennining the nature of the change. This was developed further by 

specifying eight learner identity e lements that the students suggested comprised who 

they were as learners in China. In the next section, the Chinese context is returned to 

and two claims are made about the students' Chinese educational context. 

Externally Bounded and Culturally Harmonised 

The analysis of findings has highl ighted the way that a certain learner ident ity 

was fonned in the students by the influence of the macro and micro factors. As a 

further conceptual isation of this data it is proposed that this eight e lement learner 

identity is both externally bounded and cultural ly harmonised by the effect of these 

influences. By 'externally bounded ' it is meant that the fonnation of these learner 

identity characteristics is almost completely shaped by the macro and micro external 

pressures on the indiv idual. This does not negate that the formation process has been 

to a variable extent internal ised by the individual. But where this has occurred it 

tends to be direct ly assimi lated into the learner ident ity rather than being conscious ly 

reflected on. 

By 'cultural ly harmonised' it is meant that the learner identity characterist ics 

are largely uniform in nature due to the strong homogeneous cultural dynamic within 
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Mainland China. The l iterature review noted that a highly homogenous social 

framework is a function of the dominance of the Han Chinese as a proportion of the 

populat ion base (92%), the society's  collectivist nature, and the tendency for such 

cultures to have high power distance factors that lead people to accepting, and not 

chal lenging, societal norms. This is also a function of the strong tradit ional desire, 

which sti l l  has ongoing currency within China, for societal harmony as explained in 

Chapter Two (Shen, 200 I ;  Wang & Mao, 1 996; Smith, 1 993) .  

The attestation interview guide asked the students to respond to this concept of 

learner identity being external ly bounded and culturally harmonised. Their responses 

were grouped under society and culture, family, and education. In these three areas 

the focus was the effect on the students as learners. 

Society and Culture 

In  regard to society and cu lture, ZV perceived that : " We kind of have gone one 

way towards the parents and society rather than what we want. We lose our 

independence and individualism. We lose our own interests about what we would 

like to do and what kind of person we would like to do" (A3- 1 207). She went on to 

comment that: "In China parents, society, and people around me show me what to 

do. J need to be educated and I need to succeed. What they want is for me to do well 

instead of what I want to do." 

When asked about learner identity being external ly bounded and cultural ly 

harmonised YU ( A2- l 207) responded: 

Yeah, J agree with you because J can feel the pressure outside my heart: 
the pressure from family, from my school, and the outside society. They 
expect me to get a degree, get a good job, have a good future, and have a 
good family. If you have a higher education they always respect you. 
They expect you to get high grades and to be an expert. A nd then you 
are required to be an intelligent, advanced person in society. So 
sometimes, I feel a very high pressure. 

WS ( A I - I I 07) concurred about the pressure from society to succeed and conform. 

J agree that society and our culture expects us to go to the tertiary 
education, get your degree, then use what you learn to serve the society 
and try to find a place to fit into society. If you don 't get to high school 
and university they think you are maybe rebelling or something. You are 
useless or rubbish or something like that. 
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Despite these social and cultural pressures on them as learners it was evident 

that these influences were on one hand internal ised and on the other confronted with 

more individual istic patterns of behaviour. Regarding the internal is ing of these 

pressures YU (A2- 1 207), after referring to these external pressures, said: "But in the 

other part of my heart, I also agree. You could say I am harmonised by the culture. 

I grew up with this culture and / know it 's my fate. So that 's why / agree to get a 

higher degree." 

Family 

In  regard to fami ly, there was a deep awareness of needing to respect and 

fo l low the values and goals set by the family unit. XT (A I - I I 07), after commenting 

on the influence of society general ly, said: "On the other side is the family. / think 

you should understand what the parents are thinking. They think they also want their 

kids to have a good/ifture and a good life. So they want you to have a good 

education." This sense of benevo lent concern for the best future for their chi ldren 

was reinforced by active involvement. XT went on to say, that in his experience, " . . .  

your parents are watching you. They are always behind you. That 's another 

problem." 

Not all part ic ipants felt quite the same degree of pressure from parental 

engagement and one of the variables was the extent to which the student had 

internal ised these expectations as their own. Remember HS's  comment earlier in this 

chapter: "My parents did not do this very much because / had my own ideas. My 

idea was not wrong so they thought, 'OK, you have this idea. It is OKfor you; for 

your life ' " ( 1 -0906). There were also e lements of performance disp lay aimed at 

satisfying the parents. WS spelt out his strategy: " When / was in high school / 

worked hard but mentally I wasn 't working hard. I tried to show the hard working 

part to my parents " (A I - I I 07) .  

Education 

The influence of and demands for education also establish this sense of learner 

identity being external ly bounded and culturally harmonised. The level of education 

achieved was critical to job prospects and the future general ly ( WS & XT, A I - I I 07) .  
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This connection between society and education was felt by XT who expressed it in 

terms of the 'good' :  "1 think for society, because of history of over 1000 years, if you 

can workj(Jr the government and get a goodjob and have a good life you have to 

take the exams to get a goodfuture, a good life, and a goodjob. It 's still true now. 1 

don 't mean exactly true. If you can 't get a degree or higher education you probably 

can 't get ajob " (A I - I ! 07) .  

The demand for education was not only to do with personal prospects it also 

affected social positioning. YU believed that : "If you have a higher education they 

always respect you. They expect you to get high grades and to be an expert. A nd 

then you are required to be an intelligent, advanced person in society" (A2- 1 207).  

WS (A I - I I 07) expressed feel ings about the influence of society on his learning, h is 

p lace within that context, and the need to be accepted by the right people. 

A nother thing is that society pushes you out to study more. When you get 
a job and you are trying to socialise with these other people, sometimes 
they ask, 'What university did you go to? Have you got a masters degree 
or a PhD, or what? '  If you are only a graduate from high school, then it 
is ' Who are you supposed to be? ' Sometimes this happens, not all the 
time, but sometimes. This, plus the family, gives me a big stress so 1 
have to work hard. Study more and learn more because 1 want to 
socialise with these people. 

The students, during the attestation interviews, were asked to rate the 

connection between society/culture and education and family and educat ion on the 

same L ikert scale used previously. The results are shown in Table 5 .2 below. I n  

response to the ftrst statement ("In China, my culture and society values education") 

the level of support was high. Two students scored the maximum, one student opted 

for ' most ly true, ' while the other student rated th is item as ' sometimes true; 

sometimes not true. ' These results give a c lear guide as to the strength of societal 

and cultural influences upon the value of educat ion for these students. The responses 

to the second statement ("In China, my fami ly encouraged my learning") were even 

stronger. Three out of four students gave this the maximum level of verification with 

the other student rating the item as ' most ly true . '  This may indicate that while both 

of these areas, society/cu lture and family, exerted a strong influence on these 

students and their education/learning, the primary factor may be the more immediate 

demands of their particular family. However, these famil ial  demands, as has been 

shown, are largely shaped by the broader macro influence of society and culture. 
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Table 5 . 2 :  

Influences on  student education and Learning 

STU D E NT "In China, my culture and "In China, my family 

society values education" encouraged my learning" 

ws 4: (Mostly true) 5: (Very true) 

XT 3: (Sometimes true) 4: ( Mostly true) 

VU 5 :  (Very true) 5 :  (Very true) 

ZV 5 :  (Very true) 5 :  (Very true) 

Modelling the Conditions 

A major function of this study was to conceptual ise the data into a substantive 

theory which expressed the basic social process (BSP) invo lved in cross-cultural 

educational adaptation. A helpful way of doing this was to model this 

conceptuai isation in a way that is able to ' see' what is happening for these students 

as they undergo this change. The conditions/interactions/consequences paradigm 

suggested by Strauss and Corbin ( 1 998), as noted at the beginning of this chapter, 

was used to format this model. Chapter Five has addressed the ftrst section o f  this 

process: the conditions. The model in F igure 5 . 7  seeks to establish the ftndings so 

far in a manner that captures this beginning phase of the BSP.  It integrates the 

various influences, dynamics, and e lements present that may have established the 

learner ident ity, as expressed by the students within this study. 

The basic condition affecting the adjustment of the Mainland Chinese students 

in this study is the establishment of a learner identity within their original home 

context. It has been shown, by reliance on the data, that the major influences on this 

ident ity are the macro societal and cultural variables (beyond the arrow) and the 

more micro variables of fami ly and education (within the arrow). In both cases the 

double-ended arrows seek to indicate that these influences have both a strong 

tradit ional basis in Chinese society and a continuing contemporary currency whi lst 

acknowledging the influence of cultural change. E ight learner identity e lements 

were supported from the interviews with the original participants and affrrmed by the 

attestation interviews. While l imited by the quantity of participants in this study, the 
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overal l  assessment of the relative strengths of these e lements is reflected in their 

c lockwise ordering, highest to least, from 'Teacher Centred' to 'Good Knowledge. '  

I t  has a lso been argued, in seeking a conceptual frame for these identity elements, 

that they are externally bounded and culturally harmonised. 

CONDITIONS: ESTABLISHED IDENTITY 

Figure 5. 7: Conditions of cross-cultural educational adjustment 

SUMMARY 

This chapter has depicted, from the data collected in the interviews with the 

study participants and a feedback group of attestors, the condit ions that existed for 

these students prior to experiencing cross-cultural educational adjustment . First it 

has establ ished that wider influences in China were active in the formation of these 

conditions. The macro influences were categorised under culture and society and the 

pervasiveness and formative power of these factors were strongly influenced by the 

highly homogenous nature of Chinese society. Fami ly and education were 

considered to be more directly connected to the experience of the students as learners 
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and were therefore considered 'more '  micro influences. These two factors also had a 

significant effect on these students as learners. 

In the constant comparison mode of grounded theory, as the data was 

examined, reviewed, and modelled it a l lowed e ight learner identity e lements to 

emerge. These e lements were reviewed with both the original study participants in 

the third round of interviews and the students in the attestation interviews. There 

was an intent ional effort to elicit from the students other aspects of learner identity. 

It was found that the e ight e lements satisfactorily incorporated the dimensions 

suggested by the students. These identity characterist ics were also rated by the two 

groups of students and, while the original students affirmed them more strongly than 

the attestors, they were found to be appropriate expressions of who they were as 

learners. These e lements form a basis to examine the change that occurs during the 

cross-cultural educat ional process. 

The various influences and elements that arose from the categorisation of the 

data were p laced within a model that sought to depict a conceptual isation or 

theorisation of the conditions related to the basic social process of cross-cultural 

educational adjustment (see F igure 5 . 7) .  In essence, this flISt section of the overal l  

model states that societal, cu ltural, fami l ial, and educational influences have shaped 

a d iscernible learner identity. Due to the strength of the traditional power and 

ongoing currency of these influences the identity e lements can be said to be both 

external ly bounded and culturally harmonised. The next chapter looks at the issues 

these students faced as they crossed educational boundaries and how they responded 

in terms of adopting learning strategies and maintaining motivation. This change 

would be expected to seriously chal lenge the efficacy of the learner identity formed 

by their educational mi l ieu in China. 
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CHAPTER SIX 

INTERACT IONS 

Journey to the West: FRACTURED HARMONY 

I NTRODUCTION 

This chapter goes on to address the next stage of Strauss and Corbin's ( 1 998) 

grounded theory CIC (Condit ions/Interactions/Consequences) model. I t  describes 

the ongoing movement of the BSP (Basic Social Process) by determining the 

interactions that these students experienced as they crossed educational cultures. 

Strauss and Corbin defme interact ions (or act ions) as the tactics taken "by which 

persons hand le s ituations, problems and issues that they encounter" ( 1 998, p.  1 33) .  

These interactions can be strategic ( i .e . ,  intentional) or  routine ( i .e . ,  "more habituated 

ways of respond ing to occurrences in everyday l ife" ( 1 998, p. 1 33 )) .  

The continu ing 'Journey to the West' described in this chapter il lustrates that 

the harmonious and established learner identity formed in China is fractured by a 

range of issues. Therefore, the task of  this chapter was to draw out what issues may 

have caused the fracturing of the learner identity and what actions ( interactions) the 

students took in response to these issues. In regard to both issues and actions, the 

examination of these factors was focused on discussing the educat ional aspects of the 

students'  cross-cultural adjustment . 

The findings and analysis of the interactions d iscussed in this chapter are 

interwoven due to the grounded theory methodology, as was seen in Chapter Five 

with the development of the condit ions. Within this discussion, it also reintroduces 

relevant material from the literature review where appropriate. As in Chapter Five, 

the interactions phase was progress ively model led to highl ight the theorisation of the 

data. The 'd istortion' symbol (� represents the disruptive force of the issues the 

students faced and arrows represent the actions of the students in implement ing 

strategies ( .. ) and drawing on motivators (_). 
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This chapter has four major sections. First, it begins with some comments 

about the transition to the new cu lture and context the students found themselves in. 

Second, the focus moves to the interactive heart of the BSP by considering the 

educat ional issues that the students had to face. These issues could be p laced within 

the cond it ions of the BSP;  however, the process nature of the BSP better groups the 

issues with the responses of the students within the New Zealand tertiary context 

rather than with the establ ished learner identity that was formed in China. Next, the 

two action categories were described and analysed as the third and fourth sections. 

The actions were the strategies the students used to counteract these challenges and 

the motivational strengths they drew on to help them overcome. 

CONFLICTING CULTURES - COM PETING CONTEXTS 

The participants in this study needed to 

respond to the complexity and interact ivity of  

the variables that competing cu ltures and 

confl icting contexts p laced them among. 

These differences are exacerbated by the way in which academic cultures (Cortazzi 

& lin, 1 997) are held largely unconsciously and the dramatic switch in the students '  

learning eco logy from one community of practice to  another. While the effect of  

these changes varies with each student, they are a l l  faced with the urgent need to 

survive academically and the burden to do so is p laced largely on the students '  

shou lders. The l iterature review highlighted these variables in discussing the 

educational cross-cultural adaptation implications for the Chinese learner. The 

l iterature review also emphasised the need to conceptualise this information. 

The students in  this study d id not always display a heightened meta-awareness 

of issues such as learning processes, cu lture in general, and academic cultures in 

particular. As noted in  the last chapter, this was to be expected due to their age, area 

of study, and current engagement within the educational system. However, they 

were aware of how certain aspects within these areas had impacted on who they were 

as learners and their learning at Atherton University. I n  addit ion, the wider and 

general cultural forces were not as much the focus of this study as the more specific 
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changes that students were aware of as these impacted on their cross-cultural 

educational adjustment. This sect ion of the chapter draws attention to two such 

areas: their preparedness for change, including comments on expectations; and how 

they found l ife in the new community. More specific issues surrounding culture and 

education are dealt with in the sections that fo l low. 

Preparedness for Change 

It would be expected that changing cultures and contexts would be a 

significant, possibly overwhelming, change for the students. CX described the 

change as a "big leap" (3-0907). While the logistics of coming were catered for, 

except for one student who did not bring the original of their I ELTS certification 

(CX3-0907), about half the students suggested they had given insufficient thought to, 

or they were not prepared for, the process of changing cultures. FU (3 -0907) 

described her experience. "[ was very excited about coming. [ didn 't think about it 

being stres�ful. . . .  / didn 't even think about [preparing to study in New Zealand] . 1 

just came." BY thought he was " . . .  well prepared. But / was wrong" (3-EQ). DW 

had considered the change but i t  was not as  he thought i t  would be. "Before / went 

abroad, [ knew studying overseas is not easy. But [ didn 't realise the stress 

sometimes is stronger than before" (3-EQ). HS came with a different expectation 

but a simi lar finding: "For me, [ thought it was going to be very easy when 1 came 

here but it was totally different" (2-0906). JQ felt she did not have the knowledge to 

prepare. She commented: " . . .  we have no preparation before because we don 't know 

the study style in [this c ity]" ( 1 - 1 006). 

One of the students, EV, who by his own admission tended to plan well, had 

come to New Zealand to learn about the country for a few years before he decided to 

commit himse lf to study (3-0907). H is major concern was not for the more mature 

postgraduate students but for the younger ones (2-0407) and he mentioned a specific 

example. "[ also had a cousin who tried to study here but she couldn 't get to 

university. She has been here the same time as me. She did a diploma course this 

year but / don 't know ff she passed or not. She wastes her time here and her parents ' 

money. So 1 am very worried about this" (2-0407). He saw that these students were 



Interactions: Fractured Harmony 1 80 

often at risk of fai lure due to not being ready to come and that this may also put their 

future in jeopardy. I n  this respect, he felt : 

I would not encourage all the students to study overseas, especially the 
younger students, because if you are not ready don 't come overseas. Not 
only is it a waste of your money it may also destroy your life. There are 
lots of students who come here and they couldn 't pass their JEL TS so they 
couldn 't go to university. They are very afraid to tell their parents and 
they don 't want them to come back because they didn 't get anything like a 
qualification, they don 't have any achievements and the family says you 
need to keep doing it like that and we will give you more money. So the 
children are just lost themselves. They don 't know what they are going to 
do in the future. 

When asked how they could have prepared better some of the students looked 

back and emphasised the need for better language ski l ls  ( FU3-0907; GT3-0907). 

However, the opportunities in China to grow these ski l ls were l imited in the school  

context ( FU2-0706) and both difficult and cost ly to fit into the l ifestyle ( EV2-0407; 

CX2-0706) .  GT felt that "In China we don 't have an environment to practice" (3 -

0907) .  She also thought that sitting an  I ELTS test was not an  adequate means of 

determining their Engl ish language ability. "Tests are only a test but how to use 

English is another thing. So I will not feel so confident" (3-0907). Paradoxically, 

they came to New Zealand with the expectation that study here would improve their 

English (CX3-0907 ; FU3-0907) and did not sufficiently factor into their 

considerations that their language deficit on arrival could cause such stress. Other 

initial expectations surrounded seeking new knowledge and gaining a Western 

qual ification (CX3-0907; D W3-EQ; FU3-0907). 

Life in the New Community 

In adjusting to the wider aspects of competing cultures and confl ict ing 

contexts, not being wel l  prepared for the cultural changes a lso meant that adjustment 

to l ife in New Zealand was a lways going to be somewhat fraught. Positively, 

students spoke of their appreciat ion for the people they met ( AZ I -0506; FU I -0406 ;  

EV 1 -0906), the pleasantness of the general and study environments (AZ I -0506 ; JQ 1 -

1 006), the development o f  their Engl ish ski l ls  (DW I -0606 ; F U  1 -0406), and the 

abi lity to know differently and learn new things (FU 1 -0406; I R I -0906; JQ 1 - 1 006). 

However, on other issues, such as the need to work part-time, they were more 
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ambivalent. EY saw the value of this opportunity ( 1 -0906) while H S  also saw the 

way this further restricted their time and social resources ( 1 -0606). AZ caught an 

additional element of this d ilemma in his comments: "It depends on different 

students. Some of them are happy because they make money and support themselves. 

But some of them are not ve,y happy because the job is at a low level, not a high 

level. And they mention that they study at university but they can 't get a better job. 

So they are not very satisfied" ( 1 -0506). 

The students' l ife situat ions further complicated an a lready complex situat ion. 

CX was an o lder student who was married with one child and had immigrated to 

New Zealand after a lengthy period of study and work experience in Ch ina. He 

chose to work in New Zealand and wait for permanent residency status so he could 

have access to tertiary educat ion at local rates. However, he found the initial settling 

in period very difficult financ ial ly. "From the economic point, the first year my 

partner studied education. That year I worked full-time. The hourly rate was quite 

low. I just managed the weekly expense. Just enough for living. Just managed - no 

more left" ( I  -0406). AZ's  spouse had almost completed her Masters study before he 

came to New Zealand to join her. The re lat ionship was a s ignificant social and study 

resource for him but it also meant he had less need to relate with others and he felt 

this negatively impacted on his Engl i sh growth ( 1 -0506) . 

The students also missed the social context experienced at university in China. 

The study pressure ( I R  1 -0906), the need to look after themse lves to a greater degree 

than before (AZ 1 -0506), and the scattering of the students accommodat ion-wise 

(EY 1 -0906) meant social interaction was reduced. Social activit ies in China had 

been more readily avai lable and accessible and this impacted on their study as well . 

EY felt, in relat ion to the social network, that : "The students [ in China] can easily 

find and enrol in these social activities - not like in NZ. In NZ the students live 

everywhere and when the university has social activities the students don 't have time 

to come. So it 's very hard. The students do better at university in China than they 

do here. This is my personal view" ( 1 -0906). Desp ite a reasonable length of t ime in 

New Zealand CX fe lt that he had not real ly engaged with New Zealand cu lture. 

" Within the three years I have tried to keep contact with society but most of the time 

was spent at school . . .  But my contact with the society is still limited " ( 1 -0406). 
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The focus of t his study is on the educational aspects of cross-cultural 

adjustment. However, the students '  lack of preparedness for crossing cultures and 

the particular ways the 'differentness ' of the New Zealand culture and society 

confronted them were seen to underlie many of the educational issues these students 

had to face. 

CROSS-CULTURAL EDUCATIONAL ISSUES FACED 

This section investigates the issues that the students faced as  they crossed 

educat ional boundaries. It appears that they significantly impacted on the learners as 

they studied in New Zealand and that the issues reflect those raised in the literature 

review. Before they are examined more fully it is worthwhile to hear some of the 

anecdotal stories of these students as they described the challenges they faced. The 

coding process can break apart these stories and whi le they are reassembled through 

categorisation the pathos of the individual facing difficu lt times should not be 

missed. Therefore, a number of vignettes from two members of the attestation group 

have been p laced at this point so that the immediacy and power of the students' 

testimonies can be understood. 

Student Vignettes 

YU (A2- 1 207):  

I always live on campus and this is my first time to live with international 
and Kiwi students and you don 't know anything about them. Even your 
English is not very good and you do not know how to communicate. I 
think sometimes I offended them. I have to use strange words to describe 
how lfeel. 

ZV (A3- 1 207):  
I have had to work hard for the whole semester. When I was in China I 
didn 't need to work hard during the semester. You only had to work 
really hard in the last couple of weeks or months before the exam. But 
here, 1 have to, probably, be very busy every week, every day. The next 
assignment due is always waiting. Because it is 25% of the final mark I 
have to do well. It is very busy for the whole year, the whole semester. 
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YU (A2- 1 207) :  
/ remember when / came here to NZ, in the first semester / took a paper 
on management. Actually, it 's a very basic paper. J had to answer 
questions which required a certain type of answer. / didn 't know how as 
/ had no experience so J just relied on my previous experience and did 
short answers. These answers were two or three sentences. / thought it 
was enough and I thought I would get a very good mark. And then I got 

a fail. It is a shock. But the shock is very good. I cannot believe why. I 
had never failed before. Probably 95% of the class got a very, ve,y high 
grade. / went to the paper coordinator and she talked to me about why. 
/t is ve,y different for an essay and a short answer and I didn 't know how 
to answer. 

YU (A2- 1 207): 
I remember the time I took a law paper. But my English was bad and in 
the law classes they were always talking about the cases. They have very 

spectfic terminology. Even though J am interested in the cases J don 't 
know what they are talking about. Even when the classmates were 
laughing J didn 't know what was so funny. A t  that time I didn 't feel 
good; not very comfortable. When the.final exam was coming J felt J was 
going to fail. But / didn 't care. 

ZV (A3- l 207) :  
J do know a friend of mine who came over here because her parents 
wanted her to come. She didn /t like what she was majoring in and so she 
also lost interest. Because she had no parents around there was more 
freedoms and she ended up after two years failing most of the papers and 
she had to go home. 

YU (A2- l 207) :  
This year I am doing my Masters and then in the middle of the year I felt 
so stressfit! because J didn 't need to go to the class. The time is totally 
controlled by myself J had done three years of study here and J didn 't 
want to study anymore. / felt like this for one or two months. I felt so 
stressjit!. The attitude became ve,y negative. I really wanted to get rid 
of everything and then ajier two months I suddenly realised this is not 

what I expect to do. If I don 't continue J will fail to jinish my Masters. 
Then the things / want to do / can 't do them. 

I ssues Faced 

These stories lead into the categorisation of the issues faced. Ten 'saturated' 

categories emerged from the coding and analys is processes. This meant that no 

significant ly ' new' data was being disclosed, after the sequence of interviews, that 

warranted the formation of new categories, the categories themselves were well­

deve loped, and the connect ions between categories seemed in accord (Strauss & 
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Corbin, 1 990). These connect ions meant that there was a smal l  degree of shared data 

among the categories. Where this was the case these have been briefly highlighted to 

depict the ful l  dimensionality of the categories. Three major categories of issues 

emerged from the data: overarching issues; particular learning issues; and more 

personal issues. 

Overarching Issues 

Three overarching issues became evident from ana lysing the student data. 

These were different ways of learning, language, and cultural differences. It is not 

surprising that these surfaced, as the literature noted that a change in learning 

ecology can be a significant hurdle in cross-cultural adjustment (Franco is, 1 997). 

This may be particularly true for postgraduate students, who , as relat ively short-term 

sojoumers often have to fight for academic survival right from the start. 

Different ways of learning. 

The change of learning context meant rapid adjustments 

to the constantly 'new' or 'different ' as these students '  

comments suggest: " You have to think about more things and 

solve more problems, and there is information you don 't 

understand" ( HS2-0906) ; "/ was feeling so strange about everything " (GT2-0906); 

"/ am always scared of making the wrong choice. A lways learn the new thing, 'Oh, 

my God. ' Just from the beginning. From zero" (FU 1 -0406). Being overwhelmed 

caused adverse consequences such as information overload (HS 1 -0606), wrong 

course choices ( BY3-EQ), confusion about expectations and standards (EV3-0907), 

anxiety (GT 1 -0606), and the prospect of fai lure ( H S2-0906). IR felt these pressures 

negative ly affected her understanding and caused withdrawal. 

My first study at university / couldn 't follow the lecturer. / felt very, very 
disappointed. ! don 't like to go to school . . .  / can 't understand a tiny 
thing. So sometimes / think, 'OK, / can stay at home and just read the 
textbook. ' Even though I can attend the class it does nothing for me. 
When / finished my first semester / not often attended the class ( 1 -0906). 
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Facing these chal lenges the students believed learning in China had not 

equipped them for learning in New Zealand. To be fair, this is not an appropriate 

expectation to p lace upon the Chinese educat ion system; however, it did mean that 

the efficacy of their learning experience, ski l ls, and knowledge in the new context 

was an issue. The students'  responses to this problem can be understood in re lation 

to attribution theory (McInerney, 2008; Schunk, 2008; Oettingen, 1 995) .  Certain 

aspects of their learning could not be changed; for example, what and how they had 

learnt in China and how much, initial ly, they understood in the New Zealand 

c lassroom. So, the focus, as in IR ' s  case above, was to p lace effort where it would 

make a difference, that is, reading and trying to understand the textbook. Whi le this 

may have been necessary, if c lassroom learning had remained in the 'not useful '  

aspect and withdrawal had continued, then this may have lead to significant issues 

for I R. Fortunately, I R ' s  lack of understanding did not prove to be a stable 

attributional factor, that is, improvement in English ski l l s  enabled her to re-engage. 

However, the knowledge and learning processes that had s ignificantly formed 

the estab lished learner identity (see Chapter Five) were possibly more difficult to 

change. In particular, the ir English had been reading and writ ing focused and, as 

noted above, had not developed their speaking and listening skills ( AZ l -0506; CX l -

0406 ; FU 1 -0406). Three students wistfully reflected that language was not a 

problem with learning in China (AZ I -0506; DW L -0606; FU I -0406). Prior 

knowledge from China was sometimes helpfu l  but at times, for BY, it did not mesh 

wel l  w ith the new (2-0906). Some students a lso mentioned the change in the 

teacher's role  (GT L -0606; HS 1 -0606; I R I -0906) and these issues are discussed under 

' Different Teacher Relationships. ' 

The students were also overwhe lmed by the pace and quantity of learning. The 

speed of learning was too fast and over too short a timeframe (BY 1 -0506; HS \ -0606; 

JQ 1 - 1 006), a lthough this perception could be partly due to the nature of the change 

(AZ I -0506) . Compared to China, the textbook size and additional reading 

requirements meant more information had to be processed over a shorter semester 

length (JQ 1 - 1  006). This meant that workload levels were ramped up (EY 1 -0906) 

leading to increased pressure (CX3-0907) and reduced enjoyment in study (JQ 1 -

1 006). FU estimated that: " " . in a two hour class you have to learn by yourself after 
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class about ten times to learn it" ( 1 -0406). She did not think that the learning itse lf 

was too hard but not having the vocabulary and the structure of the knowledge made 

it difficult (FU 1 -0406). This situat ion may have been compounded by the more 

intensive assessment regime (JQ 1 - 1  006) . There was some d isappointment that the 

learning quality and depth was limited by their English ski l ls ( AZ2-0906) and that it 

was not always possible to gain an overview of the subject ( HS2-0906) . YU, one of 

the attestation students, had her sense of se lf-confidence and ident ity shaken by this 

expenence :  

A t  that time I totally doubted my study skills and I doubted myself. It 

caused me to change but at the time I didn 't know how to change. I was 

very confilsed. I thought to myself.· 'A m I still the same sort of person I 

was in China? '  Because I was always a very good student but now I was 

becoming a student not at that level (A2- 1 207) . 

C lass study and assignment groups were seen as important in New Zealand 

(JQ 1 - 1  006) but something of a mixed b lessing to the students. Group work could be 

interesting and create contacts with Kiwi students (FU 1 -0406) and g ive experience of 

teamwork and leadership (EV2-0407; JQ 1 - 1  006). However, in China, as  discussed 

in Chapter Five, some students had a preference for working a lone (JQ 1 - 1  006; D W I -

0606) and making this transition was not always easy. EV made his fee l ings on this 

issue quite c lear: 

Chinese students, and other Asia students, don 't like to do the group 
assignment. When they have like group presentations it 's very hard to 

get all the students working together. . . .  It 's difficult too when the group 
is all Chinese students. The Kiwi students will say, 'Tomorrow we will 
have to discuss everything. ' They will all come on time. But with the 
Chinese students we will find an excuse, 'Sorry, I have another thing to 
do so I don 't want to come. ' So they don 't have, how do you say, the 
cooperation knowledge. . . .  I don 't want to do presentations with the 

other Chinese students. I find it very unreal, with many difficulties, 
because we divide up the assignment into different parts but when we 

finish and some students haven 't finished you can 't put it all together. If 
one student doesn 't do the job it will make all students become very 
difficult (2-0407). 

Chinese students, as indicated in the literature review, do desire to cooperate 

(Flowerdew, 1 998) but it happens at a more informal level ( Flowerdew, 1 998;  B iggs, 

1 996; B iggs & Watkins, 1 996; Tang, 1 996; Hu & Grove, 1 99 1 )  which does not 

impinge on the students being so lely responsible for their own work and resu lts. The 

d iscussion in these less formal groups is based around the nature of the assessment 
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task, information sources, and how different students are approaching the topic 

(AZ2-0906, DW 1 -0606, EV 1 -0906;  HS2-0906). 

The students also reflected on the structural and conceptual differences 

between the learning ecologies. CX noted that : "In China, to get a certificate you 

have to pass many, many subjects. In NZ, the programme is more focused, for 

example, banking" ( 1 -0406) . Students also felt that learning in New Zealand 

required them to be more active (DW2-0906; EV2-0407), more independent (FU 1 -

0406; HS2-0906), and more uncertain. ex commented: "Here, the tutors or 

supervisors tell the students there are no definite answers. Each assignment that 1 

submit to my supervisor 1 am afraid 1 will get it wrong. 1 may not catch the meaning,' 

catch the contents." The shift in learning also required a change in thinking which 

was not only about adopting crit ical thinking patterns (FU3 -0907) but coming to 

terms with the ideas/concepts of a foreign culture (BY2-0906; EV 1 -0906) . 

Language. 

A number of students in the participant group were 

certain that the most s ignificant issue they faced in crossing 

educational cultures was language, which was the second 

overarching difference (AZ3- 1 007; CX 1 -0406; DW2-0906; 

EV2-0407; FU3-0907; GT 1 -0606) .  This was particularly true in the initial stages but 

it became more manageable with time (AZ 1 -0507; CX 1 -0406) .  For CX, a student 

who had studied English to a high level in China, the shock was considerable:  " When 

1 came here I found myself hard to understand people speaking. I thought, 'Is this 

English? '" ( 1 -0406). 

The language issue surfaced in a number of areas affecting the students' study. 

AZ noted that it significantly complicated and, to an extent, compromised his 

thinking and speaking skil ls because he continually needed to switch languages to 

determine meaning (2-0906). BY also noted that he had to memorise in Engl ish 

what could not be adequately defmed in Mandarin, be comprehended wel l  in 

English, or both ( 1 -0506) and EV jumbled and intermixed the languages and their 

forms while trying to both think and speak ( 1 -0906) .  However, one student usually 
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tried to cope with E nglish without back-translating it into Mandarin wherever 

possible as he felt this l imited problems with understanding and, later on, 

examination recal l (AZ2-0906). 

Language issues also created study issues with c lass part icipat ion (GT3 -0907), 

poor grammar (EV2-0407), and communicating with the teacher ( BY2-0906).  I n  

addit ion, i t  led to  t ime pressures (GT 1 -0606), confusion with course requirements 

(HS  1 -0606), disconnection of the knowledge from life and experience ( I R I -0906), 

and lower levels of reflection on, and grasp of, the knowledge taught ( BY2-0906). A 

poor understanding of Engl ish fundamentals could also threaten failure. EV recalled 

a conversation with one of his lecturers: 

. . .  my postgraduate teacher said, 'Once you choose to study in the 
Western countries / have to treat you the same as the native speakers 
because that is your decision. / have no choice. If your English is not 
good enough that 's your problem. / can 't give you some benefit because 
you are not a native English speaker. If you have lots of grammar 
mistakes on your assignment / am going to fail you even though you are 

not a native English speaker ' (2-0407). 

The disconnect ions caused by these language issues resulted in  l imited 

opportunities to relate to Kiwi students ( FU 1 -0406) or grasp the e lements of the New 

Zealand culture (GT 1 -0606) . GT commented: 

/ still can 't use English very well. Sometimes it will cause me to lack 
confidence and discourage me from doing something you really want to 
do. Even in your studies that 's a ve,y important reason. If your 

language is not good enough, you will not really understand the Kiwi 
culture. If you can 't understand this culture then you cannot get very 
close relationships with other people. That will stop your way to go on. 
Many Chinese students always want to go back to China when they first 

come to NZ. Sometimes [ still feel I am lacking of confidence. Then I 
feel so upset and lost just because of the language problem ( 1 -0606) . 

These issues were caused by factors such as low l istening and speaking ski l l  

levels (CX2-0706), the chal lenge of different accents ( BY2-0906) and Kiwi s lang 

( IR I -0906), low comprehension proficiency (OW 1 -0606), and struggling with 

vocabulary inc luding academic jargon ( IR I -0906) . IR talked about her confusion 

both at university and in her work situat ion: 

And when / found my part-time job and the Kiwis use the local language 
/ can 't understand a thing. So, my God, / feel like / am in another world 
. . .  Sometimes, even though 1 talk with them / can 't understand them. Oh 
my God, what did that mean? It 's not because they are Kiwi or not. But 
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when / go back to the school my lecturer ofien uses a different kind of 
English, such as now. For one paper, my lecturer is from Malaysia and 
she often says, '/ know a lot of Malaysian English. ' But I can 't 
understand much. / stillfeel it is very hardfor the listening ( 1 -0906). 

The opportunities to improve English language ski l ls were also l imited. The students 

tended to associate largely with other Chinese students ( OW 1 -0606) and some work 

situations were a lso l imited in the level of contact with native English speakers 

(BY2-0906) .  

Overal l, the students in this study had significant issues in the speaking and 

l istening registers and these disrupted effective communication ( Holmes, 2005, 

2004). Language difficult ies also created cognitive d issonance which hindered 

learning. The p lace of language as a highly prominent issue faced by overseas 

students was also affirmed by the literature review ( Henderson, M ilhouse, & Cao, 

1 993;  as cited in Ward et al., 200 I ). The review noted the significant differences in 

the language constructs between Mandarin and English (Swagler & El l is, 2003 ; 

Berry & Wil l iams, 2004), which resulted in English being difficult to learn, 

especially within the l istening and speaking registers ( Berry & Wi l l iams (2004) . 

Ward et al. (200 I )  noted that while this issue is perceived by the students as their 

major problem other issues also influence the students '  learning. However, these 

other issues are often compounded by language difficult ies, as is evident in the 

fo l lowing discussion. 

Cultural differences. 

The third overarching divergence was the significant 

differences between the home and host cultures that were 

ident ified by the study partic ipants. Along with language and 

different ways of learning, the rapid cultural adjustment 

required of the students meant that the 'tourist ' or 'honeymoon ' phase of rel ish ing 

the differences in a new culture can be significant ly reduced resulting in increased 

severity of culture shock (Ting-Toomey & Chung, 2005) .  Neul iep (2003, p. 434) 

claimed that " . . .  all atypical problems that occur during acculturation are caused by 

or exacerbated by culture shock." 
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The nature of the cultural differences was seen by the students to arise from a 

foundational level .  BY said: "I think the difference between Chinese universities and 

NZ universities is not the fundamentals it is because of different ideas" (2-0906). 

The challenges for different students included: moving from an educational culture 

which was attitudinal ly "serious" in China to a "take it easy" approach in New 

Zealand (GT2-0906) ; accessing New Zealand cultural factors relevant to their 

courses, for example, marketing (JQ 1 - 1  006); different understandings when 

communicating concepts ( l R l -0906); and the value p laced on education ( EV2-0407). 

EV felt his already formed ways of thinking inhibited learning. " When I come to NZ 

my age was already more than 20. So my mind is already in a certain order. I have 

very strong traditional Chinese thinking. . . .  This thinking stopped me developing my 

English skills" ( 1 -0906). 

Dealing with daily l ife situations was a constant part of liv ing and learning in 

New Zealand. DW noted the need to pay tax and drive a car ( 1 -0606) and EV did 

not have the resources to solve problems and felt unable to form qual ity friendships 

with K iwis ( 1 -0906). EV was bemused by a story he related that i l lustrated cultural 

difference: 

I have another interesting story of my friend who is working in the bank. 
One of the Kiwi office mates quit their job and wanted to be a builder: 'I 
like the fresh air. 1 don 't want to stay in the office all the time. ' I don 't 
know why? In China, if you have a goodjob in the office that means you 
have a high social position. If you don 't have this job you will lose your 
face (2-0407). 

However, the cultural differences were not necessarily overwhelming ( BY2-0906) 

and they cou ld be points of interest and enjoyment (DW2-0906). 

Coming from China' s  largely homogenous ethnic context (GT I -0606) the 

students encountered a multi-cultural environment for the [lfst t ime. IR explained 

the difference as she saw it : "Because I have stayed in NZ, now I feel that NZ as a 

country is different from others. It is an immigration country. Here there are a lot of 

people from different countries" ( 1 -0906) . Students from other cultures were more 

l ikely to question the teacher (GT 1 -0606) and Kiwis were seen as more motivated 

and active in their learning (GT3-0907). Teachers and students from various nations 

made it "hardfor the listening" ( I R I -0906). But GT saw both s ides of this s ituation: 

. . .  in NZ people come from different parts of the world, your class has 
different kinds of people and the teacher can come from another culture. 
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Maybe it will have some cultural conflicts. That means sometimes you 
may not understand each other very well. But it is still good. Through 
the conflict or misunderstanding, you will know the world better than 
before and open your minds and your thinking. That 's very good for my 
study in NZ (GT I -0606). 

Also in accord with the l iterature review was how the three big-picture issues 

of language, learning, and culture forced students to rely on co-ethnics. This is a 

natural cross-cultural reflex where there is a significant home-host cultural 

different ial and the partic ipants' comments on these are detailed below under "Lack 

of Support". Co-ethnic re liance provides support for both social and study 

dimensions and Reyno lds and Constantine (2007) and Ying (2002) have enumerated 

some of these. However, Campbel l  and Zheng (2006) and Spencer-Oatey and Xiong 

(2006) noted that it also leads to adaptation difficult ies over a broad range of areas. 

The inabi l ity to build friendships across the cultural divide was seen by EV as a 

significant issue for Chinese students. He commented: "This is why a lot of Chinese 

students are living together and speak Chinese. This is no differentfor them so they 

don 't improve their English. A lot of Chinese students fail" ( 1 -0906) . 

Particular Learning Issues 

After the three overarching issues of language, learning, and culture, four 

particular study issues are addressed: quantity of reading, different teacher 

re lat ionships, assignment emphasis, and writ ing assignments. There was a high 

degree of interactivity and connect ivity between the three general issues and the four 

particular learning chal lenges . Therefore, they have al l  been touched on above but 

wil l  now be further developed. While these issues a lso affect host country students 

as they move into tertiary learning it is the relative strength of these factors and the 

way the issues are undergirded by unspoken "cultures of learning" (Cortazzi & l in, 

1 997, p. 83)  that make them especial ly challenging for Mainland Chinese students. 

Different teacher relationships. 

Chapter Five noted that the teacher-centred nature of 

learning in China was one of the strongest aspects of the 
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students' establ ished learner ident ity. Therefore, it is not surprising that the 

difference in teacher re lationships was among the specific learning issues faced by 

the students. These differences were particularly evident in the change in the type of  

relationship and the style of teaching. However, there was some debate over the 

level of difference. AZ and IR thought that Chinese and New Zealand teachers were 

similar (respectively: 1 -0506; 1 -0906) while DW, HS,  and JQ thought they were 

quite different (respectively: 1 -0606; 2-0906; 1 - 1 006). 

The nature of the teacher-student relationship was affected by the origin of 

teachers. In some semesters, l ike in H S ' s  experience, they could have no Kiwi 

lecturers at all: "For me, for my papers, they are other nationalities. They are fra m 

Scotland, India, and South A merica. There are no Kiwis" (2-0906). While she 

accepted this because New Zealand was an "immigration country" (2-0906) it did 

create language issues ( I R I -0906) . The differences were a lso evident in the 

dynamics, expectations, and stressors within the relat ionship. GT expressed her 

understanding of the situat ion: 

When we come here, the teacher he always wants us to give a response. 
But, no, the students sit, listen, and write down the notes. But the teacher 
will be very angry with our response. 1 think there is little confidence 
between students and teachers. 1 think that is because of cultural 
differences. The teacher asks, 'Any questions? '  But no responses. 
Maybe it 's not because we do not have any questions it 's just because we 
are used to sitting and listening to what the teacher says in China. We 
always want to write down the notes and come back. ( 1 -0606). 

GT's experience leads into the second major difference:  the style of teaching. 

The change was evident in the c lass not being textbook driven. In China, the 

textbook is the source of the learning transmitted via the teacher to the student ( H S  1 -

0606). BY commented: "In NZ the textbook is very important also but the teacher 

just never uses the textbook. But you must still read the textbook" (2-0906). JQ was 

not quite so certain about their value. She said: "1 haven 't studied one page of three 

text books because 1 have no time to study and the professors said the textbook is no 

use for you" ( 1 - 1 006). [n terms o f  approach, BY thought the teacher in New Zealand 

taught differently (2-0906), DW bel ieved they highl ighted the key areas as opposed 

to teaching all the knowledge (2-0906), AZ felt they expected the students to study 

and learn by themselves (2-0906), and I R  thought they wanted to verify that the 

students had understood properly ( I R I -0906). Having to take responsibil ity for 
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fmding as well as learning the informat ion was a surprise. This approach to teaching 

was also commented on by XT, a student in the attestation group: "In China if you 

ask the teacher what does 'i + i ' equal, they will tell you it is '2 '. But here, if you ask 

the teacher what does ' i  + i ' equal. they will probably give you some hint and you 

have to find out by yourself' (A 1 - 1 1 07) .  

The students found that gaining access to the lecturers was sometimes difficult. 

HS noted a comparison: "in China, we can just talk to the teacher. [t 's very easy to 

find them. But, in NZ, no. The teacher may be just working one or two hours" ( 1 -

0606). Some students enjoyed the convenience of, and perhaps felt less threatened 

by, being able to email  their quest ions to the lecturer (AZ I -0506; FU I -0406) while 

I R, as time passed, felt more confident to ask questions d irectly even within the c lass 

( 1 -0906). Communication, as indicated above, could be an issue as JQ bel ieved it 

created confused expectations ( 1 - 1 006), EV found the jokes incomprehensible (2-

0407), and BY felt it caused lecture content to not always be well  understood ( 1 -

0506). 

Quantity of reading. 

While the students reading ski l ls  were one of their better 

learning competencies they st i l l  had part icular issues that made 

reading a chal lenge. As well as vocabulary and comprehension, 

these inc luded the sheer quantity of reading and the time it took, 

especially when having to search for that information was a lso factored in. 

General ly, the students rated reading as their best meta-communication ski l l  

(e .g . ,  AZ 1 -0506; FU 1 -0406; GT 1 -0606). English learning in China was seen as 

being dominated by reading ( AZ 1 -0506); however, comprehension barriers arise 

when cultures are crossed (JQ 1 - 1  006) .  These are usually founded on vocabulary and 

subject-specific terminology (CX 1 -0406; GT 1 -0606; HS 1 -0606) but also inc lude the 

way ideas are expressed (BY2-0906). Comprehension is a ided if they are able to 

catch the key points (GT 1 -0606) but the desire "to understand i 00%" (HS 1 -0606) 

makes the task exacting as it often requires the student to "look up every word for its 

meaning " (GT I -0606) .  Even then, as noted above in " Language", equivalence of 
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meaning and paral lel  defm it ions in Mandarin may not be avai lable. Comprehension 

a lso varies with the type of reading material. Heavi ly academic articles can be 

overwhelming ( I R I -0906) while reading outside a students '  major may be less fluent 

( FU3-0907).  

Two other c losely associated issues were the quantity of  reading and a lack of 

t ime to read. Three students mentioned that course reading requirements were 

greater than in China (BY 1 -0506; DW 1 -0606; HS 1 -0606) and required going beyond 

the set textbook. The extra-mural student found the readings to be particularly 

demanding (CX3-0907). The pressure of needing to complete assignments put 

students in a dilemma: on one hand, it was felt it was necessary to read the textbook 

to complete the assignment (AZ I -0506); on the other hand, there was not enough 

t ime to read the textbook (JQ 1 - 1 006). This burden was made heavier by ' s low' 

reading ski l ls in Eng l ish. DW compared his reading speed with how he felt New 

Zealand students performed: "For the Kiwi, they spend half an hour; the Chinese 

students, if they want a good mark, I have to spend two, three, four hours" ( 1 -0606). 

FU felt s imilarly: " . . .  if a Kiwi student reads a book maybe for ten chapters he might 

need two days. But maybe I have to spend 1 0 days because you have to learn the 

language and learn the knowledge at the same time " (3-0907).  

The last reading issue raised by the students was finding the right information 

to read. The d ifficulty was perhaps not finding information ( AZ2-0906) but 

determining its relevance and this, again, took more t ime (FU 1 -0406) .  HS expressed 

her frustrations about fmding the right information and p lacing it within the subject's 

broad streams of thought: " . .  . for me this reading selection and knowing which one is 

the right one is difficult. . . .  1 think every Chinese student has this problem. They 

don 't know what is most important. The teacher just says you need to understand 

that this idea comes from different sources" (2-0906).  As a result, H S  felt she was 

struggling to come to terms with the subject: 

Like the tutor tells you that this article is from this author. Then there is 
still another article and it is totally different. A nd you have to find more 
and more buI you don 'I have the time to do that. So, I think at limes, you 
are just doing this assignment and you are reading this paper but it is 
just looking at some basic things. Sometimes you feel you have neglected 
the important things (2-0906). 
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This lack of confidence may reflect the change from the certainty about what needed 

to be learnt in China. In that context the field of knowledge was l imited and the 

teacher was the expert . As a result, the Mainland Chinese students in New Zealand 

may not have fe lt that what they produced was of equivalent worth. This issue also 

leads into the next : the emphasis on assessment by assignment .  

Assignment emphasis. 

In China the learning and the assessment of the learning 

were almost entire ly focused on examinations. At Atherton 

they encountered an assessment regime that expected the 

comp letion of substantial assignments and the weight ing of the 

exam was considerably reduced. This change resulted in a new set of study issues 

and required a different set of skil ls .  

Some of the differences in the nature of the New Zealand assessment process 

from China have been noted above (see "Different Ways of Learning"), such as the 

role and quantity of assignments and the constancy this brought to the study process. 

Due to language, students occasional ly had difficulty understanding what they were 

required to do (JQ 1 - 1 006) and this could result in needing to c larify with classmates 

or lecturers (AZ2-0906), either directly or through informal representatives, which 

JQ bel ieved was sometimes helpful and somet imes not ( 1 - 1 006). Then they needed 

to prepare the assignment in the requested style, which could require the mastery ofa  

range of  presentations (BY I -0506). The frequency could also mean tight deadlines 

(CX I -0406) with litt le time to prepare the assignment (HS I -0606) which caused 

stress (FU3-0907) .  The change of assessment processes also created uncertainty for 

CX ( 1 -0406) and concern about poor results for HS ( 1 -0606). 

The initial skil ls needed were usual ly acquired courtesy of other students 

(BY 1 -0506) although some accessed university learn ing assistance (GT 1 -0606) .  The 

structuring and formatting ru les requ ired detailed care as did the sentence structure 

and grammar but HS thought these issues were not insurmountable ( 1 -0606) .  The 

issues recounted under "Quantity of Reading" appl ied here : the amount of research 

and read ing required; a lack of t ime to complete this reading; and the confusion that 
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could accompany inadequate comprehension. These were capped by the need to 

make the information their own ( DW2-0906) and then apply it practical ly in a 

context that was foreign to them (GT 1 -0606). 

These issues may seem famil iar to many students starting university study. 

But, as suggested earlier, it is the intensity of the issues that caused these students to 

have to work so hard. The extra hours of reading were mentioned (DW 1 -0606), as 

were the confusion around instructions and expectations (JQ 1 - 1  006), not 

comprehending a l l  that was taught in c lass (AZ 1 -0506), unrelenting t ime pressures 

(HS 1 -0606), insufficient t ime for editing (HS 1 -0606), and no t ime for leisure (JQ 1 -

1 006). It may be a cultural norm for the students to play the huge work effort down 

("1 am very lazy": FU 1 -0406) but the real ity was different. EV reflects on this: 

The Kiwi people may only spend 40% of their time on their study. They 
also have part-time jobs and they also do a lot of things they are 
interested in. But for Chinese students they spend 80% of their time on 
their studies. For the student who comes to study from overseas, because 
they have the large difficulties and problems, they have to spend more 
time than Kiwis (2-0407) .  

BY tells about his stress and how effort was his  only possible response: "1 am 

worried and nervous. But, 1 don 't know, 1 just do the work, do the work. 1 have no 

other way to do it" (2-0906). 

Writing assignments. 

A fourth specific learning issue area was writ ing. Despite 

writing a lso being a mainstay of Engl ish learning in China the 

students were not usually confident about their writing abil ity. 

They struggled to adapt to a different style of writ ing and this 

created a number of writing difficult ies. 

AZ ( 1 -0506), FU ( 1 -0406), and HS ( 1 -0606) felt their writ ing ski l ls were their 

worst area and EV felt it h indered him "getting very high marks" for his essays ( 1 -

0906). Coming from an examination-based system the students were not used to 

writing essays, especial ly not in the New Zealand-style (EV 1 -0906), and IELTS, 

with its 250-word l imit, hardly prepared them for writing 2000-3000 plus word 

assignments (EV2-0407) .  I ssues with language, researching, structuring, and 
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referencing, already noted above, increased the difficulty. Underdeveloped skil ls 

could lead to an inab i l ity to express ideas clearly (GT I -0606; DW I -0606) and a lack 

of social and work experience to draw on (EV2-0407).  They sought writing 

assistance by talking with lecturers (AZ2-0906), using proofreaders (EV 1 -0906), if 

time and avai labi l ity al lowed, and accessing university-suppl ied learning assistance 

(GT I -0606). Despite fee l ing writ ing was his worst ski l l  AZ was comforted by being 

better than other Chinese students ( 1 -0506) as was BY, who noted he had not fai led a 

paper unl ike other students "because of their weaker writing skills" (2-0906). 

Understandably, courses with less writing requirements were regarded favourably by 

some students (AZ2-0906; GT 1 -0606). 

However, the way of thinking about writi ng was as much an issue as the 

pract ica l it ies. The style required in China was different from New Zealand 

expectations, as HS suggests: 

I think it is related to the culture. Every time we think, maybe, we think 
in a very concrete ways to do this. Maybe for the assignment, it 's a big 
area to think about. Maybe, the teachers she wants you to write just this. 
But for us, maybe we think, 'I have another good way to write it down. ' 
But, it isn 't good enough. So, it is a problem. I talked with my tutor, 
academic writing tutor, and she said, ' You have many, many good ideas 
you want to put down. But we don 't need them. Just write one sentence 
and concentrate on this topic. Therefore, you don 't need to write 
everything. ' In China, we don 't do this. In China, !f we got more, we 
just write it down. Because every sentence, every idea you can get a 
mark ( 1 -0606).  

The difference in style also extended to different attitudes to referencing sources. 

According to CX ( 1 -0406), in China: "The lecturer when marking an exam doesn 't 

care about who wrote the original article. " There was a s imi lar indifference to how 

much you copy (CX 1 -0406), making the ideas your own ( FU2-0706), and applying 

the knowledge (JQ 1 - 1 006) . Fol lowing the part icular learning issues addressed above 

(different teacher relat ionships, quantity of reading, assignments emphasis, and 

writing assignments) the next major category was more personal. 

More Personal Issues 

After the overarching and particular learning issues, the third major category of 

issues was those of a more personal nature. However, these sti l l  affected the 
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students '  learning. These were: lack of support; financial stress; and looking after 

yourself  

Lack of support. 

Family and teacher support along with the c lassmate 

system in China, as described in Chapter F ive, provided an 

effective social and academic support system. Some students 

sorely missed this support (EV 1 -0906; FU 1 -0406; GT3-0907) 

and GT desired cross-cultural contact with Kiwis and other cultures for improving 

English, helping with study issues, and understanding other cultures ( 1 -0606) . AZ 

a lso had a desire for more of this to occur ( 1 -0506); however it appears that 

s ignificant barriers prevented this, such as dispersed student accommodation ( BY2-

0906; EV 1 -0906; FU 1 -0406; GT 1 -0606), student numbers and class sizes being 

sma ller than China (AZ2-0906 ; GT 1 -0606), and difficulty in contacting peop le 

(BY2-0906; FU 1 -0406; GT 1 -0606). These iso lating factors were applicable to 

forming relationships with both Chinese (DW 1 -0606) and Kiwi students; but it was 

more dominant with Kiwi re lationships ( FU2-0706) .  Other barriers were language 

(AZ2-0906; D W I -0606), cultural differences (HS I -0606; JQ 1 - 1 006), workload 

(BY I -0506; JQ I - I 006), and level of trust ( B Y I -0506) . 

The students commented upon the large numbers of Chinese students attending 

Atherton University, especia l ly at the northern campus. There were often few Kiwis 

in their c lasses as BY indicated: "There is no Kiwis in my class. 13 students. One 

from Africa, two from Thailand and the rest is from China" ( 1 -0506; also: AZ3-

1 007) .  This could diminish the contact between Chinese and K iwi students ( BY2-

0906), unless they were p laced in c lass study/assignment groups. As DW said: 

There is some disappointment about this - not so many Kiwis. If you 
have some questions or you want to discuss, my language is not clear 
and I don 't express clearly what I mean. This is a problem. If I discuss 
with those who have the same language then there is no problem. A t  

first, I had some disappointment about this but after studying I think this 
is a good place. A coin has two sides ( 1 -0606). 

Contact barriers between students had a range of consequences. There was 

lonel iness especial ly when family/cultural occasions back in China were missed and 
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there were admissions of feeling depressed ( FU2-0706), sleep lessness, and anxiety 
. 

( BY2-0906) but these were caused more by work demands than estrangement. 

Attitudes to university support were somewhat uncertain. Many students felt 

there was insufficient help avai lable ( EV 1 -0906; FU 1 -0406; HS 1 -0606; JQ 1 - 1  006) .  

BY was one student who because of a lack of information made some unwise course 

selections ( 1 -0506) . Some students were happy to occasional ly contact the lecturers 

( OW 1 -0606) about content or assessment issues that needed clarification (HS 1 -

0606) .  But this was a guarded approach as a student may prefer to talk to classmates 

( FU 1 -0406) perhaps because he or she was concerned about communication issues 

arising with the lecturers (GT3-0907; WSA 1 - 1 1 07) .  One student said that he 

preferred to sort things out by himself (eX 1 -0406). Another student queried, " What 

kind of help should J ask from them?" (AZ 1 -0506). 

There was a simi lar ambiguity about the students' approach to Atherton's 

Learning Assistance Unit ( LAU). GT, the only student who frequent ly used the 

LAU, especial ly its workshops ( 1 -0606), bel ieved the cultural strength of self­

rel iance was a barrier: 

I think the biggest problem for most of them in using the [ LAU] is the 
cultural difference. I think in the Chinese education system you complete 
everything by yourself We don 't realise we can ask for more help from 
others. I think a lot of Chinese people didn 't have this perspective. We 
will not think about whether we could ask others to help us. We just do it 
by ourselves (2-0906). 

Other barriers to accessing LAU mentioned were: FU felt reluctant to go by herself 

( 1 -0406), JQ found it difficult to do so if she had to show something to the LAU 

tutor when she was under severe time pressure ( 1 - 1 006), BY found it difficult to 

make appo intments when under duress (2-0906), and AZ felt he was doing okay and 

did not real ly need help (AZ I -0506) . HS bel ieved there was a mismatch of 

expectations about what services were needed ( 1 -0606) and GT suggested a possible 

lack of information about what services the LAU offered was an issue (2-0906) .  

There were also accounts of 'unfortunate' experiences: "I heard from one �f my 

friends when shejinished an essay and wanted to ask/or help/rom the [LAU] they 

said, "It was your business. " Or something like that " (FU 1 -0406); "" . this semester 

J have been there oncefor modifYing myfi.rst assignment but 1 didn 't get a good 

result. It 's so interesting. Because I didn 't write the assignment well" (AZ2-0906). 
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It is evident that there were significant uncertainties expressed by the students 

about the academic support they were receiving. This may be partly due to 

comparisons with the effect ive networks they experienced in China and what was 

avai lable to them when they came to New Zealand. However, as mentioned initial ly, 

the perceived level of support for the ir Atherton study was st i l l  rated high ly. This 

was the one major area where the science student in the attestation group differed 

from the business students. She had been al located a personal academic supervisor 

from the early days of her Masters and was cont inuing to work with this person as 

her Doctor of Philosophy supervisor. She valued this quality and quant ity of 

personalised support and did not feel a lack in this area at all (ZV A3- 1 207).  The 

reasons for the apparent anomaly among the business students concerning their level 

of support are discussed below under ' Accessing Support Stmctures' when the 

strategies used by the students to overcome these issues are considered. 

Financial stress. 

Despite protests over the level of international student 

fees (AZ I -0506; B Y2-0906; EV2-0407) fmancial stress was 

not usual ly mentioned as a major issue. Almost all the 

students in the participation group had part-time jobs (JQ being 

the exception) and some students had permanent residency (e .g . ,  CX 1 -0406; HS2-

0906) which meant fees at local rates. One ofthe older students had immigrated to 

NZ and found money issues were init ial ly difficult and prevented him from studying 

full-t ime (CX I -0406). A number of students had worked for a considerab le period 

in China and were largely personally fmanc ing their study in New Zealand (BY, CX, 

DW, FU, & lQ). Others were supported by spouses either in New Zealand (AZ) or 

China (JQ) or by a period of work in New Zealand before study began (AZ, EV, FU, 

& HS).  

H owever, there were cases where parents'  resources had also been relied on 

(BY, EV, GT, & I R) .  This meant that the economic pressure on parents back in 

China (CX2-0706), higher fees ( IR 1 -0906), the potential costs associated with 

fai l ing a course or the programme ( BY3-EQ; EV3-0907; WSA l - l l 07), and the 

desire not to waste money ( FU2-0706) were pressure factors for these students. The 
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parents tried to release this burden but BY sti l l  felt its weight : " They told me not to 

take into account the money. But I can 't do that. It 's hard for me to ignore this 

problem. I want to do everything I can to deal with this problem" (2-0906). EV and 

FU felt this sort of pressure should make the students want to "study hard" ( EV2-

0407) and "do well" ( FU2-0706). There was also an awareness of t ime being a cost 

factor (CX2-0706; GT3-0907, HS 1 -0606). 

Looking after yourself. 

The students said l ittle about how looking after 

themselves in a strange land impacted on their study. This may 

be because the focus of this research was academic adjustment, 

not social. Interestingly, the two males of the attestation group 

rated this issue '9 '  and '6 '  while the the two females scored it ' 1 '  and ' 3 '  ( 1 0  being 

the highest score for issue rating), which is a large gender differential. This may 

reflect something of the social/cultural patterning in Chinese society with females 

perhaps being better prepared in basic l ife skills by their famil ies. With the ' l itt le 

emperor' syndrome within the one-chi ld fami ly becoming more prevalent these 

deficits in l ife skills within a Western context may become more apparent. Al l  of the 

students participat ing in this study were born before 1 990 so, even though some were 

from one-child famil ies, they may not have been so privi leged. Whi le the students 

wanted to look after themselves financ ia l ly, the students found that jobs in New 

Zealand were not always easy to get and, as noted earlier, the time spent at work 

reduced avai lable study hours. Posit ive aspects of looking after yourself were 

mentioned: an increased sense of independence (AZ2-0906); being able to reduce 

fmancial pressure through part-time work (CX 1 -0406) ;  and the abi l ity to readily 

access Chinese food suppl ies (OW 1 -0606) .  

The question of how the issues faced by these students impacted on the 

established learning ident ity they had developed in China is discussed in the next 

sect ion. These issues were the overarching ones ( language, culture, and different 

ways of learning), the particular learning issues (different teacher relat ionships, 

quantity of reading, assignment emphasis, and writing assignments), and the more 

personal areas ( lack of support, financial stress, and looking after yourself). 
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Fractured Harmony 

Chapter Five concluded that the eight e lements of the learner identity were 

establ ished due to being external ly bounded and cultural ly harmon ised by the largely 

homogenous cultural, social, fami l ial, and educat ional context in China. However, 

this harmony was sorely tested by the range and intensity of the issues that they had 

to face crossing educat ional cultures into a new learning context. The previous 

section surveyed from the student interviews the three major issue categories that 

may have caused this disequi l ibrium. During the attestation interviews this group of 

students were asked to rank these issues in order of their effect on them as students. 

Once they had listed the issues the highest ranked issue was given a score of ' 1 0 ' 

and so on through to the lowest which was given a score of ' I '  and then the ratings 

were averaged for each issue. Having a low rating did not mean that the issue was 

insignificant but implied that it was less dominant than others. A wider sampling of 

students may, or may not, alter the ordering these students gave. Figure 6 . 1 ,  below, 

d isplays the result of that ordering and rating process. 
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Figure 6. 1 :  I ssues faced as ordered by attestation group 

• Financial Stress 

C lack of Support 

C looking After Self 

• Writing Assignments 

III Assignment Emphasis 

Different Teacher Relationships 

• Quantity of Reading 

o Cultural Differences 

• Different Ways of learning 

o la nguage 

Interestingly, the three overarching issues rated highest : language issues 

( scoring 9.00 out of a possible 1 0.00) emerged as the most pressing issue, fo l lowed 

by different ways of learning (7 . 50) and cultural d ifferences (6 .25) .  The second 
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major issue category was part icular learning issues: quantity of reading (5 .75) ;  

different teacher relationships  (5 . 50); assignments emphasis (5 .00); and writing 

assignments (5 .00). The three more personal issues rated lowest: looking after self 

(4 .75), lack of support (3 .75)  and fmancial stress (2 .50). The low scoring of these 

more personal issues may reflect the emphasis of this study with its focus on 

educational aspects as well as the prominence g iven by the students to their 

academic endeavours. 

The question remained as to what extent these issues had fractured the 

harmonious and establ ished learner identity. The original part icipants and the 

attestation students were asked to rate the learner identity elements now that they had 

studied in New Zealand for, in most cases, at least three semesters. F igure 6 .2  

(be low) has the comparison of the rat ing for the identity e lements in China and after 

at least three semesters of study in New Zealand for both the combined part icipant 

and attestation groups. This comparison is returned to in more detail in Chapter 

Seven. Again, these figures need to be understood in the context of the small  sample 

of students which means they are not necessarily general isable beyond this group. 
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Figure 6.2: Comparison in learner ident ity e lements between China and NZ 

This comparison indicates that the overal l  learner identity was sign ificant ly 

affected. However, the degree of severity of the impact was mitigated so that the 
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learner identity was not so shattered as to be dysfunctional. This l imiting of the 

fracturing process could be due to a number of factors. These include : the high level 

of strength of the original ident ity matrix;  the students' responses to the issues 

moderating the fracturing of the ident ity; and the worst effects of the issues had 

subsided because the rat ings were taken after this time. The most probable 

explanat ion is a combinat ion of a l l  three factors. The strength of the identity profile 

should not be a surprise as the external ly bounded and cultural ly harmon ised nature 

of it meant that this pattern had been a settled part of who they were as learners for a 

considerable period of time in China. However, the issues the students faced were 

not insignificant, as the data indicates, so their responses to these issues may a lso 

have had a stabi l is ing influence on identity change. I f  indeed the learner ident ity is 

quite settled, then it may a lso be resilient and this could explain the more settled 

scoring given after three semesters. A simi lar rating after the first semester, which 

was not possible due to the logistics and methodological approach of this study, may 

have shown a more disrupted profile for the learner identity elements. 

A closer inspect ion of these identity e lements shows that five of the e lements 

showed s igns of noteworthy change. The most significant change noted by these 

students was the change to a less teacher-centred approach to learning in New 

Zealand. The nature of this change has been discussed above under ' Different 

Teacher Relat ionships. ' Interestingly, the students felt that they were marginal ly 

more supported than when they were in China and this wil l  be discussed below under 

' Accessing Support Structures. '  The upward change in their need to work hard was 

not surprising in the l ight of the c ircumstances they were required to overcome. The 

students also felt that their learning ski lls were now more effective and their 

knowledge learnt was better than had been the case in China. This may indicate that 

despite the issues faced they felt successful because they had to a degree mastered 

these issues and now felt able to learn and learn wel l  in the Atherton context. It may 

a lso indicate that, while the establ ished learner identity was strongly formed due to 

the home culture context, it sti l l  retained an ability to react to and be flexible in new 

contexts. 

The resi l ience of the learner identity may reflect the pragmatic instrumentalism 

that helped form the students' learner identity in China. Masten, Best, and Garmezys 
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( 1 99 1 )  define resi l ience as referring: " . . .  to the process of, capacity for, or outcome of 

successful adaptation despite chal lenging or threatening circumstances." This 

resonates well with the experiences of the students. However, it should not be 

imp lied that success is guaranteed or, as Hamilton, Anderson, Frater-Mathieson, 

Loewen, and Moore (2005) warn, that the students are perceived to be invulnerable. 

It is also possible that the students' resi l ience could be related to age as most of the 

part ic ipants were in their twenties; however, there are not sufficient linkages from 

the data col lected to be able to presume this. 

Figure 6. 3: Learner ident ity fractured by issues faced crossing educat ional cultures 

This section has examined the students' comments about the issues they faced 

under the categories that emerged from the data. These indicated that the issues 

were a s ignificant barrier to cross-cultural educational adjustment. The fracturing of  

the harmony of the learner identity elements i s  depicted above in  F igure 6 .3 .  Whi le  

the learner identity elements were fractured in the face of this dramatic change in  

their learning eco logy, i t  was also evident that they had not been as  severely 

impacted as could have been expected. One of the possible reasons noted for the 

relative stabi l ity is that the students' responses to these issues were able to constrain 

the fracturing of the identity e lements. The next two sections of this chapter look at 

these responses under two broad headings: the strategies adopted to overcome the 

issues and the motivations re l ied on to keep them going in the face of adversity. 
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SUPPORTING STRATEGIES 

The issues faced by the students represented a significant assault on the 

e lements of their China-formed learner identity. In response to these issues and in 

order to restrict the fracturing of their learner identity the students adopted a range of 

stratagems. These fit under the rubric of the interactions within their learning 

ecology that enabled them to cope with the situations they faced. Strauss and Corbin 

( 1 998, p. 1 33) described interactions as how people "handle situations, problems and 

issues" and these actions can be intentional or inst inct ive. The strategies that 

emerged from the data were: accessing support structures; relying on self; growing 

in language ski l ls ;  growing in learning skil ls; drawing on prior learning; and 

benefiting from work experience within New Zealand. 

Accessing Support Structures 

The abrupt disruption to norma l support networks (family, 

friends, and educat ional) did not create the level of difficu lty for 

this group of students that could be expected when they crossed 

educational cultures. The comparison between China and New Zealand for the 

learner identity e lement 'Supported' actually indicated that they felt more supported 

in New Zealand. While there may be a cu ltural re luctance to decry a situation or 

inst itution as lacking in support or to acknowledge that a lack of support was fe lt 

personal ly, the students did access a variety of support structures. These were: 

family and friends in China; student and teacher support in New Zealand; and the 

LAU and other university resources. 

The students felt that they continued to have the support of their famil ies. This 

was valued by several students. YU said (A2- 1 207) :  "The old people, even though 

they are in China, can help" (see also: FU 1 -0406) and this help was focused toward 

encouraging them to study well (OW2-0906; EY 1 -0906; GT 1 -0606), which included 

for some students financial assistance (see 'F inancial Stress' above). Parental 

concern was expressed for their health and happ iness (FU 1 -0406) . Parents also 

afftrmed their love for the child (GT 1 -0606). At times they d id fee l  lonely (e.g. ,  

FU I -0406) but it was greeted with a strong spirit . For example, GT, in admitting 
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lonel iness, said: " . . . people always get homesick. Maybe you are in a very low mood 

so it can be hard for you to do something very well. Cheer up and have better 

feelings" ( 1 -0606). While there were communication problems it was possible 

through internet and phone to maintain good quality links to China (AZ2-0906; 

BY2-0906) .  This networking a lso inc luded connecting with friends in China, 

sometimes before going to their parents with concerns, because, as FU felt, "maybe 

they don 't understand' ( 1 -0406) . One of the students, AZ, who jo ined his wife who 

had already been in New Zealand for a number of years, valued the support he 

received from her ( 1 -0506; 3- 1 007). 

The second, and perhaps most significant area of support, was from Chinese 

classmates at Atherton (WSA I - l 1 07). Whi le there was some disappo intment about 

the prevalence of Main land Chinese students this was largely accepted ( HS2-0906; 

BY 1 -0506; OW 1 -0606) and it al lowed a remnant of the cooperation experienced in 

China to remain ( EV I -0906; see Chapter F ive: ' Ident ity E lement Two: Supported') .  

Students often relied on one another for study help and in New Zealand this source 

was their first port of cal l  ( OW I -0606; EV 1 -0906; FU I -0406; GT I -0606; H S I -

0606). Usually this revolved around asking one another questions (BY2-0906; CX 1 -

0406; GT 1 -0606; WSA 1 - 1 1 07) or discussing problems together (CX 1 -0406). Some 

also gained a sense of belief that they could be successful  in their study by noting the 

example of senior and completed students around them (OW 1 -0606; OW3-EQ -

" You can, 1 can. " ;  WSA l - l l 07). Whi le EV made c lear his aversion of class-based 

group work (2-0407) others, like GT, found it better than just learning by themselves 

(2-0906). More often they cooperated informal ly; often focusing on the course 

assignment together while st i l l  producing an individual product (AZ3 - 1 007 ; BY l -

0506; EV I -0906; GT2-0407; HS2-0906; lQ I - 1 006). 

The reliance on peers as a source of help was fostered by the lack of language 

barriers ( BY 1 -0506; DW2-0906; HS 1 -0606) and it also opened up a social network 

which provided both friendship and guidance (BY2-0906; EV2-0407 ; GT2-0906). 

However, this degree of support was not init ia l ly available as the students did not 

necessarily have the contacts (GT2-0906). Also, AZ felt some students were more 

unhelpful than others perhaps because "they are more competitive. They want to do 

it by themselves" ( 1 -05060). WS, of the attestation group, saw the need to take care 
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in se lecting friends who would encourage you ( A l - l l 07) and JQ recognised that 

sometimes even the group did not understand what the lecturer expected them to do 

(JQ 1 - 1  006) . DW lamented that : "We haven 't got the deep relationship like we have 

in China because we just know each other. We don 't know your temperament, your 

habits" (2-0906). Meanwhile, EV wanted to keep his classmates and socia l  l i fe 

separate ( 1 -0906). 

The students also desired links with non-Chinese students but the barriers to 

making such contacts were difficult to overcome. WS, of the attestation group, felt 

that a group called ' Kiwi Friends ' ,  now disbanded due to funding issues, had been of 

great help to him (A 1 - 1 1 07). The success of these connections depended to some 

degree on personal ity, confidence in English ski l ls, and the commonality of being 

young (HS2-0906) but the focus of the relat ionship was sti l l  l ikely to be l imited. FU 

expressed this by saying: "If you want, you can contact with them and, maybe, if you 

mention friendship, maybe that 's a problem, but if it 's just learning something, it 's 

still OK." At t imes, AZ felt it was easier to make friends with other non-Chinese 

internat ional students than the Kiwis, especial ly other Asian students due to the 

greater simi larity in culture (3 - 1 007). This produced enrichment through the sharing 

of ideas and cultures (GT3-0907) and encouraged patience with each other's English 

capacities (DW 1 -0606; FU 1 -0406). However, AZ also felt that in some instances he 

could not understand them and "could not get on well with them" ( 1 -0506). 

For these students the greatest change in learner identity was the move to a 

much less teacher-centred approach to learning. The issues associated with this have 

been discussed above under 'Different Teacher Relationships. ' HS expressed her 

concern: "Maybe for Chinese students, they are thinking if they go to the tutor and 

ask them for more details then the tutor will think, 'Hey, what 's your level here? If 

you come here to do this paper then you have to be at the right level to do it. ' " (2-

0906) .  However, it was mentioned that the lecturers could be friendly and 

approachable (AZ3 - 1  007; CX 1 -0406; EV 1 -0906), they often had work experience or 

a practical focus which helped ground the content (DW2-0906; FU3-0907; I R 1 -

0906), they could provide some good feedback on how to improve (CX2-0706; 

DW2-0906; GT2-0906; H S2-0906), and they were able to advise on how to approach 

the assessment tasks (BY2-0906; FU2-0706).  A lthough this support was appreciated 
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the primary support base remained other c lassmates and then, maybe,  the lecturer. 

As BY indicated: " . . .  if I have got a problem finding the information I can ask my 

classmates. Sometimes I even ask the teacher" (2-0906) . 

The students affirmed that, overall, they were p leased with the study resources 

offered by Atherton University ( AZ I -0506; CX I -0406; EV2-0407; FU I -0406; GT 1 -

0606; I R I -0906; JQ I - 1 006). As with approaching lecturers, the students had 

reservat ions about the use of the LAU. During the flIst semester, which was 

regarded as the most stressful, halfof the students did not use the service (AZ; BY; 

CX; FU; lQ). A number of others had been there only once or twice ( OW; EV). 

However, there was an awareness that the LAU could provide pract ical help w ith 

English chal lenges (AZ I -0506; IR 1 -0906; WSA 1 - l l 07; ZV A3- 1 207), help ease 

entry into the different ways of learning (GT I -0606; YUA2- 1 207), give guidance on 

how to approach an assignment (EV2-0407; JQ I - I 007), and supply helpful resources 

(EV 1 -0907). 

Library and internet access resources and support were much appreciated 

(CX 1 -0406; FU 1 -0406; HS 1 -0606) .  HS compared this with her experience in 

China: "In China, it is hard. Every ajternoon when you fin ish the class if you want 

to go to the library you have to hurry to go there. Otherwise the seats are all 

occupied. For the reading book, you just have to read it in the library. You can 't 

take it out" ( 1 -0606; see a lso BY2-0906) .  This appreciation a lso extended to the 

helpfu lness of the library staff ( I R I -0906), classrooms (GT 1 -0606), computer 

services (CX 1 -0406), recreation faci l it ies ( HS2-0906), and the environment ( HS \ -
0606) .  GT believed that : "A ll these things give you afeeling that you should be 

successjit! in studies" ( 1 -0606). 

While family and friends in China and the university-resourced assistance 

helped, the c lear message is that the significant support came from fel low Chinese 

students. As noted above, the literature review indicated that strong host versus 

home country dissimilarit ies wi l l  encourage students to get support from their co­

ethnic groups ( Reynolds & Constantine, 2007; Ying, 2002; Kim, 200 I ) . Therefore, 

accommodation, friendship, and study ass istance were a lmost a lways linked with 

other Chinese students where issues of language and culture were not a problem 

(BY I -0506; OW I -0606; FU I -0406; JO I - I 006) .  However, Ting-Toomey and Chung 
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(2005, p. 33)  noted that the stress o f  the new environment encouraged the students to 

be more "resourceful and resi l ient" and the students in this study were usual ly 

prepared to seek the necessary help to ensure academic survival. Also, and this leads 

to the next strategy used by the students, they accepted that their study was their 

issue and they needed to be responsible for it, which highlighted their self-rel iance 

(CX2-0706; FU2-0706; GT2-0906; I R I -0906, WSA I - l I 07;  ZVA3 - 1 207).  

Relying on Self 

This study has already noted in the l iterature review (Lee, 

1 996; Leung, 1 995) and in defming the learner identity ' Worked 

Hard' (see Chapter Five) the ethos of Mainland Chinese students 

to diligent ly apply themselves to the ir study. Therefore, it is not surprising that these 

students drew heavily on their be lief in the e fficacy of hard work as they faced the 

chal lenges that threatened their learner identity. 

Faced with what seemed like a mountain too high, the students believed that 

perseverance could see them over it. Whether it was adjust ing to the new and, at 

times, "boring" (HS  1 -0606) social context, and/or having ass ignments due every 

week (AZ2-0906), and/or not lik ing the subject (GT2-0906; I R I -0906), and/or 

overcoming a fai lure (GT2-0906), and/or fmding no chance to rest (JQ 1 - 1 006), 

and/or the seemingly endless reading (DW I -0606) an effort could be made "to 

conquer it" (HS2-0906). JQ, an older student who arrived at Atherton just days 

before classes began, expressed her angst yet determinat ion: "1 don 't want to give up 

halfway. 1 think 1 have to keep on going. Sometimes 1 could not keep on going. But 

1 think it is not very good to give up halfway through the term. Most of our 

classmates don 't want to give up although this is very hard for us to do" ( 1 - 1 006). 

GT felt her past achievements gave confidence that she would make it as did her 

conviction that she had to succeed else the past would be wasted (3 -0907). H S  

believed i t  was not wise t o  give up ( 1 -0606), F U  felt she had to be strong (3-0907), 

and GT thought she had to accept the stress and ''just do it" (2-0906). For JQ this 

meant that she had to: "quit my job and, with the extra time 1 now have, 1 just study" 

( 1 - 1 007). 
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The wil l  to persevere actioned the capacity to keep on working. As seen in the 

l iterature review when discussing attribution theory, Chinese students perceive the 

amount of hard work as a signi ficant determiner of academic success. Because effort 

is regarded as an unstable factor, that is, able to be changed with a resulting effect on 

performance, work rates were increased in the face of potential fai lure . This meant 

using "every second and minute" (GT 1 -0606), focusing and concentrating (FU 1 -

0406; HS3-EQ; ZV A3- 1 207), and working harder than the Kiwi students ( HS2-

0906) .  This was espec ially the case in the first semester ( EV3-0907). GT ''just knew 

hard work is the only way" ( 1 -0606) and DW accepted that it would be more 

stressful and require harder work in the new context (3 -EQ). With hard work as a 

given, the belief in the efficacy of effort kicked in: "After spending my effort on my 

study 1 don 't worry about the assignment or the test. If 1 spend time on study and 

spend a lot of efforts on it, then 1 believe 1 will pass it" ( DW2-0906). Hard work 

gave birth to self-rel iance : " . . .  here you have to do it by yourself' ( EV 1 -0906; see 

also DW3-EQ; I R l -0906) .  HS believed her personal character was sufficient to see 

her through: "I think, because I am the person 1 am, if 1 am setting the goal l will try 

to complete it. So, I don 't care how hard it is." 

Perseverance and hard work led to a growing sense of self-confidence. This 

was also nourished by being better organised ( BY2-0906), surviving over time 

(AZ2-0906; HS2-0906), benefiting from establ ishing relationships (GT2-0906; GT3-

0907) ,  overcoming the problems (EV2-0407), and achieving success in their studies 

(AZ3- 1 007; DW2-0906; GT3-0907).  For AZ and BY there was a significant growth 

in confidence even between semester one and semester two (2 -0906; 2-0906). FU 

also had self-belief based on her academic performance since the high school years 

(3-0907). DW, EV, and HS firmly be lieved in their ult imate success: "I believe I am 

as same as most Chinese overseas student. I am not more foolish than them. Since 

they can graduate, I believe I can too. " ( DW3-EQ); "When you are doing something 

you have to believe you can do it and be success/id." (EV2-0407); "I am an 

intelligent person, I can make everything" (HS3-EQ). 

With time, growth in confidence, and success came enhanced personal 

awareness.  This was apparent in accepting the new environment (GT3 -0907), 

choosing courses more suited to their abilities ( AZ2-0906), not being afraid of the 
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problems (EV2-0407), understanding that the passage o f  time would help (GT I -

0606), seeing education in the broader aspect of l ife (EV2-0407), and keeping 

posit ive (YU A2- ( 207). As time passed they were more likely to have more leisure 

activit ies (GT 1 -0606, JQ 1 - ( 006), manage the assignment workload better (DW 1 -

0606; JQ I - 1 006), and worry less (DW2-0906). GT believed taking up the coffee 

habit a lso helped ! "Even before I would not drink coffee in the morning, but in this 

semester, if I have class in the morning, I get a cup of black coffee. This makes me 

refreshed and concentrate on the teacher 's words" ( 1 -0606) . Two other areas that 

were identified as helping sustain the students were, for AZ, having a more effective 

grasp of the language (AZ2-0906) and knowing the education system better ( BY2-

0906; GT2-0906; HS2-0906; I R I -0906). These are the next two strategies employed 

by the students as they faced the chal lenge of cross-cultural educat ional adjustment. 

Growing in Language SkiUs 

Language issues, especial ly  those affecting the l istening 

and speaking registers, were usual ly considered the most 

significant difficulty the students faced. One of their primary 

aims in coming to New Zealand was to learn Engl ish and they a lso had to perform at 

an advanced academic level  in English so their language difficult ies placed them in a 

conundrum. The thing they wanted and needed most proved to be a continual weak 

point which was only exacerbated by the academic and social necessity of having to 

shelter within their co-ethnic community. However, as has been noted under 

'Reliance on Self' they had the perseverance to endeavour to improve their Engl ish 

language ski l ls .  

Being immersed in an Eng l ish-speaking environment did lead to English 

language improvement. Some students (AZ, ex, EV, FU, HS) had taken time 

before commencing study to live and work in New Zealand and this had given them 

greater confidence in their language ski l ls. (It also meant that they could potent ia l ly 

become el igible for permanent residency, local fees, and student study assistance.) 

E ight students mentioned that they had attended language school in N ew Zealand, 

usual ly for a three-month or six-month period. Two students (BY & JQ) both 

directly entered postgraduate study without any English language training in New 
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Zealand. Study commitment meant language abi l ity improved (JQ l - 1 006) and that 

acquisit ion tended to be focused in the academic area. This focus resulted in a 

continued stress on reading and writing and meant there was little t ime for 

intent ional, broader-based ski l l  development in the listening and speaking registers. 

When asked how they could improve their Engl ish abil it ies the students 

suggested a range of approaches that they had tried or had seen to be effective for 

their colleagues. Homestays were highly recommended by some (CX2-0706; DW2-

0906; FU2-0706) but it was also noted that they could be a source of conflict: "They 

need to be in a homestay situation to improve their English but they need to move 

out to save money and take the pressure off their parents financially" (CX2-0706). 

Other practical considerations were also a factor. HS lived in a homestay for a 

"short time" but left because she "couldn 't get enough food" ( HS2-0906). The 

students thought that having more Kiwi friends (AZ2-0906; HS2-0906; ZV A3- 1 207) 

or l iving with Kiwi flatmates (BY2-0906; DW2-0906) would help but the barriers to 

achieving this were significant (see 'Accessing Support Structures ') .  In  addition, 

both homestays and more Kiwi links could possibly undermine the level of support 

needed from their fel low Chinese students. Other suggestions students made 

included joining community groups (AZ2-0906), working for a Kiwi company 

( FU2-0706), taking everyday opportunities to use language ski l ls ( FU3 -0907), 

watching TV and l istening to the radio (CX2-0706; DW2-0906; FU I -0406), and 

even reading more (AZ2-0906). 

Language progress was made but it was perceived to be s low ( FU2-0706) and 

not satisfying (AZ2-0906; DW2-0906) but sufficient to increase confidence levels 

( 8Y2-0906; DW2-0906; GT2-0906). BY illustrated the perseverance shown by the 

students:  "Just like 1 always feel, my English is weak, so 1 try many different ways to 

improve it. If this method doesn 't work I will try another one. I know what I need, I 

know what target 1 want to get" (2-0906). AZ saw English improvement as a key to 

success: "Actually, I just feel if my English is better 1 don 't think the study is a very 

difficult thing. For study -just improve your English. No problem."  And there was 

hope. FV, who had spent at least one year working in New Zealand before 

commencing study, said: "But once when you arrive in NZ it becomes easy. You 

have to talk everyday and when you go to the shops everything is marked in English 
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so you can learn those kinds of things very easily and use it every day. But if you 

don 't use it you never learn it" (3-0907) .  The other area of growth students saw as 

necessary to succeed was enhancing their learning skil ls. 

Growing in Learning Ski lls 

The second most significant issue faced by the students 

was coming to terms with the different ways of learning. This 

meant adapting to the different style of programming as wel l  as 

adopting specific learning strategies appropriate to the new context. 

The students had come from a learning eco logy where study programmes were 

often prescribed with l itt le choice for the students except the programme itsel f  (BY 1 -

0506; E V I -0906; WSA 1 - I I 07 ;  ZVA3 - 1 207). There was at times some choice of 

minor, non-core courses (HS 1 -0606) and some univers ities had a more open 

approach like Atherton's (GT2-0906). However, in New Zealand it was often noted 

that students were surprised and p leased at : the degree of choice ( BY 1 -0506; DW2-

0906; FU2-0706; HS 1 -0606); the possibi l ity of  designing the flow o f  subjects (EV 1 -

0906) ;  being able to select subjects that interested them ( DW2-0906; FU2-0706; 

HS 1 -0606); and avoid things they did not like (BY2-0906) . Despite information 

from the university and other students being avai lable and helpful ( FU2-0706; HS2-

0906) they also felt choice resulted in less contact with a regular group of students 

(GT 1 -0606), not knowing enough about the course context to make an informed 

decision (HS 1 -0606), and some bad course se lections (BY 1 -0506; FU2-0706) . 

I n  a l l  but one case (JQ: who swapped banking for marketing), the original 

participants selected a course of study in a similar business area to what they had 

studied in China. Some felt this was driven by the extra time it would take to 

significant ly change majors ( DW2-0906; EV 1 -0906; GT 1 -0606; H S2-0906), by 

being able to draw on a certain base of knowledge even though it had been learnt in a 

different language and context (CX2-0706; D W2-0906), by their enjoyment of the 

subject area ( DW2-0906), by increasing the possib i l ity of obtaining a job in New 

Zealand (CX I -0406), or by enhancing their career on return to China (DW2 -0906) . 

GT contemplated making a significant change but felt that "" . at my age [24], as I 
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get older, 1 think it is not possible. 1 think this is a different way of cultural thinking. 

1 will think 1 am already old so 1 should do something in my own career not just 

study." She went on to express this cultural difference in a way that contrasted 

markedly from the Western norm: "I still didn 't change because 1 think you, maybe, 

need to change your interest to your job. It is not a good thing getting your interest 

lost gradually" (2-0906). FU would like to have made a change " . . .  if 1 was quite 

confident in my language . . . " (2-0706). 

Having to adapt to the different learning ways was accepted. AZ had a 

pragmatic approach: "I just followed the directions in the different countries. When 1 

was in China 1 had to do something focused on examinations and be teacher centred. 

But in NZ I have to search for whatever 1 want from the library or websites" (3-

1 007). XT, an attestat ion group participant, testified: "I think because of the 

education system in NZ, I mean the internal assessment, 1 have to complete these 

assessments. (/1 don 't complete these well 1 can fail this paper. So, I have to fit into 

this system. 1 have no choice. So I study harder" (A 1 - 1 1 07). However, they did not 

abandon the ski l ls they had found to be effective for them in China O R  1 -0906; 

WSA 1 - 1 1 07). The power of their dedicated consistency (XTA l - l  L 07), wel l-o i led 

memorisat ion ski l is (EV2-0407; IR 1 -0906; YU A2- 1 207; ZV A3- 1 207), notemaking 

and cue-seeking strategies (EV2-0407; YUA2- 1 207), and exam techniques ( IR I -

0906) sti l l  came in handy. I R  was definite that the time pressures meant she was 

forced to lean on the old ski l ls: "For my part, I haven 't got any changes. I still use 

my Chinese ways for study because sometimes, you know it is very hard for me to 

study here. So, 1 don 't want to spend most of my time just to do the learning like 

that. So, 1 just use my skills fro m Chinese study "  ( L  -0906) . 

The nature of the difference between the two learning environments was 

evidenced by the students in a number of ways. These have been catalogued above 

under ' Different Ways of Learning. '  They had to think more deeply and more 

critical ly (YU A2- 1 207), adapt to the subject areas being less wide and more deep 

(ZV A3- L 207), become more organised ( WSA l - l l 07; YUA2- 1 207), take more 

init iat ive (WSA I - I I 07), express their own viewpoints (YUA2- 1 207), apply the 

learning practically (EV2-0407), and develop more independence in their learning 

processes (YUA2- 1 207; ZVA3- 1 207). In regard to independence YU, one of the 
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attestors, made a comparison between the situat ion in China and how she 

experienced learning in New Zealand. "In China we kind o.[just need to learn what 

the lecturer wants us to learn. But I guess here lecturers just open the doorfor you 

and you go through it by yourself and choose what information you needfor your 

assignments and research" ( A2- 1 207) . 

Coping with the change was helped by setting learning goals (AZ I -0506; EV 1 -

0906; H S I -0606; WSA 1 - l 1 07).  BY reflected the long term object ive by saying: "I 

chose this diploma and 1 know what I want. I know what 1 will choose in the future. 

That encourages me to go on" ( 1 -0506). They also had to respond to particular 

learning difficulties and a major and immediate issue they faced was managing the 

extra reading requirements. In response they tried to develop more effective reading 

skil ls ( D W2-0906; EV2-0407; FU2-0706; H S2-0906; XTA I - l I 07 ;  ZVA3- 1 207), 

prepared for classes with pre-reading if t ime permitted ( FU2-0706; H S2-0906), and 

sought help from successful  models ( EV2-0407; GT2-0906; HS2-0906; WSA 1 -

1 1 07 ;  ZVA3- l 207). In light of the sheer bulk of reading the students were pleased 

when the lecturer or tutor gave them some guidel ines for their reading (AZ2-0906; 

GT 1 -0606). Some also appreciated the way that the readings supported and applied 

their learning ( AZ2-0906, DW2-0906). 

Once comp lete, the process could be sat isfying. GT said: "1.f Ifollow what the 

teacher gives us, I find it 's easy for me to learn something very profound. That 

means I know how to use what I learnt in the textbook, transfer it into practice. So, 

it 's very good" ( 1 -0606). AZ felt the hard work made the assignments worthwhile 

especial ly when they contributed so significantly to the [mal grade (2-0906) and EV 

felt it was a "very good way" to learn more (2-0407) .  Once over the demanding 

init ia l  hurdles ( EV2-0407) they appreciated that assignments took some stress off the 

final exam. CX commented: "I feel less pressurised. I think it is quite easy for me to 

do this. The score is divided into different parts with different weightings. 1 prefer 

this. Better than just one final exam" (2-0706). 

The students mentioned areas about learning in New Zealand that they 

appreciated. FU valued the privacy that surrounded her learning in New Zealand. 

She commented: "" .  here it is a private thing. Even if you don 't do very well this 

time it is fine. The lecturer tells you it is OK, don 't worry, things like that. But if 
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you were in China it 's a big problem. You will feel very embarrassed" (3 -0907) . FU 

was p leased she had learned to think in the "Kiwi way" and the increased confidence 

this brought ( 1 -0406). Some students also felt they were able to survive the initial 

shockwaves of breaking into this new context after the [lIst semester (GT 1 -0606; 

HS 1 -0606), leading to a reduction in stress (HS3 -EQ) and, by the end of the 

programme, EV was able to describe his learning as "easy" (EV 1 -0906). GT said: "I 

don 't mean it is easy and not hard work - but you know how to do it. You arrange 

your time and you will complete it and be satisfied" (3-0907). 

Drawing on Prior Learning 

Another major strategy util ised by the students was the 

deposit of knowledge they had received from their studies in 

China. As noted above, most had chosen to study in a similar 

area of learning so, despite the pitfal ls of language, they were able to use this 

knowledge to some extent to scaffo ld their learning in New Zealand. 

The major advantage of prior learning in China was content connections. This 

was particu larly true with the basics of the subjects (AZ I -0506; D W I -0606; EV l -

0906; FU 1 -0406; HS2-0906; GT 1 -0606) and this was reinforced if the student had 

worked in that area before coming to New Zealand (CX I -0406; DW I -0606; lQ I -

1 006). Other associated benefits were that prior learning eased acceptance if a 

simi lar programme was chosen in New Zealand (BY 1 -0506) and it helped lessen the 

change burden (DW 1 -0606 ; GT 1 -0606) . University in China had also helped shape 

and develop tertiary level thinking sk i l ls (EV 1 -0906; GT 1 -0606). However, this 

resource was also subject to limitations. A majority of the original part icipants had 

not studied for a while before coming to New Zealand (AZ, BY, CX, DW, FU, & 

JQ) and a number had had little work experience ( EV, GT, & IR) .  The commonal ity 

of subject material suffered from disconnections caused by significant ly different 

business and regulatory contexts and practices for some (CX 1 -0406, lQ 1 - 1 006) and 

different course content for others (EV 1 -0906; GT l -0606; lQ 1 - 1  006). 
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Benefiting from New Zealand Work Experience 

The last strategy reported by the students was the 

assistance they gained from working in New Zealand. As 

noted above a number had worked in New Zealand before 

commencing study (AZ, CX, EV, FU, & HS) and this helped some of them settle 

into the culture, build up resources and work experience, and become eligible for 

study benefits. Almost all (except JQ) had part-time work and a number were part­

time students during at least some of the period covered by this study (CX, EV, & 

HS) .  HS  attested to the value of this experience: "So, I think the part-time job is very 

good. You can learnfrom the colleagues in the office. You can know more things 

than If you just stayed at the campus" (2-0906). EV a lso appreciated the connections 

he could make between study and his work role: "If you can find a part-time job 

related to your work, like me because I am studying business and I am also going a 

business job, then it is good. When you have some ideas during the study time you 

can practice them in the job. So it is very close between your study and your work" 

(2-0407) .  

The twofo ld process of relying on  the old and uti l i sing the new was seen in  the 

way that students adapted and adopted learning strategies in the new learning 

ecology. Despite their l imitations, the students, as indicated in the l iterature (Chan 

& Drover, 1 997), sti l l  tended to use the learning ski l ls that had served them wel l  in 

China. In addition, they took advantage of whatever content from their prior 

learning experiences related to the ir new learning, even if this was difficult due to 

context and language. Furthermore, they drew on the self-belief they had in their 

abi l ity to adapt and perform. The students also adopted new strategies by accessing 

support structures, growing in language skil ls, growing in learning ski l ls, and 

benefiting from work experience within New Zealand. 

Fractured Harmony Supported by Strategies 

This section has examined the strategies this group of students used to prevent 

the issues they faced studying in New Zealand from radical ly breaking apart their 

learner identity and to facil itate their learning in a new context . F igure 6.4 shows 
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this diagrammatical ly. This study may indicate that the students did not abandon 

their educational heritage but were able to use the background and skil ls they 

brought from China by adapting them to the new context. However, this did mean 

that they tended to shelter in their ethnic group to sustain this adaptation. 

Nevertheless, the study also shows that the students were flexible enough to grow in 

the language and learning ski l ls  demanded by the new context. Therefore, some 

kind of balance existed in the strategies the students used to sustain their identity and 

succeed in their learning. The next section considers the motivational resources that 

the students drew on to keep going and keep achieving. 

Figure 6. 4: Fractured learner ident ity supp0l1ed by strategies 

PRI M E  MOTIVATORS 

To this point, it has been theorised that the established learner identity of this 

group of Chinese students was re lat ively resi l ient despite experiencing the 

disequil ibrium caused by the fracturing of this identity. In addition to the 

enculturated factors within the ident ity itse lf and its resil ience, the response to 

change in the learner identity was partially explained by the strategies employed by 

the students along with the use of prime motivators by the students. This does not 

imply that the changes in learner identity caused by the issues the students faced 

were insignificant. The fracturing nature of these changes has been determined in 
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the first part of this chapter. However, the prime motivators, which are the subject 

of this section, a long with the use of strategies, have been able to p lace a hedge of 

protection or a constraining force around the learner identity which helped it not to 

d is integrate. This enabled the continuance of its enculturated and resil ient nature 

while a lso al lowing adaptation. 

The literature review, in discussing motivation, suggested that Western 

conceptions or theorisations of motivation may not cross cultures wel l  (Barker, 

1 997; B iggs & Watkins, 1 996). It noted that the col lectivist dimension and the CHC 

(Confucian Heritage Culture) context have to be considered in determining what 

may motivate Chinese students. Within this context a common motivational force is 

achievement motivation which springs from a strong sense that the students are in 

control of the essential learning factors ( Mclnerney, 1 998 ;  Lee, 1 996) and a fear of 

not performing to the satisfaction of  others (Barker, 1 997; Sali l i, 1 996; Volet & 

Renshaw, 1 996). It may wel l  be that these motivators are external ly sourced, for 

example the expectations of parents, although they are also internal ised by the 

students because of the cultural context . However, B iggs and Watkins ( 1 996, p .  

274) argued that the students may have a "mixed motivational stream" that included 

"personal ambit ion, family face, peer support, material reward,.and, yes, even 

interest. " This study, as identified below, would support the views of B iggs and 

Watkins. 

Whereas the strategies appl ied by the students may be incl ined to be more 

intent ional in nature the motivators drawn on were probably more instinctua l  or 

embedded as they tended to be based on the students' cultural reservoir. Five 

motivators emerged from the data. One of these comprised the 'core category' or 

'central concept' that is foundational to grounded theory methodology. A core 

category wi l l  account for most of the variation in the pattern of behaviour endemic to 

the BSP (Glaser, 1 992). This core category wi l l  be presented in Chapter Seven. The 

remaining four motivators, which were based around l ife responses, were : the need 

to meet the expectations of fami ly and society; the desire for Western learning; the 

need to manage cost issues; and the desire for self- improvement. Each of these four 

wi l l  be d iscussed in turn. 
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Meeting Family and Societal Expectations 

In a collective society it may be expected that the demands 

of the 'group' would have a very significant influence on the 

members of the society. With the students in this study it was 

found that meeting expectations of family and society was a significant motivator 

urging them to succeed. This was seen in a strong desire for success and in a high 

level of concern about fai lure or poor performance and its consequences for their 

parents including the loss of face that may resu lt, for the parents and themselves. 

[t has been noted in Chapter Five how study, especial ly at an advanced level, is 

seen within the Chinese culture as something that is highly esteemed ( see: 'The 

Yalue and Price of Education ' ) . It provides social prestige and a pathway to a better 

future. This remains true for when the children study overseas. For the parents, in 

GT's words, "that means your child is a very good child" ( 1 -0606) and the success of 

your child is a means of gaining happiness ( EY 1 -0906).  EY was strongly of the 

opinion that he wanted to build on his family's current well-being and status. He 

said: "I don 't want to lose my family 'sface. I want to surpass my father. My father 

is a very good businessman. So, I want to make thefamily stronger than before" (2-

0407). A primary means of gaining society'S respect and enhanced social standing is 

to have the monetary resources that can come if the pathway begins with successful 

study ( FU2-0706).  EY fe lt that successful students who return to China have more 

opportunit ies. "The Chinese government gives them a big welcome. They have a 

very high reputation and very high social level. They become very successjitl" (2-

0407). 

Alongside the positive pu ll of advancement there was a strong fear of fai lure 

and its consequences. It could mean increased levels of pressure for the students 

( EY2-0407), an even greater demand to work hard ( EY 1 -0906), disappo intment 

( OW 1 -0606) and embarrassment ( FU2-0706) for the parents, and a reluctance, or 

even inabil ity, to return to face the family if the students fai led (AZ I -0506) . WS, 

from the attestation group, summed up the predicament and the pressure: "If Ifail in 

the middle of studying I am going to be a loser. How can I face my parents? Maybe 

my friends will think I have failed everything? . . .  Sometimes I feel 1 don 't want to be 

a loser. Some of the students are very, very good. Sometimes I feel like that. So that 
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encourages me to work harder and harder" (A I - I  1 07). This response to the 

possibility of failure, or fai lure itself, is much in l ine with  the dynamics of 

achievement motivation where a lack of success wi l l  encourage further effort 

(McInerney, 1 998). The students in this study felt that a key way to overcome the 

learning difficulties they faced was to respond with even more work (see above: 

' Relying on Self) .  

The Desire for Western Learnings 

The second motivator was the attraction of Western 

education. The gaining of a quality Western cert ificate, the 

opportunity to develop sought after English skil ls, and to be better prepared, if they 

returned to China, to face the competition and improve future prospects were 

h ighl ighted by these students. However, while usually appreciating the benefits of 

their study in New Zealand, they were cautious on a number of fronts about whether 

to recommend the Western experience. 

The students in the participation group desired a quality Western certificate. 

Many felt a qual ification gained in New Zealand could advance their level of 

education ( AZ I -0506 ; BY-EQ; GT3-0907;  HS l -0606), increase their knowledge 

( OW2-0906; FU3-0907;  I R I -0906), improve their skil ls (FU3-0907),  and help them 

understand contemporary Western business pract ice (GT3-0907; HS2-0906). It was 

also mentioned that the process of learning in New Zealand in itself was useful 

( BY2-0906; HS-EQ). As DW said, "The study in NZ gives you another chance to 

know how to study that 's totally different from China" (2-0906) and B Y  added that 

the students " . . .  can learn how to use, how to create - that is very helpful, very 

usejilf' (2-0906). However, it was not just the students who felt strongly about 

overseas education. Many believed their parents believed that an overseas 

qualificat ion would be advantageous for their child in the future (DW2 -0906; GT2-

0906) and, with parental economic capacity growing, grasping this opportunity was 

becoming more possible (BY2-0906; CX2-0706). BY also thought that parents used 

entry to overseas universities as a backup in case their chi ld could not gain entry to a 

Chinese university (2-0906) . 
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A major preoccupation for the students was how having a qual ificat ion could 

enhance their job prospects, either in New Zealand or in China. CX, the oldest 

student and an immigrant to New Zealand, was very clear about this uti l itarian view 

of study: "It is a base to broaden your job area. It is the same - the aim oj' 

education is to get a job" (3-0907). A majority of the students wanted to work in  

New Zealand for at least a number of years ( D W I -0606; FU I -0406; GT I 0606; HS l -

0606; JQ 1 - 1 006; p lus CX had an almost full-time job and EV was working part­

t ime). However, they were aware that fmding a good job within their degree major 

was a difficult task (DW 1 -0606; FU 1 -0406; JQ 1 - 1 006) especially in the regional 

centres (AZ I -0506). This placed them in a d i lemma because while they could get 

basic entry-level work in New Zealand, they, l ike GT, wanted to "" . do something 

that uses what f have learnt. f don 't want to just learn it and leave it" ( 1 -0606). HS 

concurred and said that in New Zealand its "your ability and experience that 's very 

important" ( 1 -0606) and prospective employers did not usually take into account 

their work record and achievements in China. This situation was further aggravated 

by language issues. 

While wanting to break into the New Zealand job market, especially in the 

short to middle term, most felt that a Western qual ificat ion might be most helpful if 

and when they returned to China. FU said that the a im of getting a h igher 

qualificat ion was to, "" .  improve the competition - compared with other people in 

China" (3-0907). AZ agreed, especial ly when the qualification was backed by 

Western work experience: " You know in China there are many multi-national 

companies. If we have an English qualification and work experience when we go 

back to China it should be goodfor us" (3- 1 007; see a lso : BY2-0906; FU3-0907). 

FU added that good English ski l ls were also beneficial (2-0706). However, not all 

the students were certain about the value of their overseas study in New Zealand. 

BY felt, because of contextual differences, that the knowledge learnt in New Zealand 

was not always relevant to the Chinese situation (2-0906) and EV and GT felt that 

the competitive advantage of a Western qualificat ion might be overstated 

(respect ively: 1 -0906; 2-0906). This viewpoint was also argued by the X inhua News 

Agency in their article on the "Enthusiasm for Overseas Study Rationalized" (2005) .  
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These disparate views made the students somewhat cautious in their 

assessment of the value of Western education. EV was particularly analyt ical about 

who should go overseas to study (2-0407).  This best suited: "the students who are in 

the high school and they passed the university entrance examination but just didn 't 

do well enough and can 't go to a very good university in China, and their family is 

rich, then 1 would encourage them to study overseas, if they are very independent 

and very confident." DW felt that it was also an appropriate cho ice for postgraduate 

students (2-0906) . However, EV felt that if postgraduates were coming for an easy 

l i fe or considering immigrating that they needed to realise "that life is hard 

everywhere" (2-0407). Younger students should be d iscouraged from making the 

journey because of the potent ial harmful effects of fai lure ( BY2-0906; EV2-0407) 

and the high level o f fmancial commitment (CX2-0706). Where a student has 

simi lar opportunities in China then he or she shou ld not risk overseas study ( BY2-

0906). 

However, not all were so cautious. While FU considered that the predilection 

for overseas study was, in part, because "it 's the fashion" (2-0706), BY felt there 

were real, if somewhat intangible, benefits because "this is a different condition. It 

has many benefits. You can 't see it but you can feel it. There are many benefits" 

( BY2-0906). GT considered overseas study a "good experience for a person 's life" 

and she was recommending New Zealand to her friends as a "very quiet place and 

very easy to study and concentrate" (2-0906). WS, of the attestation group, was 

more comparative in his analys is. In his opinion, "Some things 1 wouldn 't learn in 

China because here in NZ what [ learn in NZ is quite useful compared to what 1 

would learn in China. My friends are talking with me through the internet. They 

think they have learnt useless material. 1 can learn more useful stuff compared with 

what students learn in China" (A 1 - 1 1 07).  

A longside the study issues, the students expressed an attraction to Western 

culture. CX admitted to a desire to learn about Western culture from his Engl ish 

learning days at University in China ( 1 -0406) while FU had got "bored" in China ( 1 -

0406) and wanted to know the "many things in a new environment and in Western 

culture" (2-0706). In addition, g lobal isation and international isat ion meant knowing 

Western culture enhanced a person's competit ive advantage ( FU2-0706). Other 
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students appreciated being able to learn and think and explore knowledge in 

comparative freedom (AZ2-0906; HS2-0906) and learn about different ways of  l ife 

and living ( I R I -0906). HS felt that : "If you just stay in the same place, like China, 

maybe the same city, then your mind will be very limited and won 't be able to go 

further. So it is a big step. You need to come out tfyou can afford your living" (2-

0906). GT also valued the experience: "But when 1 come to NZ 1 think that it is a 

very good giftfor me, this experience" ( 1 -0606) . 

Two other aspects of Western learning were mentioned by the students. These 

were a desire to gain effective English ski l ls and the value they found in a more 

practical ly-focused learning context . When I R  was asked what the best outcome 

from her study was, she said: "The best thing, 1 think, the iirst one, is that I 've got 

English. My English is good now" ( 1 -0906). GT said she "came here to study 

because I wanted my English to improve and to communicate" (3-0907). AZ and 

OW considered Engl ish acquisition was the most important thing (respectively: 2 -

0906; 1 -0606) . BY felt that : "If 1 can 't upgrade my English skills i t  is almost equal 

to failure."  In regard to the practical focus of their learning, OW appreciated that his 

study was connected with "real life" ( OW2-0906). GT concurred, saying: "1 always 

think during your study times that putting your practical with your theory study is 

the best way. So, 1 like the practical education" (2-0906). HS believed this benefit 

was enhanced because it built on the basic theoretical learning she had received in 

China (2-0906) and EV thought it was because in New Zealand, as students, they 

had to do more things by themselves (2-0407).  

Safeguarding Cost Issues 

While many of the motivators were expressed positively, 

the effect of losing money ( or time), along with the fear of 

fai lure and consequent loss of face, was couched in more 

negative terms. While this was especial ly true of those students who were sti l l  being 

fmancial ly helped by their parents, it was a prevailing attitude among them al l. 

More posit ively they felt, perhaps as business students, that they looked forward to a 

good return on their investment in overseas education. 
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Fail ing to pass a paper, or much more seriously a programme of study, was a 

loss of status and a "waste" of money ( FU2-0706), which became al l  the more 

serious if the parents had invested heavily in sponsoring the study programme 

(XTA I - I I 07). DW expressed this concern: "My parents have spent a lot of money 

and / didn 't get any degree. So, they will feel they lost face and the parents will lose 

face as well " (2-0906). However, the parental burden lessened as the students found 

part-time work that covered l iv ing costs and helped defray the tuition bi l l  ( AZ2-

0906). The concern about losing or wasting money was a more general concern 

even for those not supported monetarily by their parents. Tuition fees were high 

(between three to five times that for local students) and this made fai l ing a course a 

serious matter (AZ I -0506; EV3-0907; I R I -0906, WSA I - I I 07) .  BY felt that the 

onus was on him to: " . . .  accomplish it with the least cost. If/fail, 1 would have pay 

more money" (3-EQ). Even when faced with serious difficulties with a particular 

paper " You have to overcome that because you paid money for that" ( EV2-0407).  

Another cost factor mentioned by the students was that of  t ime. Working hard 

and being successfu l  mean that time was saved and loss avoided. HS,  aged 28,  felt 

the worth and passing of t ime keenly: "/ know the time is very valuable, especially 

with every year that passes you are getting older so you have to" ( 1 -0606). E V also 

felt the pressure to make the most of the time: "/ was already 26 or 27 so [ wanted to 

finish as soon as / could / am doing part-time but / may go back to full-time if there 

is any chance" ( 3-0907). F inishing earlier, maybe by the use of summer school, also 

meant that you became a wage-earner sooner (AZ2-0906) . Like the loss of money 

that accompanied fai lure the loss oft ime was also considered wasteful:  "If you don 't 

work and you study something and you failed it all and you just go back, how much 

time have you already wasted?" (HS 1 -0606) .  

The students and their parents felt that, in the l ight of the investment made, 

they needed to get a significant return. When asked if he considered his study 

overseas a good investment, AZ rep lied: "My parents see it that way. They support 

me to study abroad A lthough they spend a lot of money it is a good investmentfor 

the future" (2-0906). GT expressed this somewhat more obliquely: "Because we 

have hope for the future so we always want to at the end to get what we want after 

we pay a lot of money and time and energy" ( 1 -0606). FU felt that money was a 
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critical motivator: "Most students expect to have more money, so they study. Money 

is the most important thing. . . .  Because if you have money it will show that you are 

a successjitl person. You will have a higher position and other people respect you " 

(FU2-0706) . CX, the o ldest student at 40, saw it more from a generat ional point of  

view but with education st i l l  critical i n  ach ieving the desired objective: " . . .  young 

people have a lot of goals to reach - a luxury home, a luxury car, be a millionaire. 

Education is one way to reach this" (2-0706). 

However, gaining a return on the investment from study cannot be taken for 

granted.  In China, with the ' iron rice bowl '  fading, the number of graduates 

mushrooming, and the job market becoming ever more competitive, having an 

overseas qual ification is no guaranteed entry ticket to wealth and status. The Xinhua 

News Agency ("Enthusiasm for Overseas Study Rationalized', 2005) analysed the 

investment and the return in the fol lowing way: 

According to Hu, [a senior staff member at Golden Orient, an 
intermediate company for overseas study services] the average annual 
income of a Chinese fami ly in a medium-size c ity is around 80,000 yuan 
(around US$9,700), while a s ingle chi ld studying in Britain wil l  spend 
200,000 to 250,000 yuan (around 24,000 to US$30,000). And the 
expenditure for a child in Australia and the United States at the highest 
level is 1 30,000 yuan (US$ 1 5 ,700) and 300,000 (US$36,200), 
respectively. 
However, it was reported early this year that an overseas returned student 
w ithout working experience could expect a monthly income of 2,500 to 
4,000 yuan (around US$302 to US$483) on average. 

While the students in this study are postgraduates, some having China-based 

work experience, and they may return to China with appropriate New Zealand work 

experience the above figures are sti l l  daunt ing. The art ic le claimed that this has been 

a major cause of the fal l  in the number of Chinese students studying overseas at that 

t ime. However, some of the students in this study benefited from being el igible for 

local tuit ion rates and only two ( I R, JQ) intended at the t ime of interviewing to 

return to China on complet ion of their current programme of study. While uncertain 

of their future plans after graduation, it seems the others wanted to build on their 

qualificat ion with related work experience after which five defmitely  and two 

possibly p lanned to return to China. Only one (CX) was a committed immigrant. 

This return rate seems higher than the figures quoted in the above art icle which 

stated: "Sources with the Chinese Ministry of Education said from 1 978 to 2002, 
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more than 5 80,000 Chinese went overseas to study, of whom 1 50,000 have 

returned." It could be that a sizable percentage of the difference could be students 

sti l l  in process with their studies. 

The Desire for Self-Improvement 

The last motivator, alongside meeting fami ly and social 

expectations, a desire for Western learnings, and a need to 

safeguard cost issues, was a desire for self- improvement. ' Self­

hood' is somewhat problematic to defme across the individualist/co l lect ivist 

continuum, if indeed it is a continuum as d iscussed in the l iterature review 

(Schwartz, 1 990; as cited in Gi l lard, 1 998).  The views expressed by the students 

show e lements of individual response constrained by the col lective while others, 

perhaps, begin to indicate influences of more individualistic tendencies. 

A prime means of self-improvement was being a success. EV had the view 

that : "/ just want my life to be a success. A success for me means / don 't want to 

have any regrets when / become older. So, / just want to make my dreams become 

rear' (2-0407). For these students the immediate focus of being successful was to 

achieve well in their studies. Keeping the grade average up ( FU3-0907) and 

overcoming the study problems built confidence and a l lowed the students to "feel 

impressed with themselves" (EV2-0407;  WSA 1 - 1 1 07). But the road to success was 

often a comparative one. As AZ considered those around him he was of the opinion 

that " . . .  most of my friends can finish their studies. Not many students cannotfinish 

their studies" (2-0906) . The success of others means that pathway was a lso open to 

you and fai l ing was abhorrent : "Because / don 't want to be a loser. Everybody else 

can so why can 't [? Sometimes you have to compare yourself with other people" 

( FU3-0907; see a lso WSA I - I I 07). 

However, se lf- improvement was not all about achievement as the students a lso 

expressed a passion for what they were learning. As I R  expressed it: "/ just want to 

enjoy the education"; and interest levels increased effort and enhanced learning 

effectiveness ( I R I -0906) . GT felt that studying in New Zealand was "more ./itn" 

because of the contro l  she had over subject choice and less pressure from people (2-
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0906). Likewise, FU bel ieved that the level of interest in the subject made studying 

a happier experience (2-0706). However, for these students interest motivation was 

not necessarily t ied to the subject as they were prepared to "change . . .  interest" 

(GT2-0906) to ensure that subject success was gained. Maybe for most New 

Zealand students, it is more l ikely that what they are interested in is sacrosanct and if 

anything changes it is more likely to be the subject than their interest levels. 

As well as personal interest in the subject material the students also expressed 

a range of other attitudes to their learning and self-development which may indicate 

s igns of Western influence. GT found that in New Zealand "/ want to do it better ­

no matter if it is big or small thing. / want to finish it and make myself satisfied and 

then / can start the next thing" (2-0906) . The auxi l iary learning that took place 

around the learning was also appreciated. EV appreciated the development of his 

"organisational skills and teamwork skills" (2-0407) while BY valued how the study 

experience would make him a better worker because of "the ideas, how to schedule, 

how to think" (2-0906). However, l ife was not all about study benefits, d irect or 

indirect, as, according to HS, there needed to be time for other objectives in l ife (2-

0906). 

This section has described how meeting family and social expectations, a 

desire for a Western learning, the need to safeguard cost issues, and a desire for self­

improvement motivated the students. It is argued that these motivators, along with 

the strategies ut i l ised by the students, helped contain the fal lout from the fracturing 

of the learner identity. As indicated in the introduction to this section another major 

motivator which forms the core category of this study has been held over unti l  the 

next chapter. This core category extends beyond being so lely a motivator and 

becomes a means of explaining the pattern of behaviour observed in the condit ions, 

interact ions, and consequences (the C IC) of the BSP (Glaser, 1 992). 

THE INTERACTIONS AND TH E LITERATURE 

The l iterature investigated the affective, behavioural, and cognit ive dimension 

of cross-cultural adjustment. The degree of cultural difference between Mainland 

China and New Zealand predicted high levels of ethnic dissimilarity, hesitant host 



Interactions: Fractured Harmony 230 

society receptivity, strong co-ethnic group strength, low social and communicative 

competence, low degree of change preparedness, and some mismatches in 

expectations (see Chapter Two : 'Cross-Cultural Adaptation & The Chinese 

Learner' ) .  These factors highl ighted the s ignificant nature of the cross-cultural 

adjustment faced by the students and the complexity of the variables and the manner 

in which they interact with each other. Whi le it was acknowledged that all students 

face stressful chal lenges, it was the context, character, and quantity of the changes 

and the required speed of adaptat ion that made this adjustment so daunting ( Ward et 

aI . , 200 1 ) . In addition, the responsib i l ity for coping with this change was almost 

solely that of the overseas student. 

Studying overseas results in a change in the students' community of practice 

and a clash of academic cultures (Cortazzi & l in, 1 997) .  In Vygotsky's socia l ­

cognitive model, language is integral to enculturation and entering a new learning 

ecology, especial ly one with a d istinctly different language frame, tears apart the 

establ ished community of practice ( Lave & Wenger, 1 99 1 ), including the learning 

support scaffo ld ing ( Woolfo lk, 2004). This prompts both the need to adapt to the 

new context and an understandable self-protective desire to shelter. The clash of 

cultures does not highl ight a deficit model of learning in e ither the home or host 

context; however, the differences cannot be ignored. As the l iterature suggested, the 

students in this study did not generally fmd the sk i l ls  which had been effect ive for 

them in China or the content of the knowledge they had learnt necessarily transferred 

wel l  into a new context ( Biggs & Watkins, 1 996). 

The l iterature indicated that even though the problems faced by the students 

were significant the students were usually able to overcome these problems and 

adopt the necessary strategies that led to success. B iggs and Watkins ( 1 996, p.  278) 

found that the students' adaptat ion in their study happened "surprisingly quickly." 

Ting-Toomey and Chung (2003) suggested fast adaptation occurs because the 

students are task orientated and Kim (200 1 ,  p .  45) thought it showed a certain 

"plasticity" of mind. Kiln cites Ruben 's  view that l iv ing systems have an inherent 

abi l ity to "restore balance and harmony" (p.  1 37;  as c ited in Kim, 200 1 ,  p. 45) .  The 

fmdings of this study support this understanding. The combined action of rel iance 

on the res i l ient and adaptable strength of the learner identity, the adoption of learning 
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strategies, and drawing on motivational desires enabled the students, as and after 

they weathered the init ial stonn, to move from disequi l ibrium to a new equ i l ibrated 

posit ion. The changes to the learner identity are discussed further in Chapter Seven. 

MODELLING THE INTERACTIONS 

In simi lar fashion to the 'Condit ions ' establ ished in Chapter Five the aim of 

model l ing the ' Interactions ' was to help visual ise the conceptual isat ion or 

theorisation of the BSP.  In dep icting the interactions it has p ictured the fracturing of 

the previously establ ished learner identity by the conflict between the cultures and 

contexts faced by the Mainland Chinese students crossing educational borders. I t  

also indicates the stabi l is ing effect of  the adoption of strategies by the students and 

the influence of the motivators on the students that, along with the cultural strength 

and resi l ience of the establ ished learner identity, held together the fracturing 

elements of that identity. The result of this stage of the model l ing is displayed in 

Figure 6 .5 .  

INTERACTIONS: FRACTURED HARMONY 

Figure 6. 5: Interactions of cross-cultural educational adjustment 
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SUMMARY 

This chapter has described, based on the categories provided by the interview 

data from the participants and the attestors groups, the interactions that comprise the 

central process of the CIC paradigm (Strauss & Corbin, 1 998) .  The categorisation 

process involved the three stage constant comparative approach of grounded theory, 

that is, open, axial, and selective coding. As a result of this process, the categories 

presented within the CIC construct represent not only the findings of the study, but 

the ongoing analysis of it as well .  

This chapter has addressed the interactions, which are the intent ional and 

habituated responses to the conditions faced by the students in crossing educat ional 

cu ltures. While general cultural differences per se were not central to this study and 

while, understandably, the students did not necessarily have a strong meta-awareness 

of cultural issues, the impress of culture and cultural change was evident in their 

l ives and study. The students felt they were not well prepared for the changes they 

experienced and they expressed concern for students who were not able to cope. The 

issue categories that emerged from the data fe l l  into three major groups. There were 

three overarching factors : language, different ways of learning, and cultura l 

differences; four spec ific learning issues: quantity of reading, different teacher 

re lat ionships, assignment emphasis, and writ ing assignments; and three more 

personal issues: looking after self, lack of  support, and financ ial stress. 

It was theorised that these issues fractured the harmony of the students' 

established learner identity. However, a before and after snapshot of the learner 

identity profile saw, that while there were significant changes in the learner ident ity, 

that it was re latively resilient to the pressures acting upon it. This probably was a 

sign of the externally bounded and cultura lly harmonised strength of the identity, 

which was due to its being forged by the largely homogenous macro and micro 

influences within China. In addition, it was theorised, based on the emergent 

categories, that the intentional and habituated use of strategies and motivators 

applied by the students placed a protective force around the learner identity while it 

was in disequil ibrium. 



Cross-Cultural Educational Adjustment 233 

The strategies and motivators fonned the students' key interactions/actions in 

response to cross-cultural educational adjustment. The key strategy categories 

appl ied by the students were: accessing support structures, relying on self, growing 

in language ski lls, growing in learning ski l ls, drawing on prior learning, and 

benefiting from work experience within New Zealand. The prime motivators were : 

the need to meet family and social expectations, a desire for Western learnings, the 

need to safeguard cost issues, and a desire for self-improvement. However, credit 

a lso needs to be given to the enculturated nature and the resi l ience of the learner 

ident ity itse lf. Four elements of the students' interaction were included in the CIC 

model :  conflict ing cultures and competing contexts; the fracturing of the learner 

identity; and the use of strategies and motivators (Figure 6 .5) .  This highl ighted the 

interact ivity of the e lements and the way in which the learner identity was sustained 

through this period of s ignificant change. 

The next chapter, 'Consequences, ' the third CIC stage, examines the effects of 

the changes on the students in regard to the e lements of the learner identity. It also 

discusses the way in which l iving and learning within a new cultural context wove 

new e lements into the fabric of the 'students-as- Iearners ' .  Significantly, it wil l  a lso 

present the core category or central concept of the study which wil l  explain the 

major behaviours observed over the breadth of the CIC process. This concept, while 

being a prime motivator for the students was also found to have the explanatory 

power that was needed to iitlfil the requirements for a core category. The [mal result 

of this theorisation wil l  be presented by way of the completed model .  
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CHAPTER SEVEN 

CONSEQUENCES 

Journey to the West: I M PACTED I DENTITY 

INTRODUCTION 

This chapter has two tasks. The first is to describe the third and last step of the 

CIC paradigm by presenting the 'Consequences ' .  According to Strauss and Corbin 

( 1 998, p. 1 28), consequences are "the outcomes of the actions/interactions" or "what 

happens as a result of action/inact ion." They go on to add that: "Whenever there is 

action/interact ion or a lack of it taken in response to an issue or a problem or to manage 

a certain situation, there are ranges of consequences, some of which might be intended 

and others not" (p. 1 34). In the context of this study, the consequences ident ified were 

the ways in which the students observed or understood their learner identity to change. 

This impact on the identity was a result of the disequil ibrium created by the competing 

cu ltures and confl ict ing contexts, the fracture of the pre-existing harmony of the identity 

e lements, the implementation of learning strategies, and the push-and-pull of prime 

motivators. 

The second purpose of this chapter is to describe the core category. In grounded 

theory the core category or central concept must appear frequently in the data, exp lain 

the relat ionship between categories, be sufftcient ly conceptual, and be able to exp lain 

both variations and the main po ints (Strauss & Corbin, 1 998) .  In  relation to this study, 

the core category of a better future was seen to be the driving force behind the BSP 

( Basic Social Process). Therefore, the core category explains : the forces that helped 

create the established learner identity; the impulse that caused the students to move 

beyond their cultural and educat ional comfort zone and venture overseas; the desire that 

helped them to withstand the fracturing of the harmonious learner identity; and the 

adaptiveness that brought about foundational changes to who they were as learners. 
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CONSEQUENCES: I M PACTED I DENTITY 

When considering the consequences of the interactions/actions on cross-cultural 

educational adjustment, the impact on the learner identity may be seen in two ways. 

One consequence may be where the learner ident ity e lements undergo some degree of 

internal change or transformation. These types of  changes may be termed alterations. 

Chapter S ix (see: ' Fractured Harmony' )  noted this type of impact on the learner identity 

e lements. This area of change wil l  now be addressed in more depth. The second 

consequence may be the creation of new identity e lements that may not previously have 

had a conscious profile or may not have existed . These may be termed 

accommodations. Whi le  these may not be 'new ' in the sense that they did not exist at 

al l  in the learner identity of  the students before studying in New Zealand, these e lements 

are s ignificantly ' more' in terms of their role in the enlarged identity profile. 

The consequent ial changes to the learner identity elements of cross-cultural 

adjustment were introduced in Chapter Six. Under ' Fractured Harmony' it was 

observed that the e lements experienced s ignificant change yet sti l l  retained a certain 

degree of stabi lity. This change has been analysed by examining the students' ratings of 

'how-true-for-them' the e ight learner identity e lements were in China compared to their 

ratings of the elements in the New Zealand context. The ratings of the e lements in 

China were taken while the students were in New Zealand and looking back to their 

experiences in China. 

The change for each learner identity e lement has been shown for both partic ipants 

and attestors in F igure 7. 1 .  For example, the flfst learner identity element presented is  

'Teacher Centred. '  The figure compares the rating of being teacher centred as an 

element of their learner identity in China to how it  was rated in New Zealand. A 

comparison is g iven for the partic ipat ion group flfst and then the attestat ion group. This 

is repeated for all e ight identity elements across the chart from left to right. The 

relat ive ly smal l  s ize of these groups means that care needs to be taken not to general ise 

these results beyond these participants. The ratings were based on a five-point Likert 

scale: 5 - very true; 4 - mostly true; 3 - sometimes true, sometimes not true; 2 - seldom 

true; 1 - rarely true. The changes in the ratings between China and New Zealand and 

between the two groups (participants and attestors) are discussed in the next section. 
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Figure 7. 1 :  Comparisons of learner identity change 

Alterations:  Impact on the Established Learner Identity 

As described in Chapter Four, the profi les of the participation and attestation 

groups were simi lar in nature. That is, all members of both groups were Mainland 

Chinese, postgraduate students studying business at Atherton University. The one 

exception to this was one member of the attestation group (ZV) who was a student of 

the sciences. In terms of differences between the groups some factors may be relevant 

I 

in understanding their responses. Whereas the participant group was largely drawn 

(80%) from the northern campus, the attestation group was comprised of students from 

the main campus of Atherton. This, for example, could help explain differences in how 

the two groups fe lt they were supported. Also, the partic ipation group had at the time of 

making these comparisons undertaken three in-depth interviews on this area of cross­

cu ltural educat ional change and may have had more time to reflect on and, therefore, 

had a greater awareness of the issues. The attestation group in comparison was making 

its assessments based on one interview. 

Another difference could be t iming. The part icipant group interviews were 

general ly held during mid-semester hol iday breaks ;  whereas some of the attestation 

group members had just finished their exams and had been possibly under more 

pressure recently. This for example, may help to explain the significant ly difference 

between the partic ipant group and the attestation group in regard to 'Worked Hard ' .  In 
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addit ion, the smal ler size of the attestation group (four students) may have resulted in 

the, generally, higher range in ratings for the results from this group. Each of  the 

learner identity elements are analysed below. The analysis has taken into account these 

contextual factors in order to help understand the changes the students faced in their 

learner identity elements. 

For each of the tables below (Table 7 . 1 to 7 .8), a more in-depth look at the rating 

for each learner identity element is displayed. A comparison is made on each table 

between how the students rated each of the e lements; first, in how they rated the 

e lement in China, as they looked back from New Zealand; second, how they rated that 

e lement in re lation to their educational experience in New Zealand. Th is comparison is 

shown in two ways: first, as an average rating; second, showing each student ' s  rating 

for that learner identity e lement . Comparing the data 'vertically' highlights the change 

in the learner ident ity between how it was perce ived in China compared to New 

Zealand. In another form of comparison, the ratings of the participant group in re lation 

to the attestation group are shown. Comparing the data 'horizontal ly' is a means of  

verifying the data, as  discussed in  Chapter Four, between the original participant group 

and the attestation group. 

Much Less Teacher Centred 

Both groups, participants and attestors, indicated that there was a 

very s ignificant decrease in the degree to which their learning was 

teacher centred in New Zealand. This is evident in the Likert scale rating given by the 

groups ( see Table 7 . 1 ) . The participant group moved from a rating of more than 

'most ly true' in China (4.250) to a rating moving towards 'se ldom true' in New Zealand 

(2 .500). The attestation group experienced this change less than the participants, but it 

was stil l  s ignificant. In fact, this is the only learner identity e lement which showed a 

decrease in being 'true' for both groups of students as they crossed cultures. Only one 

student, YU of the attestation group, rated her experience of learning in New Zealand as 

more teacher centred (4: 'most ly true')  than what she had experienced in China ( 3 :  

' sometimes true; sometimes not true' ) .  



Cross-Cultural Educational Adjustment 239 

Table 7 . 1 :  

Comparison of 'Teacher Centred ' ratings 

TEACHER CENTRED (Te) Participants Attestors 

Rating of TC in China Average : 4. 250 3 . 500 
Student : AZ BY ex DW EV FU Gl H S  : WS Xl YU ZV 

0 

Rating : 5 4 3 5 4 4 4 5 0 4 3 3 4 0 

Rating of TC i n  NZ Average : 2. 500 2. 625 
Student : AZ BY ex DW EV FU Gl HS : WS Xl YU ZV 

0 
0 

Rating : 3 4 2 2 2 3 3 0 3 3 4 

The reason for this potent ial ly significant change may be found, in part, in the 

respect given to and the role of the teacher in Chinese society (see Chapter F ive: 

'Teaching Processes' and ' Identity E lement One : Teacher Centred' )  and the 'D ifferent 

Teacher Relat ionships' encountered at Athel10n University ( see Chapter Six) .  In 

essence, this change was one from informat ion receivers to knowledge gatherers. This 

in turn led to the adoption of learning strategies to cope with this ro le change (see 

Chapter Six: 'Growing in Learning Skil l s ' )  and transformations to new aspects of 

learner identity, as is d iscussed in the next section (' Accommodations ' ) .  That the 

change in being 'Teacher Centred ' caused s ignificant disorientation may be seen in the 

ranking of the issues the students faced. The attestation group rated different teacher 

relat ionships as the second most s ignificant learning issue and different ways of 

learning as the second most significant overarching issue they faced (see Chapter Six :  

'Fractured Harmony') .  

Still Supported 

The participants and attestors showed opposing viewpoints on where 

they felt supported the most (see Table 7 .2) .  The part icipants felt more EJ 
supported in China whi le the attestation group felt more supported in New Zealand. 

The paJ1icipant group rated 'supported' as 4.000 ( 'most ly true ' )  in China compared to 

3 . 500 in New Zealand. In comparison, the attestation group rated support in China at 

3 .250 (almost ' sometimes true; sometimes not true' )  but support in New Zealand at 

4 .250 (more than ' most ly true' ) .  It would, perhaps fo l lowing the participant group, be 
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expected that the loss of societal, famil ial, and co llegial support networks wou ld cause a 

dramatic drop in the degree to which the students felt supported in the new context at 

Atherton University. Being supported was the second strongest learner identity element 

for this group of students in China (see Chapter Five : ' Identity E lement Two : 

Supported') .  The significant change in support structures would, it is assumed, most 

l ikely be indicated in ratings such as those of the participant group, or even a wider 

range in the countries comparison. 

Table 7 .2 :  

Comparison of 'Supported ' ratings 

SUPPORTED Pa rticipa nts Attestors 

Rating of Supported in China Av. 4.000 3 . 250 
0 

Student AZ BY ex DW EV FU GT HS : WS XT YU 
0 

Rating 5 4 5 3 3 4 4 4 0 3 2 5 
0 
0 

Rating of Supported in NZ Av. 3. 500 0 4.250 0 
0 

Student AZ BY ex DW EV FU GT HS : WS XT YU 

Rating 5 3 5 2 3 3 4 3 4 4 4 

ZV 

3 

ZV 

5 

The students responded to this change in fee l ing supported by the adoption of 

compensatory strategies. They tended to access support structures that were acceptable 

to them and to become more self-re l iant ( see Chapter Six: 'Supporting Strategies ' ) .  The 

difference in ratings between the partic ipants and attestors groups may be due to factors 

such as variations between the main and northern campuses of Atherton University in 

the level of co-ethnic contact and university support services available. A perceived 

lower level of support services and less ease of support access at the northern campus 

may have caused the participant group to have felt less supported. Most of the 

participant group ( 80%) attended the northern campus while the ent ire attestation group 

were enrol led at the main campus. Only one of the attestation group, VU, scored her 

experience of being supported as being less in New Zealand. However, no members of 

the participant group believed they were better supported in New Zealand ; half of the 

group felt less supported in New Zealand than they had in China. There may be some 

cultural reluctance to decry the level of  support offered within the new cultural context , 

and at Atherton in particular, but this would be expected to be evident for both groups. 
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Working Harder 

The students came from a context that believed in the efficacy of  

hard work (see Chapter F ive: ' Ident ity E lement Three: Working Hard ' ) .  

They attributed success in l ife and study to  be in a functional re lat ionship with the 

amount of effort expended. The participant group felt that they worked at about the 

same level as they had in China, whereas the attestation group felt that they were 

working markedly harder in New Zealand (see Table 7 .3) .  While a l l  four of the 

attestation group thought they were working harder in New Zealand, only two members 

of the participant group (EV, HS) felt the same. From an external view, it would be 

presumed that overcoming the overarching issues ( language, culture, and learning) as 

well as specific learning issues would have triggered a response of needing to work 

harder in order to succeed. 

Table 7 .3 : 

Comparison of ' Working Hard ' ratings 

WORKING HARD (WH) Participa nts Attestors 

Rating of WH in China Average 3. 750 2. 750 
Student AZ BY ex DW EV FU GT H S  • WS XT YU ZV 

Rating 4 4 5 5 2 3 4 3 2 2 4 3 

Rating of WH in NZ Average 3.625 5 .000 
Student AZ BY ex DW EV FU GT HS WS XT YU N 

Rating : 3 3 5 3 4 3 4 4 5 5 5 5 

The reason the participation group felt they worked at about the same level in 

New Zealand as they had in China may possibly be explained by the nature and t iming 

of their interview processes. During the in-depth interviews with the participant group 

the grinding hard work associated with gaining entry to university through the primary 

and, especial ly, the high school years was considered at length (see Chapter F ive 'The 

National University Entrance Examinat ion' ) .  This was in contrast with study at 

university which was generally considered to be ' re laxed ' .  The attestation group may 

have ranked the level of work higher in New Zealand because they had less t ime, with 

only one interview, to consider this comparison. In addition, the timing of the 

interviews for the attestation group just after their exams may have influenced their 
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rating of this issue. The participant ratings, as noted earlier, were usual ly held during 

break periods. It may be fair to say that the amount of hard work required to be 

successfu l  in the New Zealand context relates in a simi lar way to the work required to 

enter university in China; but it compares unfavourably with the work required in the 

university context in China. 

Still Pressured 

The learner identity e lement ' Pressured' showed l ittle change 

between how stressed both groups of students felt in China and in New 

Zealand ( see Table 7.4). Again, it may have been presumed that learning in a new 

culture and context may have increased the students' sense of pressure. The stabi l ity of 

this e lement may be explained by the general ly high level of pressure the students faced 

in China and the acceptance of this pressure as a necessary requirement of being a 

successful learner (see Chapter F ive: ' Identity E lement Four: Pressured ' ;  Chapter Six: 

' Meeting Family & Society Expectations ' ) .  

Table 7.4:  

Comparison of 'Pressured ' ratings 

PRESSURED Pa rticipants 

Rating of Pressured in China Av. 3.625 
Student AZ BY ex DW EV FU GT 

Rating 3 4 3 S 5 2 4 

Rating of Pressured in NZ Av. 3 .500 
Student AZ BY ex DW EV FU GT 

Rating 2 3 5 4 3 4 3 

More Effective Skills 

Both groups of students felt that their level of  learning ski l l  

effectiveness had been enhanced by the process of cross-cultural 

Attestors 

4.000 
HS WS XT YU ZV 

3 4 4 4 4 

4.250 
H S  WS XT YU ZV 

4 5 5 5 2 

educational adjustment (see Table 7 . 5 ) .  The attestation group rated the effectiveness of 

their ski l ls in China as only 2 .750 ( nearly 'sometimes true; sometimes not true'  
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according to the L ikert scale) while in New Zealand it was rated at 4 .250 (more than 

' most ly true ' ) .  The part icipant ratings were s imi larly distinct but the difference between 

China and New Zealand was not so marked. Al l  but one student ( BY) felt their learning 

skil ls were as effective as or more effective than they had been in China. The lower 

rating of the ir learning ski l l  effectiveness in China, may have been influenced by their 

experiences in New Zealand. The ski l l s  they had in China al lowed them to be 

successful (as gauged by gaining entry to university) but they were felt to be less 

adequate for the new learning tasks in a d ifferent learning ecology (see Chapter Six: 

'Different Ways of Learning ' ) .  However, by the end of about three semesters of 

learning both groups appreciated being able to operate with an enlarged set of learning 

skil ls ( see Chapter Six: 'Growing in Learning Skil l s ' ;  'A Desire for Western Learning ' ) .  

Table 7 . 5 :  

Comparison of 'Effective Skills ' rating 

EFFECTIVE SKILLS (ES) Participants 

Rating of ES in China Average : 3. 250 
Student : A Z  B Y  e x  DW EV FU GT 

Rating : 4 4 4 2 3 3 3 

Rating of ES in NZ Average : 3 . 8 7 5  

Student : AZ BY ex DW EV FU GT 

: 
Rat ing : 4 3 4 4 4 4 4 

Greater Success 

Overa l l, the students felt at least as successful as students at 

Atherton as they had in China; however, those from the attestation 

Attestors 

2 . 750 
H S  W S  XT YU ZV 

3 1 3 4 3 

4 . 2 5 0  

H S  WS XT YU ZV 

4 4 4 4 5 

e 
group felt particularly more successfu l (see Table 7 . 5 ) .  The attestation group rated their 

success as students in New Zealand at 4 .250 (more than ' mostly true ' ) ;  in China it was 

rated at only 2 .750 (nearly 'sometimes true; sometimes not true ' ) . Having overcome so 

many issues and chal lenges in New Zealand to reach the point that they were about to 

complete their graduate certification, fee l ings of success were not surpris ing. The 

participant group showed only a marginal increase in how successful they felt about 

themse lves as students. However, only two students (CX, GT) felt less successful in 

New Zealand compared to their experience in China. It is difficult to say why the 
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attestation group was more sure of this change than the part ic ipation group. The 

motivation for success is intrinsic to the basic social process of cross-cultural 

educational adaptation. In Chapter Six ' A Desire for Self-Improvement ' was 

fundamental to that drive for success, as were the other prime motivators ( , Meeting 

Family & Society Expectations ' ;  ' A  Desire for Western Learnings ' ;  ' Safeguarding Cost 

Issues ' ) .  This is especially true of the core category, which wi l l  be discussed later in 

this chapter. As noted above, to achieve success the students were prepared to work 

hard, accept significant pressure, and adapt to the new context . 

Table 7 .6 :  

Comparison of 'Successful ' rating 

SUCCESSFUL Participa nts 

Rating of Successful in China Av. 3. 125 
Student AZ BY ex DW EV FU GT HS 

Rating 3 3 S 3 2 2 4 3 

Rating of Successful in NZ Av. 3. 250 
Student AZ BY ex DW EV FU GT HS 

Rating 4 3 3 3 3 3 3 4 

Still Competitive 

The attestation group, as was general ly the case, had a greater 

average rating range than the partic ipant group (see above for possible 

Attestors 

2 . 750 
WS XT YU ZV 

3 2 4 2 

4.250 
WS XT YU ZV 

4 4 4 S 

explanat ions: ' Alterations' ) .  Overal l, the students general ly saw themselves as only a 

l ittle more than 'sometimes true; sometimes not true' for being competitive in both 

contexts (see Table 7 .7) .  The variety in the scores of the individua l  students, especial ly  

in the part icipant group, makes any kind of change in the rating of the ident ity e lement 

hard to determine. Marginal ly, the students saw themselves as more competitive in 

New Zealand than in China. A number of reasons could be suggested, including : the 

need to work harder; the desire to return to the previous level of success that they had 

achieved before coming to New Zealand; the loss of the more collaborative 

relationships the students had experienced in China; a possible lack of understanding of 

the less normative approach to assessment in New Zealand; and the potential 

comparison with K iwi students who seemed more ' re laxed' .  



Cross-Cultural Educational Adjustment 245 

Table 7 .7 :  

Comparison of 'Competitive ' rating 

COMPETITIVE Participants Attestors 

Rating of Competitive in China Av. 3.000 3 . 250 
Student AZ BY ex DW EV FU GT HS WS XT YU ZV 

Rating 4 4 3 2 3 3 4 2 2 5 4  

Rating of Competitive in NZ Av. : 3. 125 3 . 750 
Student : AZ BY ex DW EV FU GT HS WS XT YU ZV 

Rating : 3 4 1 3 3 4 3 4 3 2 5 5  
, 

Better Knowledge 

The students had, in hindsight, concerns about the different nature 

of the knowledge learnt in China. Their reasons for this are discussed in 

' Language' ,  ' Different Ways of Learning' ,  and ' Drawing on Prior Learning' in Chapter 

S ix .  However, they also felt that their learning in China did provide a good base of 

knowledge (see Chapter Five: ' Knowledge and Skill Growth ' ;  ' Identity E lement E ight : 

Good Knowledge ' )  and that this knowledge was of some help in the New Zealand 

context . Both the partic ipat ion and attestation groups evaluated the quality of 

knowledge acquisition favourably. The attestation group again had a wider range than 

the partic ipant group; moving from a rating of ' sometimes true; sometimes not true' for 

the quality of knowledge gained in China to a ' mostly true' in New Zealand (see Table 

7 .8 ) .  Only CX, a masters graduate in China, ranked 'good knowledge ' higher in China. 

Table 7 .8 :  

Comparison of 'Good Knowledge ' rating 

GOOD KNOWLEDGE (GK) Participants Attestors 

Rating of GK in China Average 3.000 3 .000 
Student AZ BY ex DW EV FU GT HS WS XT YU ZV 

Rating 4 3 4 3 3 3 3 NR 3 4 2 

Rating of GK in NZ Average 3. 500 4.000 
Student AZ BY ex DW EV FU GT HS WS XT YU ZV 

Rating 4 3 3 4 3 3 4 4 4 4 4 4 
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Alterations: Assessing the Impact 

The last section, with reference to the data analysis and the comparative ratings of 

the learners, has shown that the learner ident ity e lements were impacted by cross­

cultural educational adjustment. For both participant and attestation groups, only one 

learner identity element, 'Teacher Centred' ,  showed a marked and consistent drop in 

rating between China and New Zealand. Being 'Supported' ,  ' Pressured' ,  and 

'Competit ive ' were at a simi lar level .  However, ' Working Hard', 'Effective Ski l ls ' ,  

'Successful' ,  and ' Good Knowledge ' showed increases in how the students perceived 

themselves as learners. It may be that the increase in these four elements was a 

compensatory adjustment for the learning being less teacher centred. The effect on 

learner identity caused by s ignificant adjustment issues may have been expected to have 

a more negative influence on the students' view of themselves as learners and their 

learning. However, as the l iterature review noted, increases in competence and personal 

growth as a result of cross-cultural change tends to be minimal ised ( Pedersen, 1 995) .  

In  Chapter Six (see: ' Fractured Harmony' ) i t  was argued that the strength and 

res i l ience of the learner identity protected it from some of the shockwaves associated 

with changing educational cultures. It was also suggested that the adoption of learning 

strategies and drawing on prime motivators created a constraining force that prevented 

the learner identity from serious fracture. Therefore, a combination of factors was at 

p lay in the adjustment dynamic. However, the timing of the evaluation, at the end of 

approximately three semesters of learning, may depict a scenario where the worst of the 

destabi l is ing effects may have been countered by the dynamic interplay of resi l ience, 

strategies, and motivators. As noted in Chapter Six, it was not possible, due to the 

logistics of the grounded theory methodology, to undertake this assessment at, say, the 

end of the first semester. This is usually regarded as the most difficult transition period. 

Three other factors may explain why the overal l  change to the learner identity 

e lements, for these groups of students, was relat ively posit ive. F irst, as noted in the 

l iterature review, attribution theory argues that " . . .  individuals are motivated to discover 

the underlying causes of their own performance and behaviour" (Santrock, 2008, p .  

459) .  When students are under pressure they may examine the three dimensions of 

causal attributions ( locus, stabil ity, and contro l labi l ity) and conc lude that there are a 

mix of internal, unstable, and control lable reasons for a lack of performance. I f  that is 
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the case, then they may be prepared to make the changes that could lead to more 

posit ive outcomes. In this study'S assessment of learner identity change the one factor 

that was beyond the students' abi l ity to change was the difference in teacher role and 

relationship, which helps explain its drop. The second factor that may have ultimately 

reduced the negative influence of the changes is the value p laced on education within 

the Mainland Chinese cultural context (see Chapter Five: ' The Value and Price of 

Education' ) .  This high valuation for education helps create and maintain the drive to 

make the necessary changes to ensure the desired outcomes. 

The third factor that may help to explain the positive impact on learner identity is 

that the stories of the students in this study were largely ones of success. The overall 

performance of Main land Chinese postgraduate students beyond the students involved 

in this study may, or may not, also show a higher level of success than that for 

undergraduate students from Mainland China. Certainly, there was a concern among 

the students in this study for the stories associated with the perceived poor performance 

of some students (see Chapter Six: ' Conflicting Cultures - Competing Contexts ' ) .  In  

almost al l  cases, the students in  this study had completed successful ly some form of 

undergraduate education in  China before coming to New Zealand. Two of the students 

in the part icipation group may not have had a totally successful  study experience in 

New Zealand. However, identification of individual 's  academic results fal ls beyond the 

scope of this study. Therefore, while some students left before the intended completion 

of their studies, it is not possib le to confirm whether this was related to academic issues 

or to other matters, such as changes in personal circumstances. 

The change by way of alterat ion to the learner identity e lements for the students in  

this study may be  described, overal l ,  a s  positive. Some of  the reasons for this have been 

highlighted above. Having noted the type, and to some extent gained an indication of 

the scale and direction of change, the next section investigates whether any new 

elements were accommodated by the students into their learner identity profile.  

Accommodations: New Dimensions of Learner Identity 

In addition to the students experiencing a lterations to their establ ished learner 

identity, it may be expected that the disequi l ibrium associated with this change could 
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lead to the accommodat ion of new elements into their learner profile. A number of such 

e lements emerged from the data. The most significant of these are that the students 

became more independent, more practical ly  ski lled, more organised, more co-operat ive, 

and more interested. These five e lements wi l l  be described and a number of other 

influences on the students as learners wi l l  be mentioned. Then the ' true-for-me ' rating 

by the attestation group for the five e lements wi l l  be reviewed. 

More Independent 

While some students bel ieved they had studied independently 

in China, there was a lso a culturally influenced d imension to how 

More 
Independent 

they cooperated in their study ( see Chapter Six: ' Different Ways of Learning ' ) .  

However, during the time the students studied in New Zealand there was a sense for 

many of them that they either were becoming or had become more independent (AZ3 -

1 007; EV3-0907; FU 1 -0406; GT3-0907; HS  1 -0606) .  The student comments focused 

initia l ly on how they became aware of, and the significance of the change in, the 

teacher's role within the new learning context. The change of perception about the 

teacher's  role led to the students making adjustments to their learning identity in terms 

of becoming more independent. 

Teacher expectation and the assessment requirements helped create the setting for 

this change (see Chapter Six: ' Different Teacher Relat ionships' ;  ' Assignment 

Emphasis ' ) .  BY noted that the New Zealand teacher expected more independence: 

"The NZ teacher never tells you anything about [how to organise your study] . They just 

tell you this is your project. How to complete it is your business" (2-0906) .  HS  also 

saw this change being driven by the workload difference between university in China 

and New Zealand, where the greater workload in New Zealand meant there was " . . .  

more work that we have to do by ourselves" ( 1 -0606) .  Another contextual reason for 

the change was that the freedom of choice the students had regarding programmes and 

subjects meant they were required to make dec isions with greater independence ( see 

Chapter Six :  'Growing in Learning Skil ls ' ) .  

One of the causes, as  well a s  a consequence, of  becoming more independent was 

the development of a different set of thinking skil ls .  FU believed that : "In the New 
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Zealand way the professor always encourages you to have your own ideas. It helps you 

develop critical thinking skills" (3-0907) . Some of the debated implications of CH Cs 

are that they develop a present based on the past, do not foster a sense of independence 

and creat ivity in thinking, and, educational ly, breed reliance on the teacher (see Chapter 

Two : 'Current Legacy') .  GT felt that in New Zealand, " . . .  maybe, the education will 

encourage the students to think something by themselves" (3-0907). Others expressed 

ways in which they had experienced this thinking shift:  "I can think deeper"; "I am 

more open minded. . . .  I also feel I 'm able to express my ideas more easily. So, I can be 

unique - not only in study but in many things" ( FU3-0907) ; "I have become a more 

logical person" (EV3-0907);  "It has broadened my mind and my thinking" (CX3-0907); 

and "[ 1 know] how to transform my knowledge in different contexts" (GT3-0907). 

Other consequences flowed from a greater sense of independence. Not only were 

they enabled to think in a different way, they also learnt how to become knowledge 

gatherers through research and self-study (CX3-0907; FU3-0907). Even though this 

was stressfu l, DW understood it as something more personal than the stress in China 

and, therefore, somehow better. H e  said : "Compared to the stress I studied in China, 

this stress isfrom myself; my heart. I realised I should do it like that. In China, the 

pressure is from society" (3-EQ). In becoming more independent AZ felt the Chinese 

students became more independent not only in their study but the wider c irc le of l ife :  "I 

think [Chinese] students in New Zealand are more independent. They can, when they 

study, earn some money and support themselves " (2-0906) .  GT bel ieved that 

developing independence had posit ive imp l icat ions for the future as well. "I think it is 

very good because as a natural person we need to be independent in our fitture jobs. If 

we learn how to deal with it now, then it will be easier to carry onfrom university" (3-

0907). AZ bel ieved that returning to the more collectivist Chinese context with a more 

independent outlook was "not a problem" (2-0906) . However, other studies, such as 

Butcher's (2002), found that re-entry to the home culture can be fraught by a number of 

issues, including a change in posit ioning on an individual ist-collectivist continuum. 

More Practically Skilled 

The learning at Atherton combined both the theoretical and the 

practical .  In Chapter Five ( ,Teaching Styles and Effectiveness' ; 
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' Identity E lement E ight: Good Knowledge ' )  an emphasis on theory was seen to be the 

teaching/learning focus in China and in Chapter S ix ( ,The Desire for Western 

Learnings ' )  the students expressed their appreciation for the practical component of 

their studies on New Zealand. The emphasis on theory in China meant students felt 

they were not as able to develop practical ski l ls (EV I -0906; FU I -0406; GT I -0606; 

GT3-0907) and were not often exposed to teachers who had practical experience (AZ l -

0506; I R I -0906), which could lead to being less than prepared for their future careers 

(AZ I -0506; CX3-0907; GT I -0606). DW bel ieved that the "The main difference in New 

Zealand teachers is that they focus on the real questions. Not only the theoretical. 1 

think this is very useful to examine the real questions" (2-0906) .  AZ agreed and gave 

an example of the practical focus he appreciated: "For one paper this semester, our 

lecturer asked us to download datafrom the internet and also used the approach to 

teach in class. So 1 think it is more practical to use [this] approach in class . . .  " (2-

0906) . 

This resulted in the development of a skil l  set that included both learning and job­

related skills. BY appreciated learning how to research (3 -EQ) and FU valued the " . . .  

way to think, to structure, to schedule" (2-0706). BY commented further by comparing 

the different learning contexts: "It is very helpful to Chinese students, 1 think, because 

in China students were always taught how to memorise, how to fill their brain with 

knowledge and here they can learn how to use, how to create - that is very helpful, very 

useful" (2-0906) .  The practical aspect of their education was described as "usefitf' 

( BY2-0906; DW2-0906;  FU3-0907 ; HS-EQ), "helpful" (BY2-0906; FU2-0906), "more 

concrete" (GT3-0907), and "connected" ( DW2-0906). This change in emphasis was 

seen by GT as a " . . .  good thing. 1 always think during your study times that putting 

your practical with your theory study is the best way. So, 1 like the practical education" 

(2-0906). However, as noted in Chapter Six, CX, the o ldest student, while having some 

reservations, believed that his education in China was sufficiently practical to prepare 

him for employment (3 -0907) and ZV valued the theory base that she brought with her 

from China (A3- 1 207) .  Also, the emphasis on the practical caused learning issues for 

the students. Those issues surrounding culture, language, and constructing assignments 

that required practical applicat ion have been noted in Chapter Six (see: 'Conflict ing 

Cultures - Competing Contexts ' ;  ' Cultural Differences ' ;  ' Language' ;  'Assignment 

Emphasis ' ) .  
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More Organised 

In China, the students had noted that their parents ( see Chapter 

Five: ' Parental Desires and Expectations ' ;  'The Chi ldren ' s  

I More 
I Organised 
i 

Response ' )  and their teachers (see Chapter Five: ' Ident ity E lement One : Teacher 

Centred' )  took a significant role in p lann ing, choosing, and organising the study 

processes. However, in the new learning mil ieu they were separated from their parents ' ,  

and society's, more direct influence and the teachers in  New Zealand did not see 

themselves as being in the centre of the learning processes. This change, as wel l  as 

helping to create the need to be more independent, meant that the students had to take 

more responsibi l ity for organising themselves and their study. BY believed that : "To do 

well [at Atherton] you must know how to schedule, how to plan, how to do your 

assignment." This meant that the need to be more organ ised (GT3-0907), better time 

managers (EV3-0907), and more "step-by-step" (GT2-0906) were important in order to 

succeed. To some extent, it was not only the style of teaching but also the work output 

required by the continuous assessment process that demanded these discipl ines (see 

Chapter Six: ' Assignment Emphasis ' ) .  

More Cooperative 

The change in re lational networks between the two learning 

contexts has already been noted above ( see above: ' Supported ' ;  

More 
Cooperative 

'Competit ive ') .  In Chapter S ix (see: ' Different Ways o f  Learning ' )  it was seen that the 

students continued to favour the less formal co-etlmic support groups that they had been 

used to in China (EV 1 -0906; FU 1 -0406) ,  even though these were harder to form and 

maintain in New Zealand (EV2-0407) .  In China, the learning environment had a strong 

relational element as well as ready-made contacts for study issues, a lthough the learning 

assessment was individual ised through the examination emphasis (see: 'Supported' ) .  

Yet, the students felt that they cooperated more in New Zealand than they had in China. 

Perhaps one way of understanding this change in learning identity emphasis is to 

see a switch in the focus of cooperation: away from the relationa I and more focused on 

task. I t  may also signal a shift from a desire to cooperate to a need to cooperate. The 

need to be more task cooperative was reinforced by the culture, language, and content 
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d ifficult ies that forced them to seek clarification and confirmation about what they were 

learning (AZ3- 1 007; GT 1 -0906; HS2-0906) .  JQ said ( 1 - 1 006): "Here you have to 

cooperate with other students to complete your study." This obligation or need to 

cooperate more was particularly evident during the early settl ing in period or when 

faced wit h  a ' difficult ' paper. This was GT's experience: "J remember during last 

semester when we got a paper it 's hardfor us to understand at first. So, before this test, 

some of our classmates decide to discuss it together one day in the library to prepare 

for every question and put all the questions together. J found it is good" ( 1 -0606) .  H S  

a lso felt this need when uncertain about assessment requirements: "But maybe you can 

get an ideafram the student what the tutor really wants you to understand, what he 

really wants you to know" ( HS2-0906). 

I t  was also noted in  Chapter Six (see: ' Different Ways of Learning') that more 

formal c lass and assessment groups were not necessarily 'enjoyed ' by some of the 

students. However, the more formal networks that were part of the Atherton learning 

environment could provide some relational benefits, particularly with Kiwis, ( PU 1 -

0406) and learning about team/group dynamics (EV2-0407; JQ 1 - 1  006) , which they 

could see was helpful in their future workplaces. EV, who had stressed his disl ike of 

working with fel low Chinese students in formal groups, also felt that : "J think being in a 

study group you will find it more useful than studying by yourself You have to talk to 

your group members. In NZ you must do presentations in your groups. When you 

become a group it 's good to have some people with the same interests. You are 

studying hard and always contacting one another" ( 1 -0906). Therefore, even though 

accessing support from other students was sometimes problematic, the dual forces of 

need and task demanded that the students cooperate more than they had in China. 

More Interested 

The last major added dimension to the students' learner 

ident ity was that they became more interested in their learning. BY 

More 

I : Interested 

and DW struggled to find their learning interest ing in China (respect ively: 1 -0506; 3 -

EQ)  and GT commented that in  China having good interest levels in your subject could 

depend on the degree of personal freedom that you had in choosing your major, which 

was sometimes quite l imited ( 1 -0606; see also HS3-EQ). Indeed, coming to study at 
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Atherton, with its various d imensions of choice, often created a higher sense of interest 

in learning (CX3-0907; DW2-0906; FU2-0706; HS3-EQ) and the content being learnt 

( FU 1 -0406) .  The students' level of interest l ifted their level of sat isfaction, and 

performance in, learning (EV 1 -0906; FU2-0706; FU3-0907; I R I -0906) . The new 

context, and its novelty (FU3-0907), also affected how the students approached their 

learning. GT said: "But here I think it is more fun because I learn just because I like it. 

It 's more about your interest and not about other things like the pressures coming from 

other people" (2-0906). 

The students also mentioned a range of other ways that they, as learners and 

people, had been affected by their study in New Zealand. Some felt a greater awareness 

of life balance issues (AZ3 - 1 007 ;  GT3-0907) while others felt culturally broadened by 

their l ife and study experience in New Zealand ( FU3 -0907; GT3-0907; I R I -0906).  

Some students felt both the need to be and to have become more confident and 

courageous people and learners ( DW3-EQ; EV3-0907; FU3-0907 ; GT3-0907). There 

was also some sat isfaction with having gained better Engl ish ski l ls (AZ3 - 1 007; CX3-

0907) .  However, the most frequent ly mentioned changes were the five highlighted 

above: more independent, more practically ski l led, more organised, more co-operative, 

and more interested. 

Accommodation: Assessing tlte Impact 

The five areas of accommodation were a matter of discussion with the attestation 

group and they were asked to rank, by means of the Likert scale used previously, how 

' true-for-them' these changes in learner identity were. Table 7 .9  (below) indicates that 

the students in the attestation group felt these changes were e ither ' very true ' or ' most ly  

true ' for them. Although the sample size is sma l l, the ranking order for the changes 

were: more interested, more independent and more organised were equal rated, then 

more co-operative, and final ly more practical ly  ski l led. 

However, on being asked to comment generally on these changes, most talked 

about the greater need for independence and the changes this caused (see above: ' More 

Independent ' ) .  ZV, the science student, said: "I brought [with me] that part of still 

being dependent on the lecturer but then I realised that I really can 't do that. I can 't 
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really rely on my lecturer and my supervisor to learn. I have to learn myself' (A3-

1 207) .  The ski l ls  needed to be independent or "active" in their learning were a lso 

believed to be major factors in fmding the right career path after study ( WSA 1 - 1 1 07;  

XT A I - I  1 07) .  Being interested in your learning was seen by YU as being a function of 

choice and being organised was essential to success ( A2- 1 207) .  Another means of 

achieving success was to cooperate with others. WS said: "It is pretty hard living by 

yourself in another country. You need somebody to help you and you need to work with 

somebody. Just like here in New Zealand or in theluhlre you 've got to be learning how 

to cooperate with other people" (A 1 - 1 1 07) .  

Table 7 .9 :  

A ttestation group ratings of internal impacts on learner identity 

More More More More 
More 

STUDENT 
Interested Independent Orga nised Cooperative 

Practically 
Skilled 

WS 4 5 4 4 4 

XT 5 4 4 4 4 

VU 5 4 5 4 4 

ZV 5 5 5 5 4 

The Consequences and the Literature 

The l iterature on the educational adjustment of Mainland Chinese students tends 

to major on the adaptation process and not necessarily the outcomes. According to 

Ward et al . (200 1 ,  p. 1 43 ) :  

. . .  the l iterature on internat ional students broadly appears t o  cover four 
areas: the problems of sojourners, the psyc ho logical  reactions of sojourners 
to encountering a new cultural environment, the influence of socia l 
interaction and communication on sojourner adaptation, and the culture 
learning process apparent in the cross-cultural sojourn. 

However, the more general l iterature of cross-cu ltural adjustment does provide some 

indicators of potential outcomes, which may relate to Mainland Chinese students 

entering a different learning eco logy. The affect ive model, which focuses on stress­

adaptation-growth (see C hapter Two : ' Affect ive D imensions of Cross-Cultural 
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Adaptation ' ) ,  predicts that bicultural ident ity, constructive responses, stable adaptations, 

and personal growth wil l  mark its final stage (Neuliep, 2003) .  In relation to the 

grounded theory presented in this thesis, there is some accord with the latter three, while 

the first may require a longer period of stay than that of the students in this study. The 

theory suggests that the students do learn to make the necessary responses so they can 

succeed, that fol lowing disequi l ibrium there does come a new state of stabi l ity, and that 

the students do experience personal growth. 

The behavioural model (see Chapter Two : 'Behavioural Dimensions of Cross­

Cultural Adaptation' )  also majors on the longer term outcomes of the adjustment 

process. The key is the development of socia l and communicative competence that 

enables, ideally (but depending on one's  stance), an integration of identity that seeks to 

retain the home country cultural identity but also desires to relate to other groups in the 

host environment (see Lustig and Koester, 2005). Kim (200 1 )  understands that the 

development of this competence leads to funct ional fitness, psychological health, and 

intercultural identity which, rather than static outcomes, are "developmental continua" 

(p .  6 1 ) .  Again, even though the outcomes are continua, the timeframe for the col lection 

of the data in this study did not allow for these to be comprehensively determined. In 

addition, the students' areas of adjustment tended to address the needs imposed by the 

academic culture, as opposed to wider cultural dimensions. However, they were able to 

academical ly adjust to the point where their learner identity grew through alteration and 

accommodation. 

Cognit ively, the d iscussion in Chapter Two (see: 'Cognit ive Dimensions of Cross­

Cultural Adaptation ' )  was based around Ward et al . ' s discussion of social ident ification 

theory (200 I ) . It was understood that cross-cultura l adjustment would affect personal 

identity. Fumham ( 1 988 ;  as cited in Ting-Toomey & Chung, 2005) suggested this may 

change identity by way of: loss; deprivation; strain; reject ion; confusion; and 

powerlessness. These a l l  indicate a potential source for the type of disequil ibrium 

experienced by the students in this study. This identity crisis may be fi,lrther 

exacerbated if the students were not well prepared for the change and/or they had a 

significant mismatch in expectations. This study affirms that there was sign ificant 

change in learner ident ity by way of adjustment to existing learner identity e lements and 
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the appearance of new aspects. I t  also indicates that, as a result ofthese changes, the 

worldview of these learners has grown through the experience of cultural difference. 

Modelling the Consequences 

This chapter has investigated the consequences resulting from the interactions of 

the CIC paradigm ( see Chapter Six). I t  has been argued that these consequences fal l  

into two categories :  a lterations and accommodations. In regard to alterations, i t  was 

seen that half of the identity e lements were enriched by the various factors associated 

with changing learning ecologies. Only one e lement ( ,Teacher Centred' )  was seen to 

have been diminished in capac ity, largely because its effect was outside the control of 

the students. This may lead to the conclusion that the students made important personal 

gains as learners. This was despite the stress associated with this significant change as 

indicated by the raft of issues they faced (see Chapter Six: ' Issues Faced' ) .  

Accommodat ions, or  creation of ' new' identity e lements, arose from living and 

learning in new ways that resulted in a wider understanding of who the students were as 

learners. Probably, this understanding was st i l l  dominated by the strength of the 

culturally harmon ised and externally bounded establ ished learner identity. However, 

s ignificant changes in how they viewed themselves as learners and how they understood 

learning d id take p lace because of the cultural and contextual change. The emergent 

categories of identity accommodation change were described in the previous section. 

As with the previous chapters on condit ions and interactions the nature of the 

consequent ial changes were modelled to aid conceptual isat ion of the data. The diagram 

below ( Figure 7 .2)  highl ights the dimensions of change that impacted on the ident ity of 

the students. The arrows depicting conflicting cultures and competing contexts have 

merged to signify that over time there is a greater understanding by the students of the 

different cultures/contexts and their implications for them as learners and their learning. 

The outer oval, representing the learner identity, is larger and the mixing of colours 

represents the merging of cultures. This contrasts with the smal ler and homogenously 

coloured oval of the 'Conditions' ident ity in F igure 5 . 7  (see Chapter F ive) . This change 

represents how the learner-view of the students has enlarged and been 'coloured' by 

their experience of cross-cultural educational adjustment. The macro and micro factors 
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that established the learner identity in China are sti l l  evident but these are now 

'matched ' by the strategies and motivations the students used to overcome the learning 

issues they faced in New Zealand. 

CONSEQUENCES: IMPACTED I DENTITY 

Figure 7. 2: Consequences of cross-cultural educational adjustment 

The alterations can be seen in the changes to the original learner identity shapes. 

One ( 'Teacher Centred' )  moves from the original four-sided trapezoid to a triangle to 

represent its diminished influence on the learners. Four other trapezoids become 

pentagons to signify their enlarged role in the students learner identity ( ' Working Hard' ,  

' Effective Ski l ls ' ,  ' Successful ' ,  and 'Good Knowledge ' )  while three remained the same 

( 'Supported' ,  ' Pressured' ,  and 'Compet itive ' ) . In addit ion, accommodat ions made to 

the students' se lf-understanding as learners have been represented by the five more 

darkly co loured rectangles in the centre of the diagram. These changes may be less 

caused by the type of external factors that formed their original identity than being more 
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caused by the students having to internally process the different educational 

circumstances that they faced. 

This analysis has fo l lowed the Strauss and Corbin ( 1 998) CIC (Condit ions/ 

Interactions/Consequences) paradigm in establ ishing the nature of the basic social 

process ( BSP) of cross-cultural educational adjustment for a particular group of 

Mainland Chinese postgraduate business students .  The one remaining element of the 

process is to determine if the data supports the existence of a core category or central 

concept. It was noted in the introduction to this chapter that this central concept did 

emerge from the data and that it was the impulse that drove the movement through the 

BSP .  This is the topic of the second major section of this chapter. 

THE CORE CATEGORY 

In applying the methodology and criteria for determining a core category, as 

establ ished in Chapter Four, it was determined that a ' Better Future' was the core 

category that best explained the movement through the BSP.  The posit ing of a better 

future required the use of what is termed ' selective coding' by way of further sampl ing 

and invest igat ion (see Chapter Four: ' Se lective Coding and the Core Category') .  In the 

fo l lowing sections a ' Better Future ' wi l l  be explained and affIrmed in respect to it being 

the driver of the BSP through the various situations the students faced during their 

educational transition to New Zealand. However, its salience went beyond the N ew 

Zealand context and met the wider criteria of exp laining the movement of the BSP as a 

whole. H aving argued for a better future as the core category on the basis of the data, it 

wi l l  a lso be assessed against the Strauss and Corbin ( 1 998) criteria and then added into 

the conceptual isation of the theory by way of the completed model .  

A Better Future 

The select ive coding approach (see Chapter Four), indicated that a ' Better Future' 

had the best explanatory power to account for the experiences described in the data by 

the students and a lso accounted for most of the variat ion in the pattern of behaviour 

prevalent in the BSP (Glaser, 1 992) .  A better future as a core category traced the BSP 
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in four dist inct yet progressive movements: from l iving with education in China; to 

preparing to leave China; to overcoming the issues ;  and to seeing new horizons. In each 

of these different contexts the students expressed how this desire for a better future was 

the key driving force. In some instances there may seem to be elements of overlap or 

repetition as the students recount their engagement with this concept. Th is is especial ly 

so in the second and fourth movement ( leaving China and seeing new horizons) as they 

reflect a simi lar circumstance. However, because each of the four movements is a 

dist inct change in the BSP, it is important to hear the students' voices in each context as 

this affirms the role of a better nlture as a core category throughout the BSP.  

A Better Future: Living with Education in China 

Within the dynamics of the educat ional ecology in China, entrance to university 

was seen as the most likely path to a better future. As noted in Chapter Five, not 

entering this "narrow gate" was perceived as ''fatal'' to the aspirat ion of having a 

different l ife (CX 1 -0406) .  The future was so dependent upon it and the demand to 

achieve was so powerful that the long-term goals for the future were put on hold unti l  

this step could be taken (AZ 1 -0506). When university entrance was achieved the 

context continued to demand more and more (GT2-0906) .  This was true to the extent 

that a better future became something of an ongoing treadmil l  so that there was no 

opportunity to relax as only the pursuit ofa better future counted. EV said: "In China 

you may have this idea [of relaxing], but you have no time to think about it. A t  school 

you have to work hard to get a goodjob. When you get a goodjob you have to work 

hard to try to get promoted. The stresses come one-by-one. I don 't have time or chance 

10 relax" ( 3-0907).  

This demand for a better future was shaped by two very powerful forces: society 

and family.  Society's history ofa large poor underclass (GT2-0906), of a strong 

central ly-driven economy (XT A I - I I 07), its requirements for particular types of study 

programmes (GT 1 -0606), the subjugation of personal interest (WSA 1 - 1 1 07), the 

demand for certification ( HS2-0906), and the low esteem of 'blue collar' work ( DW2-

0906) all drove the pursuit of higher educat ion as a pathway to a better future. 
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Family was the second force behind this desire. Parents were prepared to sacrifice 

everything to secure the future of their children ( see Chapter F ive: 'Parental Desires and 

Expectations ') and this was seen as the greatest gift the parents could pass on to them. 

The children understood their parents' desire ( HS2-0906). XT bel ieved that : "I think 

you should understand what the parents are thinking. They think they also want their 

kids to have a goodfuture and a good life. So they want you to have a good education" 

(XT A l - l l 07) and the chi ldren knew that the parents would only be satisfied with their 

success (CX2-0706; GT2-0906) . This could lead to the internal isation of this demand 

by the children. FU said: "Maybe when I was in high school my parents kept telling me, 

' You have to do it, because it is the only way to get through to university and make your 

future better. ' So, I just keep telling myself, 'f have to do it ' " (2-0706) . 

So what was the nature of this future? Sometimes it was a simple and not well­

defined sense of a "brighter", "better", and "good" future (respectively: GT 1 -0606; 

GT2-0906; EV2-0407). More specifical ly, a good future meant gaining knowledge 

through study (ZVA3 - 1 207), developing a network of friends (AZ I -0506; EV I -0906), 

and fmding the right type of job. Getting a good job meant having money to " . . .  do 

what you like" (GT 1 -0606). FU expanded on this and l inked it back to the need to 

study: "Most students expect to have more money, so they study. Money is the most 

important thing. . . .  Because if you have money it will show that you are a successful 

person. You will have a higher position and other people respect you" (2-0706) .  FU 's 

comments also add another dimension to a better future: societal respect. As was seen 

in Chapter Five (see: 'Macro Conditions ') success or fai lure in study was foundational 

to and promotional for social standing. This caused GT, in regard to the desired future, 

to disagree with FU and to state that : "Even now, I think it is about respect, not money" 

(GT 1 -0606). 

However, these descriptions of a better future were somewhat tenuous because it 

was felt that the future was a lways at risk. There was uncertainty over whether hard 

work would or could actual ly ensure such a future ( GT 1 -0606). Other uncertainties 

included doubt about gaining an adequate return on the investment in education (EV3-

0907), the price in stress that had to be paid in  order to  stay on the treadmi l l  to  secure it 

(EV3-0907), the need to keep achieving at higher levels ( HS2-0906), and the continuing 

growth in competitors (EV3 -0907). However, these uncertainties, along with the 
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reluctance to revert to potential poverty, prope lled the students forward in their present 

search for a better future. [n the case of the students in this study the desire for a better 

future compel led them to seek further education in New Zealand. 

A Better Future: Preparing to Leave China 

Much of what has been said above (see ' A Better Future: Living with Education 

in China' )  about education' s  pathway to a better future in China is a lso valid in terms of 

exp laining the desire to leave China and study in N ew Zealand. At this stage of their 

l ives, the students' learner identity had been shaped into a relat ively harmonious and 

established form. Both society and the family continued to create a demand for filrther 

academic efforts, including overseas study, in a desire to attain the 'better future' .  XT 

believed that the strength of the family's desires for overseas study went beyond just 

money: "Behind the money is hope.fi-om my parents. They hope J will have a good 

.Iitture . . .  " (A l - l  1 07) .  When asked what the strongest motivation for him to come to 

New Zealand to study was BY simply said: "To improve my future" (2-0906). ZV said: 

"J think it is the future. That 's the reason why I want to go overseas to experience 

something different and to learn a little more. It will be a better future for me rather 

than staying on in China at that time" (A3- 1 207).  

I t  was believed by the students that a period of study overseas could help them 

attain this future in a variety of ways that echo their  beliefs about study in China. AZ 

be lieved the key was getting a " . . .  good education and qualification and . . .  a goodjob. 

Then you live a better l!fe ." (AZ3- 1 007). A good education would give them a 

competitive edge on the job market and help remove some of the more external risks 

associated with grasping the desired future. AZ saw this quite clearly: "There are more 

and more international companies coming to China and !fwe want tojust improve our 

life quality in the future we have to study English and get higher qualifications" ( 1 -

0506). He underscored the value of English: studying in New Zealand " . . .  will improve 

my English" (2-0906; see also Chapter Six :  'Growing in Language Skil ls ' ) .  

However, studying in New Zealand was not all about gaining better posit ioning 

on the job market. Some students hoped that studying overseas would enhance their 

filture by broadening their minds as wel l .  They envisaged that this experience may 
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transform their identities in a positive way. ZV's  opinion was: "I believe if 1 go 

overseas 1 will find some more ideas on what 1 would want to do and the person 1 would 

like to be" (A3- 1 207;  see also AZ2-0906, CX I -0406, FU2-0706, GT I -0606, HS2-0906, 

I R I -0906; Chapter Six :  ' A  Desire for Western Learnings ' ) . Fulfill ing the hopes and 

dreams of the parents for their chi ldren was also a motivator in the parents helping send 

their chi ldren overseas ( see Chapter Five : ' Parental Desires and Expectations') .  

However, in a parallel  way, the substance of these desires was also for the future wel l ­

being of the child. DW said: "The parents thought they would give their child a good 

studying circumstance and the child would have a goodfuture. So this is the main 

reason the Chinese students go overseas" (2-0906) .  The sacrificial expenditure of  

money was with this purpose in  mind. " They support me to study abroad. Although 

they spend a lot of money, it is a good investment for the future" (AZ2-0906) .  

Studying overseas could be  a catalyst for change. In  BY's  case ( 1 -0506; 2-0906), 

the road to a better future in China was b locked and over the first two interviews this 

aspect of h is story emerged. 

. . .  1 met a problem in my career, I couldn 't get over it. . . .  To me  it is a 
complicated problem. I have worked in a bank. Once I was a risk manager. 
Because of the office politics, I was very tired of it. . . .  I wanted to change 
my job but the company 1 wanted to join wanted me to get a higher degree. 
. . .  I thought I should spend two years getting a higher degree, a Masters 
degree. . . .  If f could get foreign experience it would be much better. . . . I 
wanted to have foreign experience to get a better opportunity. . . .  So, I 
came here. 

CX, a lso in search of  change, was the only student who had defm itely committed 

himself, and his fami ly, to be immigrants to New Zealand. He was well-educated and 

had a s ignificant posit ion of  responsibi l ity in China. It was unlikely that he would be 

able, because of  language issues, to hold such a position in New Zealand. Yet he was 

prepared to pay the price for this change to a better future, not so much for himself as 

for his son. CX exp lained his situation by saying: " . . .  for my peers banking in China is 

a very good career. I was working in the provincial branch and my management is the 

whole province. 1 give up my career and have a new start. One reason isfor my child 's 

education" ( 1 -0406). The strong desire for a better future that helped create the 

established learner ident ity in China and propelled the students overseas to study further 

would a lso be needed when they faced the issues arising from cross-cultural educational 

adjustment . 
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A Better Future: Overcoming the Issues 

In what manner did a better future provide the motivation that made it possible for 

them to overcome the educational issues in a strange land? The desire to overcome 

(CX2-0706; EV2-0407 ;  GT I -0606; WSA I - I I 07 ;  XTA I - I I 07 ;  ZVA3 - 1 207) and work 

hard (AZ2-0906; GT 1 -0606; ZV A3- 1 207) to gain a better future was evident in the 

strong connect ions the students made between this type of perseverance and the desired 

future. GT said: "Because we have hope for the future so we always want, at the end, to 

get what we want after we pay a lot of money and time and energy" ( 1 -0606) . She 

added: "[ think that 's because we always think that we are working hard now so we 

could get a beautiful future. That means we have hope for the future" ( 1 -0606) .  ZV 

bel ieved: "I
f 
we can overcome these problems and do well then we can get a better job. 

There is a goodjilture waitingfor us" (A3- 1 207) .  EV felt a strong need to succeed in 

order to secure the best possible future: "[ want to be a success in thefuture. This belief 

forces me to study hard andforces me to try and develop myself" ( 1 -0906) . WS felt the 

same drive: "[ know what [ am going to do in the future. So 1 have to try to make this 

come true as soon as possible. So that means working hard" (A 1 - 1 1 07).  

However, the need to overcome the issues they faced was not just about accepting 

the need to work hard and persevere but also a belief that their study, despite the 

problems, was likely to make their future brighter. BY's view was that : "/ choose this 

diploma and 1 know what 1 want. 1 know what 1 will choose in thejilture. That 

encourages me to go on" ( 1 -0506). Despite sitting two papers, which were proving to 

be quite difficu lt, BY st i l l  bel ieved that: "/ think these two papers are very useful to my 

future. This is what [ needed" ( 1 -0506) . In  terms of managing the educat ional 

adjustment, AZ saw the challenge as an 0PPoI1unity: "/ thinkfor ourselves, we should 

look for the opportunities to improve ourselves" ( 1 -0506). 

EV and GT also saw a nlture benefit in the way these struggles forced them to 

become more independent .  

For your li
f
e you have to prepare everything for yourself When your 

parents are not there with you then you have to be more self- independent. 
So you have to deal with the loss of relationship with friends and teachers 
and you have to think about your future: How can 1 have a good future? 
What should 1 do at university? You have to make a plan for your jit/ure. 
(EV l -0906) 
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GT reflected much the same sentiment : "[ think it is very good because as a natural 

person we need to be independent in our future jo bs. If we learn how to deal with it 

now, then it will be easier to carry on from university" (3-0907). 

Having seen how central the students' desire for a better future was for l iv ing with 

education in China, preparing to leave China, and overcoming the learning issues they 

faced in New Zealand the next step was to see how the students envisioned the future 

after their time of study. 

A Better Future: Seeing New Horizons 

The students came to study in New Zealand because they saw its potential to 

create a better future for themselves and their famil ies. In order to secure this future 

they displayed an abi l ity to adapt by making foundational changes to who they were as 

learners (see above: 'A lterat ions: Impact on the Established Learner Identity ' ;  

'Accommodations: New Dimensions of Learner Identity')  and to adopt strategies and 

motivators that enabled them to succeed educationally ( see Chapter Six: ' Supporting 

Strategies ' ;  ' Prime Motivators ' ) .  The students believed that they had probably 

enhanced their future, however, there was a continuing awareness that the future could 

not be guaranteed and that ' luck' sti l l  had its part to play. 

As noted in introducing the core category, some of the comments of the 

participants sound simi lar in this context ( 'New Horizons ' )  to the context of preparing 

to leave China as they both reflect a ' leaving/envisaging' dimension. Nevertheless, it is 

important to hear their vo ices in this new ' leaving' context as it reinforces the efficacy 

of a 'Better Future' as the core category for this BSP.  The force of a better future after 

their current study is reviewed under three sections : h igher qual ifications and improved 

compet it iveness; enhanced prosperity; and wider horizons. 

Higher qualifications and improved competitiveness. 

Obtaining a higher qualification, as has been noted above, may enhance the 

students '  competit iveness if they chose to return to China, which for the majority of the 

students was the most likely medium- to long-term outcome. GT was confident in her 
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summing up of the advantage gained: "So, that means {[you 've got an overseas degree 

when you go back to China and they compare you with those who have a degree in 

China you may get a high leveljob easier and more income. So you will have a head 

start on other people" (2-0906) .  Others agreed: JQ felt it would be "very useful for me 

for finding good work later" ( 1 - 1 006) ;  FU said "of course, it is better" (2-0706);  BY 

believed i t  "will be very goodfor those people when they go back to China to have 

better opportunities" (2-0906) .  

However, there was an  understanding that a qual ification alone was not 

necessarily sufficient for a better future. FU, while accepting that study can give 

additional confidence, was of the opinion that having a better future " . . .  still depends on 

your personal skilfs and abilities - not just on qualifications" (2-0706) . BY believed 

that the reputation of returning graduates was not as high as it had been and was aware 

that each individual student would be judged on his or her merits (2-0906). Again, there 

was a lso a feel ing that taking the time to study for a higher qualification could be 

putting the future at risk. Whi le seeing his age as a motivator to finish his study 

quickly, XT was also concemed about how far ahead his peers in China were getting 

while he grew older (A 1 - 1 1 07) .  EY felt pressured by the t ime it was taking him to 

complete his study, then eam some valuable work experience, and then, maybe, apply 

for permanent residency (3-0907) .  

The need for experience, espec ia lly overseas experience, was a lso of fundamental 

importance to securing a better future. BY afftrmed this by saying: " . . .  if a person is 

good and he can get experience from overseas then it will be much better" (2-0906) .  

XT (A t - I ] 07) was more direct :  "If I go back to China o r  look for ajob in NZ they wilf 

ask me what degree I 've got. I 've got a Masters in Finance. That 's all right, but I don 't 

have any work experience. Nothing. Totally blank." Having competent Engl ish ski l ls  

was also a vital ingredient in order to take advantage of the globa l isation of the 

economy in China (AZ 1 -0506). 

Enhanced prosperity. 

The ulture was also likely to be better, because of their overseas sojourn, in terms 

of a potential increase in prosperity. Prosperity was not defmed so le ly in monetary or 
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wealth terms but also included a strong relat ional component that reflected the va lues of 

fil ial p iety and social co l lect iveness that are such a part of Chinese culture (see Chapter 

Five: 'The Children's Response ' ;  'Macro Condit ions : Culture & Society ' ) .  While 

parents often freely sacrificed for their chi ldren' s  advancement one of GT's goals was 

to "Have enough money to take care of my parents. / am the only child in my family so 

I will always think of my parents" (3 -0907). Her view was: "If/ improve my own 

career then I have this ability to help my parents to have a better life andfor my 

children" (2-0906) .  EV ( 1 -0906) made it clear that the future and the fami ly were not 

only about money but the enduring relationship he had with his parents:  " Yes, I think 

my jillure is back in China and my parents are back in China. I don 't want to be alone 

here." 

However, monetary prosperity was seen as a foundational step towards a better 

future. The overseas qual ificat ion and work experience, the increased competiveness, 

and good English ski l l s  were seen as the pathway to gain this reward. A good job and 

resulting h igh income was a way to become ''financially stable" (GT3-0907), "have lots 

of opportunities" ( DW3-EQ), and have a "better life" ( AZ3- 1 007) .  Despite this not 

being guaranteed (see Chapter Six: ' Safeguarding Cost Issues ' ), EV was expecting "a 

return on my investment" that would secure his future ( 1 -0906) . FU was clear that a 

returning graduate had a better chance of having "a higher sa/Q/Y" (2-0706) .  

Remaining in New Zealand presented some significant difficult ies in achieving th is 

( EV3-0907 ;  FU2-0706), largely due to language issues ( see Chapter Six:  ' Language ' ;  

'Growing in Language Ski l ls  ' ) .  E V  was also o f  the opinion that : "" . if J choose to stay 

here I can 't find a good way to make money. I can just work for a company and you 

don 't have wide business relationships to support you to be successful or to have a 

good start for your business" (3-0907). 

Wider horizons. 

The future, for this group of students, was a lso enriched by them gaining broader 

perspect ives. This was discussed in Chapter Six (see : ' A  Desire for Western 

Learnings ' ) .  EV had learnt to relax (3 -0907), HS found that life was not just about 

study or work (2-0906), and WS hoped that he may be able to write down his 
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experiences to help the new "young guys" ( A I - I I 07) .  GT took hope and inspirat ion 

from a book her 

. . .  husband borrowed from his university. It talks about Chinese immigrants 
from the first generation until now. That is different times and different 
kinds of people. I 've read only the beginning so far. It talks about the first 
visit to the Western countries. The Chinese people are poor, dirty, and 
doing low-level work. Now, gradually, this is changing and they are 
changing their thinking and Chinese people, maybe Asian people, gradually 
get richer than before and do more professional jobs than before. Not just 
the low-level. Not just getting their money from their labour. ( 1 -0606) 

The future was also associated with the goals and interests of the students. For 

some the goals set in China had remained constant through their t ime in New Zealand 

and had been a vital source of motivation (WSA I - I I 07). For BY the goal of a 

"successful career" was sti l l  a strong driving force (3 -EQ) and AZ st i l l  retained, 

although with some doubts, the goal of becoming "more competitive" to secure the best 

possible job on return to China (3- 1 007).  For other students, the experiences of l iv ing 

and studying in New Zealand had resulted in differing degrees of l ife goal change. 

Many of the goals st i l l  centred on jobs but some aspects had changed. FU 's  job 's 

aspirations had become more focused ( 3 -0907) and GT expressed the hope that if  she 

returned to China she would not feel  restricted to a l ifet ime of one job in one p lace :  " . . .  

I don 't need to limit mysel
f 
to one career or to one work place. If I feel it is good I will 

work there. (f I like this city I will work there" (3-0907). CX, who felt he may struggle 

to get comparable work at the level he was employed at in China, was prepared to 

broaden his job area and perhaps try self-employment (3-0907) .  

Some students had experienced a more s ignificant change in expectations and 

perspective about what a 'better filture' may be. OW, who had returned to China, had 

such an epiphany: "My new ltfe goal is to be happy every day, enjoy eve,y day. I 

realised money is unlimited. but life is limited. I should not pay all my life on earning. 

I should learn how to enjoy my life and make people [ love happy" (3-EQ). AZ, and his 

wife, had also experienced a major change: 

Before I came to NZ I just wanted to finish my study ASAP and then go back 
to China. But now, when I have stayed here, probably I like this country. 
A lso my wtfe is here so we have probably decided to stay here long term. . . .  
For example, we went back to China in June and we discussed a lot of 
things with my classmates and wefound that they lookforward to promotion 
and money. So as we stayed here longer we found the situation has 
changed. Our desire long term is to be relaxed; not competitive. . . .  We are 
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too relaxed! Probably too relaxed and 1 don 't want to go back to China 
soon. (3- 1 007) 

GT was experiencing simi lar changes. "1 still have two months to go until finishing but 

1 am already feeling 1 do not want to leave this environment. . . .  If 1 didn 't come here 

maybe 1 would want to just get a high paid job and 1 would give up other things like 

wanting to travel. But now 1 would not do that" (3-0907) .  

The literature, in addressing the cultural love of learning and the pragmatic 

instrumentalism of that learning (see Chapter Two), which demands achievement and 

success and longs for family and social advancement, fits wel l  with the core category. 

Barker ( 1 997) stated that "advancement" seems to be the purpose for study. As the core 

category and the prime motivator elic ited from the student data, a better future becomes 

a compell ing component in the equil ibration process. Therefore, a better future has a 

s ignificant say in the framing of the changed/changing learner identity. The adequacy 

of the adaptation to a suitably functional learner identity in the new context enabled 

them to be better prepared for the future (see above: ' A  Better Future: Seeing New 

Horizons ' ) .  

This section has looked at  the manner in  which the prime motivator of desiring a 

'better future' profoundly affected the students in this study as they 'Journeyed to the 

West ' in the BSP of cross-cultural educational adjustment. A better future was the core 

category in the formation of their learner ident ity, a powerful motivator to study as 

sojourners in a foreign land, a reason for their ability to overcome the issues they faced, 

and a means of opening the door to greater security and prosperity. In undergoing this 

process the students found the future continued to be uncertain and they also discovered 

wider perspectives of what a 'better future' might look like. However, this fragi l ity of 

expectations did not necessari ly diminish a desire for a better future. I nstead t he 

demand for a better future, however transformed by their experiences, remained an 

ongoing driver from the past, for the present, and into the future. 

Meeting the Core Category Criteria 

Under Strauss and Corbin' s  treatment of grounded theory a core category must 

meet specific criteria ( 1 989) . I n  Chapter Four (see: 'Select ive Coding and the Core 
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Category') the core category criteria establ ished by Strauss ( 1 978) and then Strauss and 

Corbin ( 1 998) were ident ified as: central ity; frequency; linking of categories; being 

sufficient ly abstract, and an abi l ity to explain both the main po int and variations in 

conditions. On the basis of the above analysis and d iscussion it can be argued that a 

' Better Future' is centra l  to all the major categories within the BSP, that it appears 

frequently in the data in a manner that c learly l inks it to these major categories, and that 

it provides a way of understanding the shifts in the BSP as well as the nature of the 

changes within each of the CIC (Condit ions/Interact ions/Consequences) dimensions. A 

further criterion was that the core category be expressed in such a way that it is 

sufficiently abstract so that it can be linked with other substantive research investigating 

simi lar BSPs and may eventually help lead to a more genera l isable theorisation of 

cross-cultural educat ional adjustment. The core category of a 'better future ' fits this 

requirement in that it is both prospectively broad and relat ively conceptual in nature. 

The last criterion is that the core category must be able to explain variabi l ity in the 

data and relat ionships between the categories. For example, it explains how the desire 

for a better future influences what happens when overseas study does not turn out as 

expected. This can be i l lustrated through the experience of JQ. She was an older 

student whose husband and child remained in China while she studied for a Masters. 

She commenced study with l itt le New Zea land based language preparat ion and a lso 

changed majors from her prior study in China. These factors led to significant study 

and adjustment difficult ies which caused her to return to China at the end of the first 

year of her Masters programme. She exp lained that she missed her family greatly and 

the work was overwhelming (JQ I - I  006) . On face value it would seem, at best, a 

caut ionary tale and for JQ herself a disappointment and potential ly shame-inducing 

experience (see Chapter F ive: ' Macro Condit ions' ) .  

The core category of a better hlture, if i t  i s  effect ive, should sti l l  have the abi l ity 

to exp lain what happened in JQ's experience of study at Atherton University. The 

fracturing of her harmony as a learner was so s ignificant that her l ife situation may have 

come to the point that neither the stability of her learner identity or her adaptiveness to 

the new learning ecology was sufficient for her to describe the outcome as constructing 

a better hlture for her. However, if the ideal of a better future, that is one obtained by 

gaining a Western qualification and work experience, becomes compromised she may 
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reframe the expression of that core category. This conjecture suggests that the core 

category is abstract enough to be redefined. Maybe, for JQ, the ' Better Future' was 

reframed in a way that it could be better achieved back home in C hina among her 

fami ly. Therefore, her situation does not deny the efficacy of a better future but 

indicates its potential abil ity to morph according to the individua l ' s  context. Arguably, 

fo l lowing Strauss and Corbin, "the way in which [the] phenomenon is expressed might 

look somewhat different" but "the explanation st i l l  holds" ( 1 998, p.  1 47). 

The efficacy of a better future as a core category, due to the constraints of the 

study, means that it has a local ised nature. Further substantive studies of other similar 

BSPs may wel l  reshape or redefme or even reword this core category. However, a 

better future meets the criteria established by Strauss and Corbin ( 1 998) .  That is, it is 

central, appears frequent ly, exp lains the relat ionships between categories, is sufficiently 

abstract, and is able to explain potentially contradictory variations. 

MODELLING THE THEORY 

The model, in summary (see F igure 7 .3 ) , depicts the conditions ofa BSP where 

the learner identity of the Chinese students in this study was formed by the macro and 

micro forces within their social and cultural context. Due to these forces and the h igh 

level of homogeneity within the context, the learner ident ity can be described as 

externally bounded and cultural ly harmonised. The interactions of the BSP indicate 

that the harmonised and establ ished learner ident ity is fractured by the conflicting 

cultures and competing contexts .  However, the inherent res i l ience of the identity and 

the adoption by the students of learning strategies and prime motivators means that the 

learning identity, and, therefore, the capacity to learn, is protected and not broken apart. 

The consequences of the BSP  show that the students generally become, with time, 

more fami l iar with the different cu ltural contexts, and their competing paradigms. The 

students' sense of identity was enlarged and enriched by their experiences. However, 

the original learner identity e lements were subject to alteration with  some being 

d iminished, others enhanced, and sti l l  others remaining the same. In addition, new 

e lements were accommodated into their learning identity to indicate the expansion of 

the students' concept of who they were as learners. 
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T HE JO U RN E Y  T O  T H E W" E ST 

Figure 7. 3: The condit ions, interactions, and consequences paradigm model for a substantive cross-cultural educational adjustment BSP. 
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Lastly, the model was further developed for the presence of the core category 

as the prime driver of the BSP .  Sweeping arrows, moving from left to right, and 

named ' A  Better Future' ,  purport to indicate the movement and the nature of this 

core category. This central concept helped explain the formation of the original 

learner identity in China, why the students were prepared to leave China in pursuit of 

an overseas education, how they dealt with the disequilibrium caused by the learning 

issues they faced and how they assimilated and accommodated changes to their 

learner ident ity, and what they now considered to be a better future in the l ight of a l l  

they had experienced. 

It is impossible for any two-dimensional diagram to do just ice to the intricacy 

and interaction of the experiences of the students in this study. The diagram in 

F igure 7 .3  hopes to portray the broad outline of what emerged from the data using 

Strauss and Corbin '  s ( 1 998) CIC paradigm as a base. The role of grounded theory is 

to develop an inductive theorisation or conceptualisation from a l imited data set. The 

resulting fmdings can, therefore, only be substantive in nature. 

S UM MARY 

This chapter had two major tasks. First, it described the third stage of the CIC 

paradigm, the 'Consequences ' .  The effect of cross-cultural educational adjustment 

was comprised of alterations within the establ ished learner identity and the 

accommodation of new learner identity e lements. The alterations showed that the 

effect was varied, based, perhaps, on the degree to which the student had control over 

particular e lements and to what extent the new context required change. The 

accommodations indicated that the learner identity may be internally impacted by the 

adjustment to the different academic culture. The consequences were modelled to 

h ighl ight the conceptualisation o f  the data. 

Next, this chapter established, defmed, and evaluated the core category or 

central concept of this BSP :  a better future. This category was examined within the 

three stages of the CIC paradigm and found to have wide ranging exp lanatory power 

in exp laining the movement and the variabi l ity within that movement. Then the core 

category was examined against the grounded theory criteria and found to meet these. 
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The model of the substantive cross-cultural educat ional adjustment theory, as it 

pertained to this pat1icular group of students, was produced drawing on the 

development of the model throughout the thesis (see F igure 7 .3 ) .  

In  the next chapter, the conclusion of the thesis, the fmdings of  the research are 

evaluated with four different measures. Then possible impl icat ions of the theory are 

considered in relation to the preparation, orientation, and support required by 

Mainland Chinese postgraduate business students. This relates both to the students' 

own requirements and the manner in which tertiary institutions, particularly those 

engaged in academic support for internat ional students, can assist in the adaptation 

process. I n  addition, it wil l  consider the limitations of this study and suggest further 

areas of potential research. 
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CHAPTER E IGHT 

CONCLUSION 

I NTRODUCTION 

This study closely fo l lowed the cross-cultural educational adjustment of ten 

Mainland Chinese postgraduate business students as they studied at a New Zealand 

university. The vita l purpose of doing so was to hear the students' core concerns, be 

open to the whole process of adaptation, develop a depth and breadth of understanding 

of this process, and display both complexity and simp licity  in theory building. Us ing 

grounded theory, and within that the C IC paradigm, a theorisat ion of the BSP emerged 

which helps explain this critical process in a conceptual yet compel l ing way. In  

addit ion, an integrated model of the substantive theory of cross-cu ltural adjustment was 

developed. To conclude, this chapter has several tasks: to evaluate the substantive 

theory; consider the impl ications of this project 's  findings; and note the study' s 

l imitations and suggest further avenues for research. 

EVALUATING THE S UBSTANTIVE THEORY 

Evaluating the emergent theory took place in four ways. F irst, the key princ iples 

of the substantive theory were established, as these make expl icit the relat ionships 

between the conditions, interactions, and consequences. Second, grounded theory 

specifies set criteria for evaluating the conceptuali sing of the data. These are that the 

theory is workable, relevant, fitting, and modifiable (Glaser, 1 998) .  Third, the original 

research problem and questions of this study were returned to in order to determine the 

manner in which this study has been able to respond to them. Fourth, the significance 

of the contribution of this research was also established. 
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A Theoretica l  Summation 

While the theory arising from this study has a local ised and non-generalisable 

nature, it is hoped that it may fit into the j igsaw of  the wider understanding of cross­

cultural educational adjustment and provide useful  connections to other such 

substantive theories and for other researchers. Therefore, the key principles for this 

theory can only be provisional and it is not the role of the grounded theorist, in 

developing the theory, to also test it ( Dick, 2002; Strauss & Corbin, 1 998; Glaser, 

1 992). The principles fal l  into two categories. These are general assumptions and 

defming axioms; however, a third category of spec ific theorems, which details further 

potential considerations, is included in Appendix S. The assumptions and axioms are 

grouped for each of the C IC paradigmatic categories: conditions, interactions, and 

consequences. The formulation and conceptual isation of these principles was based on 

the movement of the students through the CIC paradigm and the effect of this process 

on the students, as detailed in the data and its analysis in Chapters F ive, Six, and Seven. 

The key principles are l imited to the data provided by the students yet they 

sufficiently convey the nature of, and the linkages in, the BSP as these students 

experienced it. An examination of the ' Conditions, interactions, consequences 

paradigm model for a substant ive cross-cultural educational adjustment BSP'  (F igure 

7 . 3 )  provides a framework for the depict ion of the principles and how the principles 

interact with each other. It is  important to read these principles in the context of the 

students in this study and the data that was gathered from them. 

General Assumptions: The Mainland Chinese Learners of this Study 

C l  

G2 

G3 

G4 

Conditions: The macro and micro context of Mainland China may 
have a formative effect on the learner identity 

Interactions: Cross-cultural educational adjustment may el icit a variety 
of actions and interactions 

Consequences : The learner ident ity may be impacted by changes to 
elements of the learner ident ity 

Core Category: The central concept may drive movement through the 
cross-cultural educational adjustment BSP 
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Defining Axioms 

Conditions: An established learner identity. 

A t  

A2 

A3 

A4 

AS 

A6 

The influence of tradit ional cultural patterns of societal structure in 
Mainland China may currently be greater than other global, polit ical, 
and economic influences that may diminish the effect of these 
traditional influences 

The homogeneity and collectivity of the macro and micro influences 
in Mainland Chinese culture and society may form learner identity 

Educational and family conditions may form learner identity 

The homogeneity and col lectivity of macro and micro influences may 
lead to an established learner identity 

The established learner identity may st i l l  a l low the learner identity to 
display individual characteristics 

The fonnation of the learner identity may be related to the core 
category of desiring a better future 

Interactions: A fractured harmony. 

A7 

AS 

A9 

A t O  

A l l 

A l 2  

The change to a different learning ecology may be significantly 
dist inct and unfamil iar to the learners ' prior learning experience 

The s ignificant change in learning ecology may produce 
disequi l ibrium in the learners ' established learner ident ity 

The disequi l ibrium in the establ ished learner ident ity may cause the 
learners to rely on the strengths of the established learner identity 

The degree of rel iance on individual e lements of the learner identity 
may be related to the validity of the e lements in the new context 

The disequi l ibrium in the establ ished learner ident ity may provoke and 
promote adaptation in the learner identity 

The abi l ity of the learner to overcome the learning issues in the new 
learning eco logy may be re lated to the core category of desiring a 
better future 
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Consequences: An impacted identity. 

A 1 3  

A 1 4  

A 1 5  

The degree of conflict and competit ion between the different contexts 
and cultures within the new learning ecology may decrease with t ime 

The learner identity may be changed by cross-cultural educational 
adjustment 

The dimensions of the core category of a better future may be changed 
by the fracturing of the learner identity 

The substantive theory for this study of cross-cultural educational adjustment can 

be stated as: 

The harmony of the established learner identity of these Mainland 
Chinese students is fractu red by the many issues caused by cross­

cultural educational adjustment. However, the learner identity's 
cultural resilience and the use of strategies and motivators preserve it  
from complete b reakup. Nevertheless, it does cause significant changes 
to the elemental structure of the learner identity. The desire for a 

better future provides the driving force beh ind the movement through 
the adjustment process. 

M eeting the Grounded Theory Criteria 

The second step in evaluating the grounded theory is to determine how well it has 

been able to identify the basic social process on the basis of establ ished criteria. As 

noted in Chapter Four, G laser ( 1 998) sets out four such criteria: workabi l ity; relevance; 

fitness; and modifiabi l ity. In  re lation to workability, the substantive theory and model 

has been sourced from the data using the constant comparative coding and analysis 

approach of grounded theory methodology. As such the theory, and the model, 

represent the categorisat ion and category inter-relationships that emerged from the 

experiences of the part ic ipant students (and the attestation group) . 

A major role of  the attestation group was to affirm the bases of the model in terms 

of how wel l  it reflected their behaviour in the cross-cultural educational BSP .  The 

original participant group also had the opportunity to respond to the efficacy of the 

theory and model .  They were sent a summation of the theory along with  the diagram of  



Cross-Cultural Educational Adjustment 279 

the model for comment (Appendix R). Those who responded affumed the framework 

of both the theory and the model. Therefore, the theory can be said to explain, for this 

group of students, their behaviour within the BSP and account for the manner in which 

they journeyed through the BSP. 

Throughout the data gathering process and within the constant comparative rubric 

consistent attempts were made to determine the relevancy of findings for the students. 

In addition, the students were asked to respond to key e lements of the substantive theory 

in relat ion to its ' truthfulness-for-them' and/or rank aspects of the theory for order of 

importance. This occurred in relat ion to: the detennination of the initial learner identity 

e lements; the weight ing of the initial learner identity e lements; the ranking of problems 

faced in order of importance; the comparative change in the learner identity e lements 

between the initial assessment and after a length of time studying in New Zealand 

( usually three semesters) ;  and the relevance of new learner identity e lements. 

Therefore, the theory has relevance to the students and it reflects the students' main 

concerns. 

The workabil ity and relevance of the theory and model also assist the theory in 

fitting the BSP. The data collect ion process and the affirmations of the students give 

assurance that the princ iples present in the theory adequately reflect the cross-cultural 

educational adjustment process. In addition, a core category has been found to meet the 

criteria of a central concept. A core category has the explanatory power to describe the 

process and also understand the degrees of variabi l ity within the process. Therefore, the 

theory fits the nature of the BSP.  

The theory, and associated model, seeks to describe the cross-cultural educational 

adjustment BSP of these particular students. However, the theory, as it stands, is 

probably incomplete due to this part icularity. As a result, the theory is open to 

modification as other researchers invest igate simi lar BSPs. The nature of the core 

category, for example, by its evaluation criteria, is required to be flexible and the case 

for this has been argued in Chapter Seven ( , Meet ing the Core Category Criteria ' ) .  The 

theory also connects with, and is subject to modification by, the wider l iterature on 

cross-cultural adjustment and the adjustment of overseas students (particularly those 

from Mainland China). Glaser, in Doing grounded theory ( 1 998, p. 1 9), makes the 

fo l lowing appl icable comments: "The theory is not being verified as in verification 
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studies, and thus is never right or wrong . . .  it just gets modified by new data to compare 

it to . . . .  New data never provides a disproof, just an analytic challenge." Therefore, 

the theory is always open to modification. 

The substantive theory presented for cross-cultural educational adjustment has the 

abi l ity to explain this BSP. The attempt to conceptual ise the process through 

categorisation and category interconnectivity does some justice to the comp lexity of the 

process, as can be seen by the development of the key principles associated with the 

theory. The theory is not simpl istic or reductionist in nature but has complexity while 

retaining comprehendible exp lanatory power. The theory is workable, relevant, fit, and 

modifiable. 

Review of the Research Problem and Questions 

In the grounded theory process, the research problem arises out of a consideration 

of the BSP, rather than the l iterature review per se as is usually the case. The BSP  was 

defined as the process of adjust ing to the effects of cross-cultural educational change at 

tertiary level. As a result, in Chapter Three, the key research problem was to determine 

the theoretical dimensions of the process the Mainland Chinese postgraduate business 

students used in adjust ing to this distinct ly different education system. The research 

problem was l inked to a core set of research questions that reflect the t ime dimensions 

of a process. The research questions restated here have been placed within the C I C  

paradigm categories. Relevant fmdings are reviewed here under each heading in 

response to the research quest ions. 

Core Category: a Better Future 

In  theorising a process, one of the things that are looked for in grounded theory is 

a core category that explains why things happened as they did. In this case, based on 

the interview material, it has been suggested that this core category was a deep desire to 

have a better future. The desire for a better future is the key element in the conditions 

of the process ( i .e . ,  why the students overcame the difficulties of education in China and 

why they wanted to leave China and further the ir education in New Zealand), the 

interactions of the process ( i .e . ,  how they responded to the learning issues they faced in 
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New Zealand), and the consequences of the process ( i . e . ,  how this helped faci litate the 

changes that occurred in them as learners and what they were looking forward to in the 

future). The better future could mean gaining higher qualifications and being more 

competitive, getting the desired job, increasing their wealth for the benefit of their 

family and themselves, and being able to see and understand more of the world. The 

desire for a better future was the driving force behind the BSP and adequately explains 

the variations within that process. 

The Conditions: Established Identity 

The research quest ions related to the condit ions of the BSP are: 

Research Question 1 :  In what way can the nature of the learner be described that 

enables an understanding of the initial context as wel l  as give a basis for 

evaluating the effects of change? 

Research Question 2: What reasons can be determined for the students desiring to study 

in New Zealand at tel1 iary leve l? 

The condit ions describe the influences on the students in China that made them 

the type of learners they are today. This has been termed learner identity. From the 

interview data it was found that macro and more-micro variables had a major influence 

on this identity. In China, the macro variables of society and culture had an indirect yet 

sti l l  powerful effect on the students. They include, for example: being part of a society 

where people are often seen as part of a wider group rather than as an individual ;  where 

soc iety places quite strong and c lear expectations about what a person should be like 

and do; where gaining soc ial advancement is very important; and where fai lure can lead 

to s ignificant disadvantages. The more-micro variables o f family and education were, 

for example: where parents have strong expectat ions; where there are supportive 

relationships; where education is highly valued; where the educational experiences are 

quite simi lar; and where growth in knowledge is strongly desired. Both the macro and 

micro influences have a strong traditional basis in Chinese society and a continuing 

contemporary influence, even though many things are changing culturally and socially 

in China today. 
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From the interview data, eight learner identity e lements, which described how the 

students viewed themselves as learners, were found. In order of being 'true-for-them'  

these were: teacher centred; supported; worked hard; pressured; effect ive ski l ls ;  

successful; competitive ; and good knowledge. Because of the strength of the macro 

and micro influences in Chinese society these learner identity e lements were found to 

be externally bounded, which means they were formed more by outward pressure from 

society than from being internally driven, and cultural ly harmonised, which means 

because Chinese society, compared to some other societies, is quite homogeneous the 

learner identity could be expected to be widespread. Therefore, the conditions o f  the 

model were called 'Established I dent ity. ' 

The Interactions: Fractured Harmony 

The research questions related to the interactions of the BSP are: 

Research Question 3 :  What are the issues that overseas students face when 

undertaking such a major change in learning eco logy? 

Research Question 4: I n  what ways do the students respond to the significant 

changes they face when they enter the tertiary education system in New 

Zealand? 

Research Question 5 :  How do these international postgraduate students overcome 

or resolve the basic problems that confront them in this new educational 

setting? 

Interactions, in the context of this study, are how students react to the situations 

and problems they face.  These reactions are either instinctive or intent ional. When the 

students came to New Zealand they experienced a significant difference in terms of 

culture and of education. While the effect of these differences varied from student to 

student, each person experienced some conflicts between what he or she had known in 

China and what he or she experienced in New Zealand. Some of the educational issues 

and problems, l isted in the order the students' rated them, that helped fracture the 

harmony of the establ ished identity were: language; different ways of leaming; cultural 

differences; quantity of reading; different teacher relat ionships; assignment emphasis; 

writing ass ignments; looking after se lf; lack of support;  and financial stress. The 

established learner identity that had worked well for the students in China was not as 
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effective in New Zealand. This is why the interactions have been sub-tit led 'Fractured 

Harmony. ' 

The students in responding to this fracturing used a range of strategies and 

motivators that helped them overcome the problems they faced. The strategies 

included: accessing support structures at the university; re lying on themselves; growing 

in language ski lls ;  growing in learning skil ls ;  drawing on prior learning in China; and 

benefiting from work experience within New Zealand. The motivators included: 

meeting family and society expectations; a desire for Western learnings; safeguarding 

costs; and a desire for self- improvement. The role of these strategies and motivators 

was to form a constraining force on the fracturing of the identity so that it could have 

the opportunity to resi l ient ly respond to the new context and to allow significant change 

to occur in the learner identity itself. This brings us to the consequences. 

The Consequences: Impacted Identity 

The research question related to the consequences of the BSP is: 

Research Question 6 :  What are the effects of such a change in learning eco logy on 

the overseas students in terms of who they are as learners and their learning? 

Consequences are the results of the actions that have been taken. In this case, the 

actions mean both the resu lts of changing cultures to a significant ly different 

educational environment and the ways that the students responded to the changes and 

the problems. The changes to the students as learners in the new educational culture 

had two parts: the change in the original learner ident ity; and new elements that were 

introduced. The original identity element was affected in three ways. Some elements 

stayed the same (sti l l  supported; sti l l  pressured;  sti l l  competit ive) ; one e lement became 

less relevant in the new situation (much less teacher centred); and some became more 

significant (working harder; more effective ski l ls ;  greater success; better knowledge) .  

New or  significant ly more important elements were introduced into how the students 

saw themselves as learners. These were, in order: more interested; more independent 

and more organised; more co-operative; and more practically ski l led. 
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Overal l ,  the way the students adjusted to the change in educational culture meant 

that even though there were conflicts, these became better understood the longer they 

stayed in New Zealand. It also meant that their view of themselves as learners grew. 

Not only did they carry forward from China what was useful to them in New Zealand 

but they also added new ways of being a learner and doing learning. In addit ion, the 

changes that were made were to some extent caused by external pressure from the 

environment but also caused by the internal adjustments that the students made, 

consciously or unconsciously, to themselves as learners. Therefore, the consequences 

of the model have been cal led ' I mpacted I dentity. ' 

From this review, it can be seen that the findings of this research project provided 

effective responses to the research questions. As a result, this study has responded to 

the research problem by helping determine the theoretical dimensions of the process the 

Mainland Chinese postgraduate business students used in adjusting to a distinctly 

different education system. The next section looks at the last of the evaluatory steps of 

this study's fmdings by examining its overal l  contribution. 

The Contribution of this Substantive Theory 

In evaluating the contribution of this study it is important to underline that the 

substantive theory can only be a conceptual isation of the adaptat ion process of this 

particu lar group of students. In addition, this study' S  findings are largely in accord with 

what the l iterature suggests would be the case. This begs the question as to what 

' unique' contribution this study has made to the wider body of knowledge in this field. 

In response, the fo l lowing sets out the contribution of this study. 

A major contribution of this study is that it presents an integrated picture of how a 

group of students moved through the cross-cultural educational adjustment process. By 

using the CIC paradigm it provides a more complete model l ing of the process by 

examining: the pre-exist ing condit ions ( in this case how the learners understood 

themselves as learners : their establ ished learner identity); the actions and interactions 

that took p lace, both in habituated and strategic ways; and the consequential outcomes 

of these changes on the learner identity. This is a step beyond the current research 
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which tends to major on the process of change without necessarily recognis ing in depth 

where the students may have come from and what they may have become. 

Another major contribution is that the substantive theory presents a conceptual 

picture of the process. The s ignificant complexity of the wider cross-cultural 

adjustment process and the interactivity of the many variables cal led out for such a 

conceptua l isation (see Chapter Two : 'The Chinese Learner Overseas') .  Grounded 

theory is primarily an inductive approach that is designed to move from the part icular to 

the general or conceptual. This has been achieved, without a sense of over­

s imp l ificat ion, in three major ways. First, the substance of the BSP has been eluc idated 

by specifying the princip les that l ink the movement of students and their learning 

through the process. Second, through the categorisation of the data the different facets 

of the process are c learly evident and expressed in terms which relate to the experience 

of the learner but also l ink through into the wider view of the process. Third, the 

process itself has been model led using the conceptual categories in a relat ively dynamic 

way that expresses the movement of the process (see: Figure 7 .3) .  This has been 

achieved without creating cognitive distance between the data and its theorisation. 

Using grounded theory has meant that the conceptualisation of the adjustment process 

for this group of students is indelibly t ied to the data from these students. 

As well as the two general contributions of this study to understanding this field, 

that is, both an integrated and a conceptual view of the process, the research has also 

deepened the understanding of spec ific  areas of the BSP. The first aspect is the 

defining, for this group of students, of how they viewed themselves as learners by way 

of the learner ident ity. While this did not necessari ly reflect a high level of met a­

cognit ive or educational awareness, it created a grounded view of who they be l ieved 

they were as learners, which established a base point to consider both the change and 

the outcomes of the process. A second aspect is the manner in which the pragmatic and 

instrumental nature of the forces that helped create the learner ident ity al lowed the 

students to be more resi l ient than may have been expected when adapt ing to change. 

Therefore, the established nature of the learner identity, forged in a homogeneous and 

col lect ive context, was not so entrenched to make adjustment too challenging. This 

aspect is related to the third. 
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The third aspect is the greater dimensionality that has been accorded the 

disequi l ibrium-equil ibration process. Ballard and C lanchy ( 1 99 1 )  had suggested that 

the adjustment options for the students were two dimensional in nature. That is, the 

students either adopted the learning skil ls suitable to the new context or redoubled 

efforts based on the old learning skil ls .  However, the dynamic presented by this theory 

is more complex and integrative. F irst, there is the rel iance on the established learner 

ident ity, which showed the pragmatic strength and the resil ience to be able to adapt to 

the changing academic context . Second, the students were able to adopt a range of 

' learning ' strategies that scaffo lded their necessary educational adjustments. Third, they 

were able to draw on a pool of motivat ional resources that enabled them to keep on 

persevering and eventually achieve ' success ' .  Furthermore, these three factors fonned 

an equil ibrating mechanism that had a constraining and/or protective influence o f  the 

learner identity so that it did not severely fracture under the strain of the adjustment, but 

instead allowed and even fostered change. 

Two further spec ific contributions to understanding the cross-cultural educational 

BSP have been made by this study. The first is the nature of the outcomes of the 

process. As noted above, research in this area had tended to focus on the process of 

change rather than the consequences. The students' reported ident ity change in tenus of 

alteration to existing identity elements and accommodation of new elements. While the 

specific nature of this change is l imited to the reporting of these students it may stil l  

provide indicators for further research in this area. The second area is the recognition of 

a core category. As has been noted above (see Chapter Six :  'The Core Category' ) a 

better future has wide-ranging power in explaining the movement through the process 

and the variabi l ity  within the C IC paradigm. This inc ludes the way in which the 

conception of what a better future means may be modified by the transformative nature 

of the cross-cultural educational adjustment. 

The substantive theory arising from this study has been evaluated by four means: 

developing a coherent theoretical summation of the model ;  meeting the grounded theory 

criteria for such a conceptual isation; reviewing how the theory responds to the research 

problem and quest ions; and determining its overal l  contribution to its particular field of 

knowledge. Having done so, the next step is to consider the impl icat ions that may be 

drawn from the cross-cultural educat ional process. 
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I M PLICA TIONS OF THIS STUDY 

The focus of this study has been on the adjustment stories of ten Mainland 

Chinese students. Therefore, as the implications for the study are addressed the focus of 

the impl ications is a lso centred on these students. Naturally, there are anci l lary 

inferences for other stakeholders in the cross-cu ltural educational adjustment process; 

but the primary focus is on the students. Therefore, the specifity of the fol lowing 

suggestions are framed in the light of the ten students' experiences. The impl ications 

are based on three areas: preparation; orientation; and support. This section ends with a 

discussion of the l imitations of the study and suggestions for further research that may 

extend the appl icabi l ity of this research project .  

Preparation 

The students in this study would have benefitted from being better prepared for 

cross-cultural educational adjustment (see Chapter Four: ' Preparedness for Change ' ) .  

Ward et  a l .  (200 1 ,  p. 246) claim that " . . .  there is ample empirical and theoretical 

justification for providing systematic training for persons exposed to unfamiliar 

cu ltures ." It is suggested that this training needs to take place both within China, in 

terms of preparation, and in New Zealand, in terms of orientation. In preparing students 

to come, one of the most significant aspects that needs to be included in pre-departure 

training is awareness. In Chapter Five a case was made that these students come from a 

highly homogenous society and a potential consequence of this is that students may not 

have needed to become aware of who they are and why they are who they are. 

A pre-departure training course needs to raise the level of cultural consciousness. 

The purpose of this is not to point out inadequacies of any culture but to raise the self­

awareness level concerning their cu lture and the differences between cultures. In  

particular, they can understand how the strong external forces from culture, society, 

family, and education have shaped them as people and as learners, resulting in an 

external ly bounded and cu lturally harmonised learner identity. They a lso need to be 

aware that this external ity places pressures on them, particularly in regard to 

expectations. In addition, they may need to learn how they have internal ised these 

expectations and accepted them as their own without consciously being aware of it. 
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This could app ly, amongst other things, to the strong desire for a better future and how 

this motivator is a prime factor in their l ives. 

As wel l  as addressing cu ltural awareness, a pre-departure training course could 

a lso begin to deal with the practical issues of living in a s ignificantly different cultural 

context and help them to understand the differences between the education systems in 

China and New Zealand. While this may a lso be focused on in the orientation process 

( see below) an introductory awareness of these issues could sow valuable seeds of 

ins ight that may help them deal with some of the issues they wi l l  face. In particular, an 

awareness of the process of cross-cultural educational adjustment, such as establ ished in 

this study, and general 'culture shock' theory may be useful preparatory knowledge. 

A lso, some consideration could be given to expectations, for example, concerning the 

steep educational adjustment period over the first semester, the manner in which they 

may respond to this in seeking equil ibration, and what steps they can take to help ensure 

posit ive outcomes from this period of overseas study. 

Two further areas could also be addressed. One, the students need to be aware of 

the major they are enrol l ing in, how this relates to what they have previously learnt in 

China, and what the prospects may be l ike for employment in New Zealand fo llowing 

graduation. Second, is the issue of language, which was considered a major problem 

area by the students in this study. The students attending training need to be 

encouraged to improve their level of Eng l ish ski l ls as much as they can before they 

come to New Zealand. However, while the students in this study acknowledged in 

Chapter Five the ris ing demand in China for English ( ,Macro Conditions ' ) ,  they also 

noted that barriers such as time, cost, and lack of opportunit ies make Engl ish language 

development in China problematic. This creates a dilemma in regard to who is 

responsib le for ensuring this preparation takes p lace. 

The overseas educational institutions, on the one hand, do not want to create 

barriers that may create uncompetitive barriers for their institutions, thereby 

marginalising them from this rich source of foreign funds. On the other hand, such 

institutions need to implement strategies that he lp ease the students through the difficult 

transition into a significant ly different educat ional environment. The overseas students 

a lso face, on one hand, the barriers noted above that restrict access to suitable language 

development and, on the other hand, they may not fu lly recognize the issues that wil l  
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arise for them if they do not do so (see Chapter Six: ' Preparedness for Change' and 

' Language ') .  

The students need to realise that attaining the required I E LTS score may not be 

indicative of  their abi l ity to cope wel l  with the Engl ish requirements of a postgraduate 

course. They also need to be prepared to take advantage of language courses in China, 

if ava i lable, and New Zealand that focus on academics and university preparat ion. 

Attending general English language courses will not prepare the students for the 

demands of the new educational setting. Students also need to be aware of the valuable 

role in English development that living in a homestay context can bring, despite its 

additional cost. While homestays may not work for all and acknowledging the value of 

co-etlmic support, other opportunit ies a lso exist within the New Zealand community 

which may foster language growth (see Chapter Six: 'Growing in Language Ski l ls ' ) .  

New Zealand tertiary institutions who do not want to inhibit students enro l l ing because 

of pre-enrolment English requirements need to take responsibi l ity to provide qual ity 

English learning for academic purposes within the orientation and course programming 

they offer in New Zealand (see below: 'Orientation '  and 'Support ' ) .  

Orientation 

In addition to a China-based preparatory course, the students need to have these 

issues addressed in more depth as paJ1 of their university orientation in New Zealand. 

While learning about potential differences and issues before they leave is important, the 

immediacy of being in a new environment gives these a sharper edge. Reviewing the 

material covered in the pre-departure course wil l  help create renewed awareness of the 

cultural and educat ional differences. Particular issues, such as the very significant 

change in the teacher's role, need to be explained carefu l ly so that false expectations 

based on the students' experiences in China are not carried forward into the new 

context. An explanation of the roles of the student, his or her fel low students, and the 

teacher can help defuse potential ly destabi l ising scenarios. This includes creating an 

understanding of the value placed in Western academics of referencing sources and the 

appropriate ways in which students can cooperate. 
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This study has shown that the Mainland Chinese students drew confidence and 

encouragement from the success of other students. Therefore, senior or comp leted 

students tell ing their stories during orientation, preferably in their heart language 

( Mandarin), would be both inspiring and salutary. Another aspect that some students in 

this study needed particular help with was the se lection of courses. They come from an 

educat ional context where they often had little choice over what subjects they would 

study. Steps need to be taken to guide the students through this process in order to 

avoid making wrong choices and sequencing errors. During orientation students are 

overwhelmed by the quant ity of  information they are given. Therefore, it is important 

to ensure that the academic orientation has a sufficient profi le and p lace that alerts the 

students to its importance. 

Support 

In China, students drew their support from their fami l ies, friends, and peers. They 

also had more avai labi l ity of access to their teachers. In New Zealand these support 

structures are not so readily accessible . Parents and friends are now at a distance, 

connecting with their peers is more problematic, and the New Zealand lecturer is not as 

avai lable. Further, the funct ion of support in New Zealand has been institutionalised in 

student support centres and within particular courses, such as academic writ ing courses. 

The Mainland Chinese student is l ikely to be quite disorientated by this change. This is 

one reason why they seek co-ethnic support (even though this is more difficu It that it 

was in China), they tend to rely on their own resources, and they become more self­

re liant. Getting help from inst itut ional support may be a cultural shock to them and 

taking courses designed to help them academical ly, even if they are credit-bearing, may 

be seen as a 'waste' of money and time. 

Therefore, as part of orientation, the mechanisms of academic support need to be 

explained, information provided about what kind of support is offered and how it can be 

accessed, and the process affirmed by senior or completed students. In turn, those 

offering these services also need to be aware of what the students fmd to be 

academical ly difficult and how they are l ikely to respond to these issues. Studies such 

as this one are helpful in providing information about the students' academic needs to 

support staff However, consideration needs to be given to what the students feel  they 
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need, which is often someone to conect their spell ing and grammar on a their-time 

bas is, and the wider academic needs that they may not be so aware of For example, the 

students wil l  probably need support in areas such as writing, crit ical thinking, and 

managing reading requirement ski l ls that are often provided by university support 

groups. 

Wider than strictly academic support, this study would suggest that students can 

be helped by reinforcing the motivators they use to keep them moving ahead even when 

faced with difficulty. Praising their desire to create a better future for themselves and 

their famil ies, encouraging them to see the value of their Western education, stimulating 

their desire for self- improvement, reinforcing the need to be aware of cost issues, and 

being accountable to their famil ies can a l l  be posit ive ways to keep up the motivation 

levels of these students. Fostering their strong sense of achievement motivation and 

their bel ief in the efficacy of hard work can also be beneficial. However, these areas 

should a lso be addressed, probably during their pre-departure training, in tenns of both 

its posit ive and stress-producing aspects. In sum, working with the students to provide 

support in re lation to what they are most likely to turn to in order to help themselves 

may be an effective means of sustaining them through cross-cultural educational 

adjustment. 

Limitations 

This research, l ike all such studies, has to work within clear l imitations. These 

l imitations fit around two major areas: the methodology and the nature of the study 

populat ion. Before briefly considering the weaknesses of grounded theory, it may be 

helpful to briefly l ist its strengths. Grounded theory is, according to Cresswel l  (2002) :  

able t o  develop theory where theories are inadequate or non-existent because o f  its 

systematic approach; accessible for the researcher using it for the first time; due to the 

rigour of the approach, able to confu'm the validity of the developed theory; and able to 

keep the findings c lose ly matched to the data at all times. 

Weaknesses are a lso evident in grounded theory (Cresswel l ) .  Too t ight an 

attachment to 'preconceived ' analysis strategies, such as the CIC paradigm, may lead to 

a premature commitment to a particu lar set of categories. It may a lso lead to a lack of 
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depth in the development of  the categories and properties. The nomenc lature 

surrounding grounded theory is also quite distinct (for example, constant comparative 

method, axial coding, selective sampling, et cetera) and these need c lear defmit ions, 

otherwise misunderstandings may result . The mix of approaches and different design 

steps can be confusing. The researcher needs to have clearly chosen and justified the 

particular steps to be implemented in conducting the research. As specified in Chapters 

Three and Four, this study's research process has been able to counteract or l imit the 

extent of these weaknesses. 

Second, the selection of students in this study was from a l imited populat ion 

group. As a deeper understanding of grounded theory developed it became c lear that a 

d iverse range of students from diverse cultures would confuse rather than c larify the 

investigation. At that point , a choice was made to focus on students from Mainland 

China because while ethnic ity may ho ld across Chinese students their cultures or sub­

cultures are s ignificantly different. The need to restrict the sample populat ion to 

homogenised characteristics also led to a decision to focus on postgraduate business 

students at a particular university. For a ful ler discussion of student partic ipat ion and 

selection see Chapter Four. 

The methodology and student se lection processes may have had practical 

restrictions on the fmdings of this study. For example, the sample selection process 

may have resulted in the col lect ion of students who were largely successful in their 

studies. Perhaps, studying less successful attempts to educationally adjust across 

cultures may highl ight different aspects of the adaptation process. A lso, this project has 

focused on what the students did do to respond to cross-cultural change; not what they 

could have done. However, broadening the scope of the study may have made it 

unfeasible and requ ired a different methodological approach. 

Fu rther Research 

While this study has made a significant contribution to the understanding of cross­

cultural educational adjustment there is st i l l  much that needs further explication. Future 

research may locate other p ieces of the j igsaw by further testing the val idity of the key 

principles claimed for this study in order to detennine their abi l ity to explain the BSP of 
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cross-cultural educat ional adjustment. A lternatively, a simi lar study could be 

completed on another core group of international students, for example, other groups of 

ethnic Chinese students or Indian students. I t  is hoped that a continuing exploration of 

this area may lead, over time, to the development of a more general isable model of 

cross-cultural educational adjustment. 

In response to what has already been said under limitat ions, it would be helpful to 

consider what possible responses the students could have made, but did not, to their 

change of learning eco logy. Also, it would be good to broaden the horizons of this 

study by focusing on the experiences of the students who do not make a successful 

adaptation. For example, it would be worthwhile to know whether the core category of 

a better future only works best when students have the capacity to be successful or 

whether it sti l l  ho lds, in an adapted form as argued in this thesis, for those students who 

are less successful in completing their studies. 

It is also possible to study more in-depth some of the fmdings raised in this study. 

For example, this study has not considered the timing of the issues faced by the 

students. If a timeline of issue occurrence could be developed this could lead to more 

pro-active support systems for internat ional students. The level of ass istance for 

students could a lso be enhanced by findings from a larger scale quantitative study on 

the issues they faced, perhaps using the issues noted in this study as a framework. This 

could a lso entail the investigation of change in the students '  learner ident ity at the end 

of the first semester. Due to the methodological approach and time frame of the 

research, it was not possible to investigate what may be the severest time of testing for 

the learner identity e lements. Another potential area of investigation arising from this 

study is change revers ion versus stabi l ity of change. On return to China how long do 

the students retain a greater sense of independence, the value they p lace on practical 

skil ls, a higher degree of self-organisation, and an interest in their learning? Will the 

alterations to the learner identity be last ing or only temporary? This pool of suggestions 

for further study is indicat ive only and the field of cross-cultural educat ional adjustment 

is st i l l  open and fertile ground. 
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SU MMARY 

Ten Mainland Chinese students' journey to the West has been documented, 

categorised, theorised, and modelled in this research project using the grounded theory 

approach. The results of this invest igation indicate that the students' self-reported 

learner identity in China was external ly bounded and culturally harmon ised due to the 

homogenous characterist ics of Main land Chinese society. The effect of cross-cultural 

educational adjustment showed that this established learner identity was p laced under 

s ignificant stress by a range of overarching, learning, and personal issues . However, 

while it was fractured it did not break apart due to the constraining forces of the learning 

strategies appl ied by the students, their motivational resources, and the natural resi l ience 

of the learner identity. Even so, the learner identity was impacted by alterations to the 

established elements and the accommodation of new or newly prominent e lements. 

Behind each stage of the BS P was the driving or striving force of a better future. 

In this concluding chapter the adequacy of this theory has been evaluated by 

stating the key principles of the substantive theory, confirming it meets the grounded 

theory criteria for conceptualising data, reviewing the original research problem and 

quest ions, and detai ling the significant contributions this research has made to the 

knowledge of cross-cultural educat ional adjustment. The implications of the theory 

were based around the students and addressed preparation, orientation, and support 

issues. Lastly, the l imitations for this study were explained and suggestions made for 

further study. It is hoped that this study may raise awareness of  the process 

international students go through in adjust ing to a culturally different learning mil ieu, 

spark further research, and lead to a more comprehensive and general isable 

understanding of the students and their adjustment processes. 
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APPENDIX A 

I nterview One G uide 

INTRODUCTION 

lntroduce researcher and assistant. Warm up talk. Humour. 
Purpose of the interview: educational adjustment - previous education, problems and 
how coping. 
C larify questions, inform re confidential ity, and gain permission for recording and grant 
permission to the interviewee to turn tape off. 
Read and s ign ethics c learance sheet and interview contract sheet. 
Outline of interview sections. Key questions: What is going on? How are you 
responding to it? 
Answer, for the respondent : 
1 .  What wil l  be asked in the interview? 
2. Who is the info for? 
3 .  How will  the info be handled, inc luding confidential ity? 
4. What is the purpose of col lect ing info? 
5 .  How will  i t  be used? 
Any questions before we begin? 

QU ESTIONS 

Must listen weLl to responses and frame new questions using these. 
Continually evaluate for understandinglclarily of questions. 
Important to take notes as well as record, noting key phrases/terms using interviewees 
own language. 

Section 1 :  Prior Educational E xperience 

What is your education background? Where have you studied? What have you 
studied? 
How would you describe the education system at tertiary/university level in your 
country? 
What kind of teaching/learning experiences did you receive? 
What strengths do you see in the education you received in your home country? 
What weaknesses do you see in the education you received in your home country? 
How would you describe your self as a learner? What have you found easy to do? 
What do you find difficult? 

Transition/prefatory statement: 2nd section asks quest ions about problems you may face. 

Section 2: Problems faced in educational adj ustment. 

What differences do you think there could be in the education and learning between 
your home country and in your present programme? 
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You've just begun, but what types of problems are you facing when you are starting to 
learn in NZ? 
What do you feel  is causing these problems? 
How do you feel  about (need to de-jargonise these terms) : (based on learning theory 
concepts) 
I .  al l  the new information in your c lasses? 
2 .  your abi l ity to  concentrate and pay attention? 
3 .  how wel l  you are recognising the information you are learning? 
4.  the relevance of  what you are learning? 
5 .  how organised/meaningful/easy to remember your learning is? 
6. what you are learning is simi lar to what you have learnt previously? 
7 .  the adequacy of  your background or prior knowledge? 
8 .  how what you are learning relates to what you already know? 
9 .  how wel l  you are able to  organise in your mind the information you are learning? 
1 0. your readingl listening/speaking/writing ski l ls? 

What things other than the learning itself are making things easy/hard for you? 

Transition/prefatory statement: 3rd section asks questions about possible responses to 
the problems you may facing? 

Section 3: Coping mechanisms to alleviate problems. 

What help do you think you might need to help with the problems you may face? 
What p laces would you go to for he lp? 
What do you think wi l l  motivate/encourage you to keep on learning, even if things get 
difficult? 
What are the goals or objectives that you want to achieve by this t ime of learning? 

Transition/prefatory statement: 41h sect ion deals with any other matters you fee l  are 
important. 

Section 4: Any other matters? 

What other important things that you think wi l l  affect your learning in this new 
s ituation? 
Is there anything e lse you would like to say about learning at Massey so far? 

Transition/prefatory statement: In conc lusion . . .  

Section 5 :  Face Sheet Data 

Start with some ' face sheet ' data: some completed by interviewer, some by way o f  
c losed quest ion. 
Name: 
Age: 
Gender: 
National ity: 
Previous Education (esp. tertiary level) :  



Prior Work Experience:  
Current programme of study: 

Transition statement: In conclusion 

CONCLUSION 

Thank. 
Reinforce value of time and appreciation. 
Transcribe and value feedback. 
Open door for fol low-up interview. 

FOLLOW U P  

G o  over interview notes to see they make sense. 
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Check back immediately i f  c larification needed e.g.  over phone, e-mail .  
Record observat ions about the interview. 
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I nterview Two Guide 

In itial I nterview Two Guide Questions 
P lus 
Key Nodes Arising from Interview One 

THANK YOU SO MUCH!  

INTRODUCTION 
Warm up / preamble 
S imi lar framework to last time - China / NZ adjustment / things that help 

EDUCATION IN CHINA 
'qualities' 
What attitudes do Chinese people have toward learning? 
What are the attitudes of a good learner in China? 

' lucky one' 
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Many students say that they were ' lucky' to get to university. However, they worked 
very hard all through H igh School and they were very successful. So what do they 
mean when they say they are lucky? 
[ is it being humble?] [does it have some k ind of rel igious meaning?] 

' that's finished' 
Students have told me that if they had not passed entrance into the University from H igh 
School then their lives would have been fin ished. 
What do you think they mean by ' finished '?  
What sort of attitudes does that kind of pressure create in a student? 

' little emperors' 
[ was reading a book and it described the only chi ld in many Chinese families as the 
l ittle emperor. What do you think this means? How does this affect the students in 
their desire to learn? 

'high respect for the teacher' 
How does this encourage learning? 
In what ways could a high respect for the teacher discourage learning? 

U niversity is a 'closed society' 
What do you think this means? 
How does this help learning? How does it hinder learning? 
Are NZ universit ies a c losed society? I f  not, what problems does this course the new 
Chinese student? 

'classmates' 
In NZ you do not have the c lassmate system you had in China. What problems has this 
caused for you? 
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' memory' 
Memory was very important in China because of the exam based system. 
How does memorising help you to understand deeply? 

' homework' / assignments 
This was not so important in China. I n  NZ assignments are very important. 
In what ways was this difficult to adjust to in NZ? 

STUDY AND STUDY PROBLEMS IN NEW ZEALAND 

Chinese learning skills and attitudes in NZ 
What skil ls as a learner that you developed in China have you found most helpful  in 
NZ? 
What attitudes toward learning that you developed in China have you found most 
helpful in NZ? 

Study in NZ 
What do you think is the main reason students go overseas to study? 
You have more choices about what to study in NZ. How do you feel about having this 
wider choice? 
Looking back on the last semester, what would you say are some major differences 
about the way students are expected to learn in NZ compared to China? 

' language' 
Most students tell me this is the number one problem with learning in NZ. 
What could have helped you adapt to NZ English better? 
Most students tend to memorise a lot of what they are learning in Mandarin/Chinese. 
What problems does this cause? 
Does this change over time? 

'extra mu ral' 
Have you done extra mural study? Do you prefer it  to c lassroom learning? Why or 
why not? 
Do you enjoy learning by yourself? 

Past experience 
Students often choose papers based on past study and work in China. 
In what ways is this helpfu l? 
I f  you fe lt fully confident in your language skil ls, then what would you study? 

Teachers 
Many students have described most of their teachers in China as traditional, formal and 
serIOus. 
How are NZ teachers the same / different? 
In China, the teachers suppl ies you with most of the material you need to learn. In NZ, 
often, you have to find the material. How do you feel  about this change? 
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Learn in  a special way / learn in the NZ way 
Every year a number of Chinese students say they are having difficulty learning the NZ 
way. 
What do you think they mean by 'having difficulty learning the NZ way? 

Wider reading required 
How difficult was it for you to cope with the wider reading required for study in NZ? 
In  what ways do you fmd having to fmd your own information difficult? 

Feedback from assignments 
Once you have completed an assignment, had it marked and then returned to you:  

a .  What k ind of feedback do you get from your lecturers? 
b. How have you found this feedback to be helpful / unhelpful? 

ALLEVIA T ING PROBLEMS 

Have to finish 
Students say to me that they could not return to China if they did not successfu l Iy gain 
their qualification. 
Why do you think that is? 

Getting help 
Some Chinese students have real ly struggled to get the he lp that they want; others seem 
to have been able to find help quickly. 
What has been your experience f getting the help you need to be a successful student? 

Suppose a Chinese student friend of yours, who was real ly struggling with learning, was 
trying to study in their room. How would they be fee l ing? What would your friend be 
thinking / doing? 

Some students have suggested that learning in China has made them passive learners 
because the teacher just provided them with everything they needed to know. In NZ a 
student usual ly has to be an active learner. Have you found becoming an act ive learner 
to be easy / d ifficult? 

Student Learning Centre 
Many students have reported to me that they have not gone to the student learning 
centre. 
Why do you think Chinese students seem reluctant to talk to their lecturers about their 
study? 

' how can I write' 
Many students indicate that their writing ski l ls  are their least effective. What 
suggestions would you give a student who is really struggling with the writing required 
for assignments in NZ? 

'too much to read' 
Many students a lso indicate that the find the reading required too much ! What 
suggestions would you give a student who is rea l ly struggling with the reading required 
for their courses? 
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'economic' 
Who helps to pay for your study? 
I f  your family, what kind of obl igation does that bring to your fami ly re lationships? Do 
you feel  pressurised by this? 

'family' 
Tradit ional ly, Chinese society has a strong sense of devotion to family. How does this 
affect your study? 

'future' 
How do you think your study in NZ wil l  provide a better future? 
When you think of the future, are you thinking of your parents, yourself, your children? 
Which would be the most important? Why? 

' English ' 
Being able to learn Engl ish is considered by many students to be very important part of 
the reason for their study. 
Do you feel that your English is improving? How satisfied are you? How would you 
suggest a new student to NZ improves his or her English? 
Some people are disappo inted in the amount of time they have to be with native Engl ish 
speakers. What should a student do? 

'practical vs theoretical'  
Many students say that NZ education is more practical than the Chinese. 
In what ways does a more practical approach to learning help you? 

Advice 
I f I  was a new Chinese student, what advice would you give me on how to deal with the 
problems fac ing Chinese students learning in NZ? 

'conquer you rselr 
A student mentioned that sometimes it is very difficu lt to study in NZ and it can feel  too 
hard at times. The student said they had to 'conquer yourself and keep going. What do 
you think the student meant by 'conquer yourself? How would you describe the 
attitude toward learning of a Chinese student studying in NZ? 

Recom mend 
Would you recommend another Chinese student to come to NZ and study? Why or why 
not? 

WHA T ELSE WOU LD YOU LIKE TO SAY ABOUT LEARNING IN NZ? 

CONCLUSION 
Thank I valued I fo llow up interview 

FOLLOW U P  



INTRODUCTION 
Warm up talk. 

APPENDIX C 

I n terview T hree G uide 
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Purpose of the interview: To see the shape of andfind patterns in what we have looked 
at previously. To try and determine what are the main/key things. 
Outline question areas, inform re confidentiality, and gain permission for recording. 
Outline of interview sections. Key: What is going on? 
Answer, for the respondent: 

1 .  What will be asked in the interview? 
2. Who is the info for? 
3. How will the info be handled, including confidentiality? 
4. What is the purpose of collecting info? 
5. How will it be used? 

Any questions before we begin? 

Q UESTIONS 
Must listen well to responses and frame new questions using these. 
Flex the questions to the interviewee in relation to how he or she has responded in prior 
interviews. 
Continually evaluate for understanding/clarity of questions. 

Opening interview statement: This first section asks questions about how you thought 
about yourself as a learner before you came to NZ? 

Section A :  Learner Identity in China 
1 .  Self-Awareness as a Learner 

a. If you could choose one word to describe educat ion in China what would 
it be? 

b. If you could choose one word to describe yourself as a learner what 
would it be? 

c .  What did you most enjoy about learning in  China? 
d. What did you fmd most difficult about learning in China? 
e. How did you feel  about yourself as a learner in China? 
f Why did you feel about yourself in these ways? 

2 .  Cultural, Social and Famil y  Factors, i .e . ,  external o r  outside factors 
a. What were the top three outside factors that influenced you most as a 

learner in China? 
b. What influence did these three outside factors have on your learning in 

China? 
3 .  I nternal o r  Personal Factors 

a. What were the top four personal characterist ics that would describe you 
as a learner in China? 

b. Who and/or what encouraged these characterist ics to grow and develop 
in you? 

c .  How much did these characteristics lead you to becoming a successful 
learner in China? 
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Transition/prefatOlY statement: This second section looks at the impact of changing 
cultures on you and your learning. 

Section B :  Changing Cultures 
I .  Culture Differences 

a. What have you found to be the greatest difference between the Chinese 
culture and the NZ culture? 

b. How has this greatest difference affected your learning during your stay 
in NZ? 

2. Education Differences 
a.  What have you found to be the greatest difference between the Chinese 

education system and the NZ education system? 
b. How has this greatest difference affected your learning whi le studying in 

NZ? 
c .  How do you think your experience of studying at  university in New 

Zealand is different from a mature Kiwi student who , after having a 
period of time in the workforce, returns to postgraduate study? 

Transition/prefatory statement: This third section asks questions about issues you faced 
studying in NZ? 

Section C:  Studying in NZ 
I .  Coming to New Zealand 

a. How well prepared were you for studying in New Zealand? 
b. Have you found learning in New Zealand to be a stressful experience? 

How does this compare to the stress you experienced studying in China? 
Looking back, were you ready for another stressful learning experience? 
Why or why not? 

c. What were your expectations when you came to study in New Zealand? 
Were these met? Why or why not? 

d. What has been most helpfu l  to you during your study in NZ? Why was 
this? 

2. Belief In Your Ult imate Success 
a. When faced with the chal lenge of studying in a foreign country what was 

one main idea that kept you bel ieving that you would be successful? 
b. Why was this one main idea so important to you? 

3 .  Your Ult imate Motivation 
a. When faced with the challenge of studying in a foreign country what was 

one big idea that kept you motivated through all the difficult ies? 
b. Why was this one motivation so important to you? 

4. Your Ult imate Goal 
a. Before you came to NZ what was your l ife goal? 
b. How has studying in NZ helped you toward achieving your l ife goal? 
c. How has studying in NZ made achieving your life goal more difficult? 
d. Has coming to NZ changed your l ife goal? If so, why? 

Transition/prefatory statement: Thefourth section deals with how you have changed as 
a learner as a result of your study experience in New Zealand 



Section D :  Changing as a Learner 

1 .  Personal Impact of Studying in NZ 
a. In what ways has studying in NZ affected you positively? 
b .  In  what ways has studying in NZ affected you negatively? 

2 .  Changes in YOU as  a Learner 
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a. Do the four personal characterist ics you mentioned in Section A.2.a still 
describe you as a learner? 

b. I f  they have changed why have they changed? 
c .  How are you different as  a learner now in  NZ than you were in China? 
d. Who controls your learning now? Is it those things that are external to 

you or those things that are internal to you? Has this changed from when 
you were a student in China? If it has changed, how has it changed? 

CONCLUSION 
Thank. 
Reinforce value of time and appreciation. 
Transcribe and value feedback. 
Open door for focus group interview. 

FOLLOW U P  
Go over interview notes to see they make sense. 
Check back immediately if clarification needed e.g. over phone, e-mail. 
Record observations about the interview. 

C HECK ALL RELEVANT FACE DATA CAPTU RED 

Data as at the commencement of the fieldwork in February 2006. Shaded sections 
already complete for all students. 

Main land Chinese 
Male I Female 
Marital Status 
Chi ldren 
Age 
Degree in China 
China Work Experience years 
Permanent Resident Y I N  
Time in NZ * ( in years) years 
Time in language study in NZ months 
Studying Business 
Fullt ime I Part-time F I P  
Postgraduate Study or Grad Diploma P I G  
Staying in NZI Returning to China S I C  
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APPENDIX D 

E mail Questionnaire :  I nterview Three Guide 

INTRODUCTION 
Thank you for agreeing to respond to the following questions by email. 
FIRST, please save this attachment on your hard drive br;dore starting to write 
your responses. 
THEN, once you have finished. re-attach this file and send it back to me 
(roruthomfam@maxnet. co.nz). 
THANK YOU 

QUESTIONS 

Section A:  Learner Identity in  China 
1 .  Self-Awareness as a Learner 

a.  I f  you could choose one word to describe education in China what would 
it be? 

b. I f  you could choose one word to describe yourself as a learner what 
would it be? 

c. What did you most enjoy about learning in China? 

d. What did you find most difficult about learning in China? 

e. How did you feel  about yourself as a learner in China? 

f Why did you feel  about yourself in these ways? 

2 .  Learner Identity in China 

5 

a. I f  you wish, you can add one or two other aspects of learner identity into 
TABLE A that you think better describe your learner identity in China. 

b. For column A ( ' How true was this for you personal ly? ' )  for each aspect 
you can put: 

4 3 2 I 
very true mostly true Sometimes true; seldom true rarely true 

Sometimes not true 



TABL E  A 

Aspects of Learner Identity 

I n  China . . .  
I fe lt supported 
I had effective learning ski l l s  
I worked hard 
I felt pressured 
I felt successful 
I had good content knowledge 
I was competitive 
My learning was teacher-centred 
other . . .  
other . . .  

Section B :  Changing Cultures 
1 .  Culture Differences 
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A 
How true was this for 

you personally? 

a. What have you found to be the greatest difference between the Chinese 
culture and the NZ culture? 

b. How has this greatest difference affected your learning during your stay 
in NZ? 

2. Education Differences 
a. What have you found to be the greatest difference between the Chinese 

education system and the NZ educat ion system? 

b .  How has this greatest difference affected your learning while studying in 
NZ? 

c. How do you think your experience of studying at university in New 
Zealand is different from a mature Kiwi student who, after having a 
period of time in the workforce, returns to postgraduate study? 

Section C :  Studying in NZ 
1 .  Coming to New Zealand 

a. How well prepared were you for studying in New Zealand? 

b. H ave you found learning in New Zealand to be a stressful experience? 
How does this compare to the stress you experienced studying in China? 
Looking back, were you ready for another stressful learning experience? 
Why or why not? 
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c.  What were your expectations when you came to study in New Zealand? 
Were these met? Why or why not? 

d. What has been most helpiii l  to you during your study in NZ? Why was 
this? 

2. Belief ln Your Ultimate Success 
a. When faced with the challenge of studying in a foreign country what was 

one main idea that kept you believing that you would be successful? 

b. Why was this one main idea so important to you? 

3. Your Ult imate Motivation 
a. When faced with the chal lenge of studying in a foreign country what was 

one big idea that kept you motivated through all the difficu lties? 

b. Why was this one motivation so important to you? 

4. Your Ultimate Goal 
a. Before you came to NZ what was your l ife goal? 

b. How has studying in NZ helped you toward achieving your l ife goal? 

c. How has studying in NZ made achieving your l ife goal more difficult? 

d. Has coming to NZ changed your l ife goal? I f so, why? 

Section D: Changing as a Learner 
1 .  Personal Impact of Studying in NZ 

a. In what ways has studying in NZ affected you positively? 

b. In what ways has studying in NZ affected you negat ively? 

c .  How have you changed as  a learner from studying in  New Zealand? 

2 .  Changes in YOU as a Learner while studying in New Zealand 
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a. P lease l ist in the ' Aspects' column in TABL E  B those things that you 
think NOW describe you as a learner. You can sti l l  use some or al l  of  
the aspects from the TABLE A above. 

b. For column A ( ,How true was this for you personal ly? ' )  for each aspect 
you can put : 

5 4 3 2 1 
very true most ly true Sometimes true; seldom true rarely true 

Sometimes not true 

TABL E B 
Aspects of Learner Identity A 

How true was this for 
Since studying in NZ I " "  you personally? 
I feel  supported 
I have effective learning ski l ls 
I work hard at my study 
I feel  pressured 
I feel  successful  
I have good content knowledge 
I am compet itive 
My learning is teacher-centred 
other . . .  
other . . .  

Section E :  Please Complete This Table 

China Work Experience years 
Permanent Resident Yes or No 
Time spent in NZ * ( in years) years 
Time in language study in NZ months 
Ful ltime / Part-time 
Postgraduate Study or Grad Diploma 
Staying in NZ/ Returning to China 

CONCLUSION 

Thank you/or participating in this way. Your help and patience is much appreciated. 
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APPE NDIX E 

Attestation Group I nterview Guide 

The focus group is comprised ofa small  number (3-5)  of Mainland Chinese 
postgraduate business studies students. They are students belonging to a particular 
fmance c lass running in Semester Two, 2007, 

SETTING THE SC EN E 
Pre-organise room layout to maximise visib i l ity of  screen and group member 
interact ion. 
Have some food and drink available. 
Mingle and bu ild rapport (very important) 
Have people sit according to how ' talkat ive ' they appear. 

i .e . ,  talkers on the outside, quieter ones in the middle 
Assistant to note content, flow, and interaction patterns 

INTRODUCTION 
N d h h h '  . kl ee to get t rOU!?1 t IS qu IC {y 

Welcome 
Robert 
Ruth 

Overview 
PPT Slide 1 What is the research about: Cross-Cultural Educational 

Adjustment 
PPT S lide 2 Purpose: What do you think of the fmdings so far? 

Do they fit? What 's your view? 
Research Problems and Questions 

PPT S lide 3 Introductions 
Students: Start with a ' talker' 

Name, course, city/province-greatest thing! , time in NZ 
Consent FOlms 

Consent is optional 
Have avai lable, obtain signatures and col lect 

PPT Sl ide 3 Ground Rules 
Be relaxed - comfortable and confidential 
Everyone's  ideas are MUCH APPRECIATED 
Everyone should be al lowed an opportunity to speak 
[ wil l  encourage everyone to share 
What is said in the room stays in the room 

Any questions before we begin? 

QUESTION ING 
Questioning should start broad (& reflective but not personal) and move increasingly to 
more specific andfocused areas. Must listen well to responses and draw out comments. 
Make sure all get opportunities to share. Frame new questions using the base model 
and students ' comments. Continually evaluate for understanding/clarify of questions. 
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PPT Sl ide 4 Present Journey to the West 
MacrolMicro 
Identity and change 

Lead in question: 
Thinkingback, what was university like in China? 

Key Q 1 :  What made a person a good learner at university in China? 
PPT Sl ide 5 Score the fol lowing on range below: 

PPT Sl ide 6 

PPT S lide 7 
PPT Sl ide 8 

5 4 3 2 1 
very true mostly true Sometimes 

true; 
Sometimes 

not true 

seldom true rarely true 

Macro: I n  China, my culture and society values education 
Micro :  In China, my family encouraged my learning 
Group Score learner ident it ies [add any extras from Key Q 1 ]  

I felt supported I had good knowledge 
I was teacher centered I was successfu l  
I worked hard I was competitive 
I had effective ski l ls I felt pressured 

My learner identity was external ly bounded 
My learner identity was cultural ly harmonised 

When you change cultures and learning situations things change for you. 
These changes can be both positive and negative. 
I f  you felt harmonised before, then now you might fee l  that this harmony 

is broken. 
Key Q 2 :  What are the problems when students change their cultural 

and educational context? 
Group put in order: [ Add any other major items arising from Key Q 2]  

Assignment Emphasis 
Cultural Differences 
Different Ways of Learning 
D ifferent Teacher Relat ionships 
Financial Stress 
Lack of Support 
Language 
Looking after Yourself 
Quantity of Reading 
Writing Assignments 

But many students survive and do very wel l .  How do they do this? 
They use various strategies and mot ivations. 
A strategy is something they use to help so lve a problem. 
A motivation is something that encourages you to keep going. 
Key Q 3: What might those strategies be? 

Support: Classmates, Teacher, Family 
Personal Character: Perseverance, Self-Reliance 
Goals 
Grow/Learn: Learning, Culture and Language skills 
Other: Use Prior Learning, Work Experience 

Key Q 4 :  What might the motivations be? 
Future: Better Future, Success 
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Fami ly: Parents ' Face 
Goals: Life 
Western Learning: Applied Learning, Western Certificate, 
English Skills 
Cost: Time, Money 

PPT Slide 9 Go through PowerPoint 
Any comments? 

Key Q 5: What is the main thing that keeps everything together? 
Gain individual responses, query if there is a common factor 

Looked at two of three areas: 
What were you l ike as a learner in China? 
What problems did you face and how did you overcome them? 

Third area: How have you, AS A LEARNER, changed from you NZ 
experience? 

PPT Sl ide These were some of the identity factors when you studied in China. 
1 0  How would you score them now as a learner in NZ? 

Score the following on range below: 
5 4 3 2 1 

very true most ly true Sometimes seldom true rarely true 
true; 

Sometimes 
not true 

Group Score learner identities [add any extras from Key Q 1 ]  
I feel  supported I have good knowledge 
I am teacher centered I am successfu l  
[ work hard I am competit ive 
I have effective ski l ls I feel  pressured 

Key Q 6: Are there ways in which you are different as a learner now 
because of your NZ experience? 

PPT Slide Which of these best reflects the changes you have seen in your self as a 
1 0  learner? 

More Independent 
More Organised 
More Practically Ski l led 
More Co-operative 
More Interested 

PPT S l ide Show model overview 
1 1  Any comments? 

CONCLUSION 
Briefly summarise the assistance/ideas that the group has provided 

Check that they concur 
Any additional comments? Can email  if any further ideas : give email  address. 

Reiterate re confident ial ity 
Review the purpose of the study 
Thank them very much for their input 
Wait around whi le people disperse [they may have some things to add] 

Wil l  email  them a summary of the research findings when study complete 
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APPENDIX F 

Access Letter to H O F  BAF 
Date 

Professor ------

Pro Vice-Chance l lor 

Dear Professor 

I would like to request your permission to conduct research among international 
postgraduate students within your . M y  purpose would be both to address a 
current need fac ing international students and to contribute to my PhD studies on the 
cross-cultural educational adjustment of internat ional students. 

The increase of international student enrolments at , particularly within the 
______ , has p laced a significant burden on both staff and students. However, 
we have l itt le understanding, at a conceptual level, of how the international students 
understand and cope with this major change in their educational environment. 

I would like your permission to conduct my research among first-year, postgraduate 
internat ional students in your . This would a llow me to approach students 
for interviews and to observe classes conducted in your department. It is important to 
emphasise that this study is focused on how the students understand and cope with their 
new and radical ly different learning context . It is not a study or critique of the teaching 
staff within your ____ _ 

In  addition, I require your permission to have l imited access to the relevant databases 
that may store enrolment and academic details of the students. The access wi l l  be 
l imited only to the students who make themselves ava i lable to part icipate in this 
research project and who have agreed to allow the researcher to have access to their 
records. 

In writing up the research, pseudonyms wi l l  be used for and the 
___ ______ . However, readers of the research thesis, seeing that it is a 
product of a student, may suppose, but not know with certainty, 
that the context of the research is and the 

---------

I have attached details of  my professional and educational background. [Removed] 

P lease contact Professor Wayne Edwards (my supervisor) if you wish to talk with him 
about this project. 

Thank you for considering this request. I look forward to hearing from you concerning 
when we can meet to discuss this matter. 

Yours sincerely 

ROB E RT THOMPSON 
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APPENDIX G 

INFORMA TION SHEET 

Cross-cultural Educational Adjustment: 
A Substantive Theory 

Introduction of the Researcher 
My name is Robert Thompson. I am conducting research on how Mainland Chinese 
postgraduate business students manage the change of educat ional systems when they 
come to study in New Zea land. The research wil l  gather data mostly from interviews, 
but it wi l l  also involve access to database information. 

I am complet ing this study to fulfill  the requirements for a PhD ( Education) from 
Massey University. I am studying for this qual ificat ion on a part-time basis. I work for 
International Student Ministries as a vo luntary postgraduate student support worker on 
the Palmerston North campuses of Massey University. 

If you wish to contact me, or my supervisors, at any t ime regarding the project, then 
please use the fol lowing detai ls . 

.!.-'R""e-",se",-,a"-,-r-",-c,-"he""r� __ -,,C,,-,o,,-,n.!-"t."'-ac=t Supervisors Contact Detai ls :  
Details : 

Robert Thompson 
Ph: 06 355  0239 
Cell: 02 1 1 4 1  8742 
Email :  
roruthomfam@maxnet.co.nz 

Participant Recruitment 

Prof Wayne Edward 
Ph: 06 356 9099 

Emai l :  
W. L. Edwards@massey.ac.nz 

Or. Penny Haworth 
Ph: 356 9099 

Email :  
P.A. Haworth@massey.ac.nz 

You may have been approached to help with this project in one of the fo llowing ways : 
• during the International Student Orientation 
• from contact details g iven by the Col lege of Bus iness 
• from contact details suppl ied by the Internat ional Student Support Office 
• by personal contact with the researcher. 

I ask that you read this informat ion sheet and the attached consent form. If, after your 
reading, you are wil l ing to help me with my research, then please email or phone me. 
Then we can arrange to meet . At this t ime you wil l  give me the signed and dated 
consent fonn. You may keep the information sheet . 

The research invo lves a series of four interviews during 2006. The interview plan looks 
a l ittle l ike this: 

• 1 st Interview: Febmary/March. 
• 2nd Interview : June/July (after exams) 
• 3rd Interview : August/September 
• 4th Interview: November/December (after exams) 
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The fIrst interview wil l  take less than two hours, and the other interviews wi l l  be just 
over one hour in length. That is a total of about six hours over the whole year. I wil l 
ensure, to the best of my abil ity, that the interviews are p lanned so you are able to be 
fu lly focused on your study. I actually believe that these interviews wi l l  be interesting 
and even helpful for you .  

The interview questions look at two major things: 
• The diffIculties you are having adj usting to the university education system 

in New Zealand, and 
• The ways that you try to overcome those diffIcult ies. 

We would l ike to assure you that your responses to the interview questions, and a l l  
other information concerning your study, w i l l  be  kept strictly confIdent ial. 

Project Procedures 
The interviews wi l l  be held in a private area, such as a study room in the l ibrary. You, 
the research assistant, and I wi l l  be the only ones present. The interviews wi l l  be 
recorded on a tape. The research assistant and myself wi l l  also take brief notes during 
the interview. 

The tapes wi l l  then be written out in ful l .  When this is complete a copy wi l l  be given to 
you to read and check. You can add further comments or change your earlier statements 
if you would l ike to at this time. Then you will sign and return the copy of the 
transcript to me. 

The interview material, and the data from the observations and the database 
information, wi l l  be analysed using a computer software program called NVivo. The 
purpose of this program is to gather together simi lar information and group it into 
related categories. 

Toward the end of the project, some of the students interviewed wi l l  be gathered 
together to discuss the tentative results. 

Access to database records, held by both the College of Business and the Nationa l 
Students Relations OffIce, wi l l  also be required in order to provide enrolment and 
academic data. 

During the gathering and analysis stage of the project the data wi l l  be kept securely at 
my home address and under password on my computer. At the end o f  the project, the 
materials (tapes, transcripts, notes, disks etc . )  wi l l  a l l  be stored in fac i l it ies operated by 
the Massey University College of Educat ion. It will be stored there for fIve years. 
After that time the material wi l l  be destroyed. 

At the conclusion of the project the thesis wi l l  be avai lable from the Massey University 
l ibrary. You wi l l  also be given a summary of the results. In addition, if a publ ishable 
paper is written that summarises the project, a copy wi l l  also be given to you. 

Every attempt wi l l  be made to keep your identity confIdent ial. Only the research 
assistant and I (and possibly the principal supervisor) wil l  know your true name and 
contact details. 
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Participant involvement 
Your invo lvement is genera l ly  l imited to the time of the interviews and reviewing the 
written record of the interviews, which w i l l  be about six hours over the whole year. 
However, at t imes, the researcher (or his assistant) may need to contact you to c larify 
some po int. To help make this as easy as poss ible,  p lease inform me of any changes in 
your contact details (e .g. where you l ive, phone number, emai l  address etc . )  

Also, toward the conclusion of the research, a focus group of some of those interviewed 
may be brought together to discuss some of the initial resu lts of the project. This would 
last approximatel y  one to two hours. 
Participant's Rights 
You are under no obligat ion to accept this invitation to join the research project. If you 
decide to partic ipate, you have the right to : 

• decline to answer any part icu lar question; 
• withdraw from the study at any stage; 
• ask any quest ions about the study at any time during participat ion; 
• provide information on the understanding that your name wi l l  not be used 

unless you give permission to the researcher; 
• be given access to a summary of  the project findings when it is concluded. 
• I a lso understand that I can ask for the audio tape to be turned off at any t ime 

during the interview. 

Support Processes 
If, at any t ime, you fee l  uncertain about the project p lease contact my supervisor (see 
the detai ls above) .  If you feel  you need extra support p lease contact Jul ia (350 5935 or 
356 9099 x 5935)  at the Student Counsel l ing Services (SCS) .  The SCS is able to 
provide confident ial and helpful assistance to meet the concerns you may face. 

Project Contacts 
As I have stated earlier, PLEASE contact mysel f  or my principal supervisor if you have 
any quest ions about the project. 

Committee Approval Statement 
This project has been reviewed and approved by the Massey University Human Ethics 
Committee, PN Appl ication 05/85 .  If you have any concerns about the conduct of this  
research, p lease contact Dr .  John G.  O'Nei l l ,  Chair, Massey University Campus Human 
Ethics Committee :  Palmerston North, telephone 06 350 5 799 x 8635 ,  emai l 
humanethicspn@massey. ac.nz. 

THANK YOU SO M UCH!  . . .  
for reading this information sheet and considering signing the consent form. 

You r participation in this project will help you, other international students, and 
myself. 

Please contact me by email or phone if you are willing to be interviewed. 

Yours s incerel y  
Robert Thompson 
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APPE NDIX H 

Cross-cultural Educational Adjustment: 
A Substantive Theory 

PART ICI PANT CONSENT FORM 

This consent from will  be held for a period of five (5) years 

I have read the I nformation Sheet and have had the detai ls of the study explained to me. 
My questions have been answered to my satisfaction, and I understand that I may ask 
further questions at any t ime.  

I agree I do not agree to the interview be ing audio taped. 

I agree to part ic ipate in this study under the conditions set out in the Information Sheet. 

Signature: Date: 

Full Name - printed 
................................................................................................................................................................................................................................. . 
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APPENDIX I 

Cross-cultural Educational Adjustment: 
A Substantive Theory 

PARTICI PANT CONSENT FORM - ATTESTATION GROU P 

This consent from will be held for a period of five (5) years 

I have read the Information Sheet and have had the details of the study explained to me. 
My quest ions have been answered to my sat isfaction, and I understand that I may ask 
further questions at any time. 

I agree/do not agree to the interview being audio taped. 

[ agree to not disc lose anything discussed in the Focus Group. 

[ agree to part ic ipate in this study under the conditions set out in the Information Sheet. 

Signature:  Date: 

Full Name - printed 



Appendices 348 

APPENDIX J 

Cross-cultural Educational A djustment: 
A Substantive Theory 

CONFID ENTI A L I TY AG R E E M ENT 

I Ruth Lois Thompson agree to keep confidential a l l  information concerning the project 
Cross-cultural Educational Adjustment: A Substantive Theory. 

I will not retain or copy any information involving the project. 

Signature: Date: 
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APPENDIX K 

Cross-cultural Educational Adjustment: 
A Substantive Theory 

A UTHORITY FOR THE RELEASE OF TAPE TRANSCRIPTS 

This from will be held for a period of five (5) years 

I confirm that I have had the opportunity to read and amend the transcript of the 
interview/s conducted with me. 

I agree that the edited transcript and extracts from this may be used by the researcher, 
Robert James Thompson, in repOlts and publications arising from the research. 

Signature: Date: 

Full Name - printed 
................................................................................................................................................................................................................................. . 
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APPENDIX R 

C ROSS C U LTURAL E D U CATIONAL ADJUST M E NT :  

A S U BSTANTIVE T H EORY 
A Summary of Findings and A nalysis Sent to Participants 

By Robert Thompson 
Dated: 1 8/ 1 1 108 

Th is summary is based around what is  called a process model. It briefly describes what happened before, 
during, and as a result of your adjustment to university in New Zealand. It has three parts: The 
conditions (before); the actions (during); and the consequences (results). Each of these is looked at in 
turn and you can find a picture of the completed model at the end ( Figure 5 ). The findings reflect onl y  
what was understood from the interviews held with our smal l  group o f  students ( 1 0) and is, therefore, 
cal led a substantive or local ised theory/model.  
THE CON DITIONS 
THE CON DITIONS describe the influences on you in Ch ina that made you the type of learners you are 
today. This is called leamer identity. Figure I (below) tries to show the nature of those in fluences. 
From the interview data it was found that the major influences on this identity were the macro societal 
and cultural variables ( above the top arrow in Figure I ) . These have an indirect yet sti l l  powerful effect 
on the individual in his or her society. They include, for example: being part of a society where people 
are often seen as part of a wider group than as an individual ; where society places quite strong and clear 
expectations about what a person should be l ike and do; where gain ing social advancement is  very 
important; and where failure can lead to sign ificant disadvantages. 
The more m icro variables of family and education ( inside the bottom arrow) were, for example: where 
parents have strong expectations; where there are supportive relationships; where education is  h igh ly 
valued; where the educational experiences are quite simi lar; and where growth in knowledge is strongly 
desired. The double-ended arrows in Figure I indicate that both the macro and m icro influences have 
both a strong traditional basis in Ch inese society and a continuing contemporary impact, even though 
many things are changing culturally in Ch ina today. 
From the interview data, eight learner identity elements, which described how you thought of yourselves 
as leamers, were found. In order of the importance you gave them, these were: Teacher centred; 
supported; worked hard; 
pressured; effective ski l ls; Figure 1:  CO N DITIONS-Establ ished Ide ntity 
successful ;  competitive; and 
good knowledge. Because 
of the strength of the macro 
and micro influences in  
Chinese society these learner 
identity elements were found 
to be externally bounded, 
wh ich means they were 
more formed by outward 
prcssurc from society than 
internally, and cultural ly 
harmonised, which means 
because Ch inese society, 
compared to some other 
societies, is  quite similar 
everywhere in China the 
leamer identity could be 
expected to be widespread. 
Therefore, the conditions of 
the model have been called 
' Established Identity. ' 
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T H E  ACTIONS AND INTERACTIONS 

ACTI O  S OR INTERACTlO S are how a person reacts to the situations and problems they face. 
These reactions are either instinctive, which means that you react that way without hardly thinking about 
it, or intentional.  In depicting the ' Interactions,' Figure 2 firstly tries to show (see the arrows) that when 
you came to New Zealand you experienced a signi ficant difference in terms of culture and of education. 
Th is  was seen in the way in which you coped with the change and the adjustments you made to l i fe i n  the 

ew Zealand community. This varied from person to person but each one of you experienced some 
cont1 icts between what you had known in China and what you experienced in ew Zealand. 

One of the questions thi s  research tried to answer was: What happened to the sense of identity you had as 
a learner in China (see Conditions above)? Your responses indicated that there were some interesting 
changes and these are discussed in  the next section on consequences. It i s  sufficient to say that the 
established learner identity that had worked well for you in China was not as effect ive or useful in ew 
Zealand. Th is is why Figure 2 is sub-titled ' Fractured Harmony' and thi s  has been indicated on Figure 2 
by the di fferent learner elements being pushed out of their previousl y  regular pattern. Some of the 
educational issues and problems you mentioned that helped fracture that harmony were, in order: 
language; different ways of learning; cultural differences; quantity of reading; different teacher 
relationships; assignment emphasis; writing assignments; looking after sel f; lack of support; and financial 
stress. 

A second major question about interactions was: How did the students respond to this change and this 
fracturing of their harmon ious learner identity? What was found was that you used a number of 
strategies and motivators that 
helped you overcome these Figure 2: INTERACTIONS-Fractured Harmony 
problems and changes. The 
strategies included: accessmg 
support structures at the 
university; relying on yourself; 
growing in language k i l ls; 
growing in  learning skil ls; 
drawing on prior learning in 
China; and benefit ing from work 
experience within ew Zealand. 
The motivators included: 
meeting family and society 
expectations; a desire for 
Western learnings; keeping costs 
low; and a desire for sel f­
i m provemen t .  

I f  the use of these strategies and 
motivators were effective, then 
you were able to respond so that 
your learning identity or learning 
'way,' even though it  was 
changed, did not break apart and 
cause you to be unsuccessful in 
your study. This brings us to the 
Consequences. 

T H E  CONSEQU ENCES 

CONSEQUENC E S  are the results of the actions that have been taken. In this case, the actions mean both 
the results of changing cultures to a sign i ficantly different educational environment and the ways that you 
responded to the changes and the problems. F igure 3 (below) highl ights the ways that you understood 
yoursel f  as a learner changed because of your experiences in adjusting to thi s  new educati onal culture. 
The changes had two parts: How was the original learner identity changed? What new elements were 
introduced into the way you saw yourself as a learner? 
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The original i dentity element was affected in  three ways. Some elements stayed the same (st i l l  supported; 
sti l l  pressured; sti l l  competit ive); some elements became less important or less appropriate in the new 
s ituation (much less teacher centred); and some became more significant than they were previousl y  
(working harder; more effective ski l ls ;  greater success; better knowledge). New o r  significantly more 
important elements were introduced into how you saw yourselves as learners. These were, in order: more 
independent; more practical ly 
skil led; more organised; more 
co-operative; and more 
in terested. 

Overal l, the way you adjusted to 
the change in educational culture 
meant that even though there 
were conflicts, these became 
better understood the longer you 
stayed in New Zealand. It also 
meant that your view of 
yourselves as learners grew. Not 
on ly did you carry forward from 
China what was useful to you in 
New Zealand but you also added 
new ways of being a learner and 
doing learning. Also, the changes 
that were made were to some 
extent caused by external 
pressure from the envi ronment 
but also caused by the internal 
adjustments that you made to 
yourselves as learners. 
Therefore, the consequences of 
the model have been cal led 
' Impacted Identity. ' 

O N E  LAST T H I NG 

Figure 3: CONSEQUENCES-Impacted Identity 

In a process model l ike th is, one of the things that is  looked for is  a central or core category that explains 
why things h appened as they did. In  this case, based on the interview material, i t  has been suggested that 
th is core category or motivator was a deep desire to have a better future ( Figure 4). The desire for a better 
filture is  the key element in why you overcame the difficulties of education in Ch ina, why you wanted to 
leave China and fill1her your education in New Zealand, why you responded effectively to the learning 
issues you faced in ew Zealand, and why you were looking forward into the filture. The better future 
could mean gaining higher quali fications and being more competitive, getting the desired job, increasing 
your wealth for the benefit of your family and yourself, and being able to see and understand more of the 
world. The desire for a better future was the driving force behind the process of educational adjustment. 

Figure 4 

Figure 5, on the next page, puts the four elements of the conditions, interactions, consequences, and the 
core category together into a complete model. It is titled ' Journey to the West. ' Th is  has been a brief but 
hopeful ly  understandable presentation of the findings of this research . I f  you have time, then it would be 
great to hear any responses that you would l i ke to make. 
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TH E J O U R N EY TO T H E W E ST 

Figure 5: The conditions, i nteractions, conseque nces p a ra d igm model for a su bstantive cross-cultura l  ed u cational  a djustment BSP 
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APPENDIX S 

Statement of the T heorisation of the BSP 

The principles which support the theorisation of the cross cultural educational 
adjustment experiences of the students in this study fal l  into three categories. F irst there are 
general assumptions, second defming axioms, and third specific theorems. 

General Assumptions: Regarding the Mainland Chinese Learners of this Study 

G I  

G2 

G3 

G4 

Conditions: The macro and micro context of Mainland China may 
have a formative effect on the learner identity 
Interactions: Cross-cultural educat ional adjustment may e l ic it a 
variety of actions and interactions 
Consequences: The learner identity may be impacted by changes to 
e lements of the learner identity 
Core Category: The central concept may drive movement through the 
cross-cultural educat ional adjustment BSP 

Defining Axioms 

Conditions: an established learner identity 

A l  

A2 

A3 

A4 

AS 

A6 

The influence of tradit ional cultural patterns of societal structure in 
Mainland China may currently be greater than other global, polit ical, 
and economic influences that may diminish the impact of these 
tradit ional influences 
The homogeneity and col lectivity of the macro and micro influences 
in Main land Chinese culture and society may form learner identity 
Educational and family conditions may form learner identity 
The homogeneity and col lectivity of macro and micro influences may 
lead to an established learner identity 
The establ ished learner ident ity may sti l l  a l low the learner identity to 
display individual characteristics 
The formation of the learner identity may be related to the core 
category of desiring a better future 

Interactions: a fractured harmony 

A7 

AS 

A9 

A I O  

A l l 

A 1 2  

The change to a different learning ecology may be significant ly 
d ist inct and unfamil iar to the learners' prior learning experience 
The significant change in learning eco logy may produce 
d isequilibrium in the learners ' establ ished learner identity 
The disequil ibrium in the establ ished learner identity may cause the 
learners to rely on the strengths of the establ ished learner identity 
The rel iance on individual e lements of the learner identity may be 
related to the val idity of the e lements in the new context 
The disequil ibrium in the establ ished learner identity may provoke and 
promote adaptation in the learner identity 
The abi l ity of the learner to overcome the learning issues in the new 
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learning eco logy may be related to the core category o f  desiring a 
better future 

Consequences: an impacted identity 

A 1 3  

A 1 4  

A 1 5  

The degree of conflict and competition between the different contexts 
and cultures within the new learning ecology may decrease with time 
The learner identity may be changed by cross-cultural educat ional 
adjustment 
The dimensions of the core category of a better future may be changed 
by the changes in learner ident ity 

Specific Theorems 

Conditions: an established learner identity 

Tl  

T2 

T3 

T4 

T5 

T6 

T7 

T8 

T9 

T I O  

T B  

The greater the homogeneity of  the macro and micro influences i n  
culture and society . . .  the greater the likelihood of the learner ident ity 
being cultural ly harmonised 
The greater the cultural harmony of society . . .  the greater the 
l ikelihood of the development of an establ ished learner identity profile 
The greater the collectivity of the macro and micro influences in 
culture and society . . .  the greater the likel ihood of learner identity 
being formed by external pressures 
The greater the external pressures of society . . .  the greater the 
l ikelihood of the development of an external ly bounded learner 
identity profile 
The greater the simi larity of shared family l ife experiences '" the 
greater the likel ihood of the development of an establ ished learner 
identity profile 
The greater the simi larity of shared learning experiences . . .  the greater 
the likel ihood of the development of an established learner identity 
profile 
The greater the strength of the macro and micro cultural influences on 
the learner identity . . .  the greater the strength of the establ ished learner 
ident ity 
The greater the strength of the macro and micro cu ltural influences on 
the learner identity . . .  the greater the cultural specifity of the learner 
ident ity 
The greater the the strength of the establ ished learner ident ity . . .  the 
degree of variabil ity between individua l ' s  learner ident ity e lements i s  
reduced but sti l l  present 
The greater the desire for a better future . . .  the greater the strength of 
the established learner identity 
The greater the desire for a better future . . .  the greater the l ikelihood 
the learner may consider overseas study 

Interactions: a fractured harmony 

T B  
The greater the change i n  learning ecology . . .  the greater the sense of 
difference and unfamil iarity 



T 1 2  

T 1 3  

T 1 4  

T 1 5  

T 1 6  

T 1 7  

T 1 8  

T 1 9  

T20 

T2 1 

T22 

T23 

T24 

T25 

T26 

T27 
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The greater the sense of difference and unfami liarity . . .  the greater the 
disequil ibrium experienced by the learners 
The greater the disequil ibrium experienced by the learners . . .  the 
greater the risk of the established learner identity being significant ly 
fractured 
The greater the disequil ibrium experienced by the learners . . .  the 
greater the initial re liance on elements of the establ ished learner 
ident ity 
The greater the cultural specifity of establ ished learner identity 
e lements . . .  the lesser the validity of the learner identity e lements 
within a different and unfami l iar learning ecology 
The greater the res i l ience of establ ished learner ident ity elements . . .  
the greater the validity o f  the learner identity elements within the new 
context 
The greater the val idity of establ ished learner elements in the new 
context . . .  the greater the rel iance that may be placed on them 
The lesser the validity of established learner e lements in the new 
context . . .  the lesser the reliance that may be p laced on them 
The greater the disequil ibrium experienced by the learners . . .  the 
greater the need to make alterations to the established learner identity 
e lements 
The greater the alterations to the established learner identity . . .  the 
greater the abi l ity of the learner identity to adapt to the new context 
The greater the disequi l ibrium experienced by the learners . . .  the 
greater the need to accommodate new elements within the learner 
identity 
The greater the accommodat ion of new elements to the learner identity 
. . .  the greater the abi l ity of the learner identity to adapt to the new 
context 
The greater the disequi l ibrium experienced by the learners . . .  the 
greater the need to adopt new learning strategies to support the 
learning 
The greater the disequil ibrium experienced by the learners . . .  the 
greater the need to draw on prime motivators to sustain the learner 
identity 
The greater the abi l ity of the learner to adopt new learning strategies 
and draw on prime motivators . . .  the greater the resistance of the 
learner identity against fracturing 
The greater the abi l ity of the learner to draw on new learning 
strategies and draw on prime motivators . . .  the greater the abil ity of 
the learner identity to adapt to the new context 
The greater the strength of the core category of a better future . . .  the 
greater the abi l ity of the learner identity to adapt to the new context 

Consequences: an impacted identity 

The longer the learner remains open to adaptation in the new context 
T28 . . .  the more the learner becomes famil iar with the cultural, social, and 

educational differences 



T29 

T30 

T3 1 

T32 

T33 

T34 

T35 

T36 
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The greater the adaptivity of the established learner identity elements 
. . .  the greater the influence the learner has on the learner identity 
e lements 
The greater the influence the learner has on a learner identity element 
. . .  the greater the l ikelihood that it may be subject to a lteration 
The lesser the influence the learner has on a learner identity element . . .  
the greater the likel ihood that its role in the learner identity may be 
diminished 
The greater the influence the learner has on a learner ident ity e lement 
. . .  the greater the l ikel ihood that new e lements wi l l  be accommodated 
into the learner identity 
The greater the adaptation of the learner ident ity to the new learning 
ecology . . .  the more the learner identity is expanded 
The greater the strength of the core category of a better future . . .  the 
greater the likel ihood that the learner identity may be adaptive 
The greater the change in learner identity experienced by the 
individual learner . . .  the greater the l ikel ihood that the core category of 
a better future may be redefmed 
The lesser the abil ity o f  the learner identity to be re-equil ibrated in the 
new context . . .  the greater the l ikelihood that the core category of a 
better future may need to be redefined 




