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ABSTRACT

This study investigates the perceptions of four overseas student teachers, based on
teaching practice observations in their first year of teacher education in a New Zealand
College of Education. Data was collected by means of questionnaires, interviews, a
semantic differential scale and a stimulated recall procedure. Perceptions of New Zealand
learning situations were examined at three points during the year, as the subjects
participated in teaching practices. Results from the study relate to the nature, focus,
orientation and shifts in the students’ perceptions of the target culture. It was found that
perceptions were variably focussed on three broad zones of perception, notably
teacher/learner roles, the nature of learning and the contextual features of the target
learning culture. A number of perception indicators were generated from the data. These
included positive perception indicators such as clear conceptualization, strategy
formulation, surface assimilation, positive uptake and avoidance of closure, and negative
perception indicators relating to partial conceptualization, self doubts, rejection and
closure, overlaying, and the lack of effective models. The major outcomes of this study
point to the influence of prior beliefs and expectations on perceptions of the target
learning culture, as well as the developmental nature of perceptions. In addition, findings
reveal the importance of perceptions in the process of acculturation. The study concludes
with a number of suggestions for the development of more effective programmes for

overseas student teachers.
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CHAPTER ONE
INTRODUCTION

Within New Zealand, over the last ten years, there have been increasing numbers of
international students in primary, secondary and tertiary educational institutions. While
overseas students have long established a presence in tertiary education, in a variety of
professions such as dentistry, medicine, engineering, this has not been the case for
teaching. The Colleges of Education, unlike other tertiary institutions, have been slow to
join the trend and enroll overseas students. In the past, the education of overseas teachers
has been limited to consultants who were sent overseas to provide on-site, in-service
teacher education, particularly in the Asia and Pacific regions. To date, very few overseas
students have entered the pre-service areas of the Colleges of Education, which have
traditionally prepared teachers for employment in New Zealand primary and secondary

schools.

More recently, the increase in Asian students at primary and tertiary levels of the New
Zealand educational system, has created a demand for teachers with an understanding of
these children. Furthermore, in the secondary schools, the number of New Zealand
students wishing to take Japanese language courses have outstripped the supply of local
teachers who can speak fluent Japanese. As a result, there is now a small but growing
number of overseas students who apply for, and are accepted into pre-service courses in
New Zealand Colleges of Education. Many of these students have already graduated and
have found employment in New Zealand primary and secondary schools. Until now, little
research has been carried out to assess the learning and acculturation processes of these
overseas student teachers, although it is known that their previous educational
experiences may be very different from those of the New Zealand children whom they will

ultimately teach.

It seems likely that overseas student teachers will bring with them differing concepts

regarding the values of their home learning setting. Garcia (1982) states:
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there is no such thing as a culturally free teaching activity ... [they all] spring from
unconscious assumptions one makes, they are based on one’s cultural and ethnic
perspectives ... What students learn and what teachers teach are ultimately filtered
and strained through their cultural sieves (Garcia, 1982: 18).

Many of those who work in the ESOL setting have observed cross-cultural conflicts
between the learning and teaching styles in their classes. One example of this, which may
also affect overseas student teachers, is the communicative style of teaching and learning
another language which has become prominent in western educational settings. Along
with this, there has been an increasing interest in the development of independent learning.
Cull (1993) states that there is a move to regarding autonomy as “a new measure of
learner success”. In contrast, in other parts of the world, some programmes still rely
largely on visible teacher direction and the learners’ use of rote learning strategies. Lewis
(1993: 63) proposes that the mix of these two opposing systems in the ESOL classroom
creates a tension “between the way they want to be taught and how I want to teach”. It
is likely that overseas student teachers will experience some of the conflict which Lewis
describes. This may be evident in both the teaching practice setting and the College

classes.

Given the potential for the type of conflict described above, how will formalized teacher
education in a new culture impact on the perceptions which these students hold? There
are two possible answers to this question. On one hand, Kamla (1992: 47) states that
'*“adults cling to certain intellectual habits they have already established”. One study even
suggests that cultural ties may increase when the individual is away from home (Jin and
Cortazzi, 1993). On the other hand, however, there are several factors which may give
in-service teacher education of overseas students in New Zealand, an edge to succeed. In
the first place, these student teachers probably come to a New Zealand College of
Education with the explicit intention of learning a “new” way. They will also participate
in a mainstream setting of the target culture where there is likely to be a strong influence
from other students whose educational experiences represent those of the majority
culture. Furthermore, Colleges of Education work from the premise that it is possible to
alter beliefs which native speaking teachers have concerning “good” learning and

teaching. To this end, teacher education today is largely designed to allow a priori
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perceptions to be consciously examined and re-evaluated, although ways to do this are

still being explored.

Past research into cross-cultural perceptions has not paid much attention to the process
of shifts in perception, but has concentrated mainly on perceptions at a single moment in
time. For research into perceptions to be useful to practitioners concerned with teacher
education, the process of shifts in perception needs to be examined over a period of time.
In addition, although previous research to examine the effectiveness of short in-service
courses is in evidence (eg Bailey, 1992; Lamb, 1995), there has been little longitudinal
research into the perceptions of pre-service student teachers, and a total absence of such
research on overseas student teachers wishing to teach in the second language setting.
Spada and Massey (1992) comment on the paucity of longitudinal research in the area of
second language teaching:

little research ... (to trace the evolution of ‘professional knowledge’) ... has been
undertaken within the context of second language teacher education programs,
despite an increasing awareness in the literature of the need ... to investigate how
teachers learn to teach, how they change in order to become more effective teachers
and what the relationship is between teacher preparation and the demands of
professional practice (Spada and Massey, 1992: 23)

This dearth of longitudinal research into perceptions and how they change in the process
of teacher education is possibly attributable to the difficulty of investigating cognitive
processes which are not directly observable. Pajares (1992: 308) suggests that little
attention has been directed at these issues in the past since “belief does not lend itself
easily to empirical investigation™. Despite the apparent lack of research activity into the
cognitive processes involved during teacher education, it is undeniably a potentially rich
field. This may be particularly so in a cross-cultural setting. Johnson (1994) notes that the
value of such investigations in the cross-cultural setting has only just begun to be
acknowledged:

Only recently has the field begun to recognize the importance of exploring the
cognitive dimensions of how second language teachers’ thoughts, judgements and
decisions influence the nature of second language instruction (Johnson, 1994: 440).

The outcomes of a qualitative, exploratory study in the area of cross-cultural perceptions

in the field of teacher education are likely to be of particular value in guiding later, more
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intensive, studies, and in informing future practice in teacher education programmes.

The present study, which is the subject of this report, aims to explore the nature of
perceptions held by overseas student teachers, particularly as they relate to target learning
situations, and to define and describe any shifts in these perceptions. The investigation
utilizes a case study approach to track the perceptions of four overseas student teachers
during their first year in teacher education in New Zealand, with a central emphasis on the
teaching practice setting. Moreover, since this is essentially a cross-cultural field of study,
a special concern has been to devise a research design which will be appropriate and

effective with the subjects involved, who are from an Asian cultural background.



CHAPTER TWO

THE NATURE OF PERCEPTION

This chapter aims to develop and clarify the key concepts and issues related to the current
study. In addition, relevant research which has been carried out in New Zealand and
overseas is surveyed. The chapter begins by defining the nature of perception, then moves
on to examine cultural perceptions in the educational setting, and concludes by

summarising the research literature relating to shifts in perception.

2.1 KEY THEMES

There are several major themes which intertwine throughout this study and influence the
process of teacher education. These themes include perception, cultural perception, and
the development of role expectations and beliefs in the processes of socialization and
acculturation. The principal term which links these ideas is perception. This will now be

defined in detail.

2.1.1 Perception

The significance of perception in human experience was noted early this century in the
work of theorists such as example, Titchener (1915). Most of the early research into
perception was limited to quantitative studies which de Bono (1976: 9) notes were “too
concerned with visual and other sensory perception”. Nonetheless, these initial works
were of value in establishing that individuals seem to process and make sense of incoming
information in a predictable and consistent manner. In recent years, and in particular, the
1990s, research involving perception has emerged within qualitative and applied fields of
investigation. This has broadened understanding of how perception operates, in areas

other than pure psychology.
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In this study, the key definition of perception is conceptualized according to Hayes
(1991). In addition, the notion of perception is expanded with consideration of the
theories of Brown (1994), Fox (1993) and others. Firstly, Hayes (1991) defines
perception as an active, ongoing cognitive process:
The processes of perception involve the brain decoding and making sense of the
information that it is receiving, in such a way that the information can be acted
upon, or stored (Hayes, 1991: 3).
In Hayes’ model of the perceptual cycle (adapted from Neiser, 1976; see figure 2.1)
“anticipatory schema” provide a guide for choosing which information is received. Hayes
argues that information is actively and selectively searched for, on the basis of prior
knowledge which is stored in long term memory. Furthermore, Hayes suggests that
although prior knowledge guides the individual’s focus, attention is also attracted by
information that contradicts or challenges existing anticipatory schema. Thus, new

understandings modify existing schemata and redirect subsequent attention.

Figure 2.1
Hayes’ (1991) model of the perceptual cycle, as adapted from Neiser (1976)

INFORMATION
AVAILABLE
IN THE
REAL
WORLD

ATTENTION

ANTICIPATORY AND

SCHEMA PERCEPTUAL

EXPLORATION
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There are a number of further views which add to the model of perception put forward
by Hayes. Firstly, Fox (1993: 35) notes that perception is “generally automatic”.
Moreover, Scollon and Scollon (1995: 10) claim that inferences in meaning move quickly,
from tentative to fixed, since “uncertainty would lead to complete communicative
immobilization”. | The notion that the perceptual process occurs quickly, and often
automatically, indicates that there may be little time for considered and conscious
reflection on perceived reality. There may also be little awareness of how, or why,

information is selected during perception. |

Finally, it is significant to note the stage at which selection of information takes place in
the process of perception. Hayes (1991) holds that, through the perceptual process, an
individual receives an initial view of reality which is selective, rather than complete.
Brown (1994) also indicates that filtering of information takes place very early in the
perceptual process:
Perception involves the filtering of information even before it is stored in memory
(Brown, 1994: 123).
It may be inferred, therefore, that since some information is not received, it does not
undergo subsequent cognitive processing and/or storage in long term memory. The
implication is that new information, which is not selected for input, is unable to be

learned.

Which factors then influence the selection process in perception? Chaplin (1968) claims
that perceptual attention is focussed by a range of individual and situational factors:

The perceptual process begins with attention, which is the process of selectively
observing. The important stimulus factors in attending are change, intensity,
repetition, contrast and movement. Important organism factors are interests and
learned habits of attention (Chaplin, 1968: 352).

It is not certain which of the factors mentioned above, create the most powerful influence
on perception. Such situational features as “change”, “intensity” and “contrast”,
mentioned by Chaplin, are likely to be important influences on perception when moving
to a different cultural context. On the other hand, however, it is possible that the

individual’s “learned habits of attention”, also mentioned by Chaplin, may deflect vital
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perceptual attention from some areas of the new situation, making learning difficult.
Hayes’ model is equally ambivalent. On one hand, it is argued that anticipatory schemata
may influence the individual to search for familiar perceptions in a new environment. Yet,
on the other hand, it is held that new or contrasting stimuli may attract attention. The
outcomes of the present study will offer some insights into this issue of competing

influences on the focus of perceptions.

2.1.2 Cultural Perception

The term cultural perception suggests that perceptions, or inferences about meaning,
besides being an individual view of reality, are also a collective or a shared view. Cortazzi
(1990) asserts that perceptions are culturally based and are constructed in the course of
social interaction. Members of a particular culture have been found to share perceptions
which are distinct from other cultures (eg McCargar, 1993). Gudykunst and Kim (1984:
121) present an interesting paradigm of perceptual variation across cultures. They
differentiate high context cultures, such as Japan and other Asian societies - where cues
are likely to be subtle and implicit - from low context cultures, such as Britain and the
USA. They argue that, as a consequence, it may be difficult for a member of a high
context culture, to perceive context cues in a low context culture, while the rituals of the

high context culture may seem superfluous to members of a low context culture.

Cultural perception, besides influencing the way reality is perceived and conceived, also
reinforces expectations of reality. This in turn influences an individual’s ability to perceive
new phenomenon. Robinson (1985: 17) argues that “stimuli that are incongruent with our
anticipations may not be initially perceived and may take longer to perceive”. This may
influence the effectiveness of the acculturation process for individuals who have moved

to a new cultural situation.

2.1.3 Socialization, Beliefs and Role Expectations
The main influences on the filtering aspect of perception are culture, socialization and
individual experiences. On entering a new culture, individual experiences may add to, or

modify, existing knowledge or understanding of that culture. However, early socialization
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is unable to be altered. It therefore remains a strong influence on world view. This section
explores the interrelationship between cultural perception and socialization, and the

subsequent influence of these factors on beliefs and role expectations.

Cortazzi (1990) defines socialization in educational settings as:

the process of acquiring adult roles, internalizing the beliefs and values of society
... learners are socialized into such patterns and roles in classroom interaction at a
very early age. They are a deeply embedded part of learners’ expectations about
what should happen in ‘normal’ classrooms (Cortazzi, 1990: 57-58).

Through the process of socialization, the importance of particular cultural perceptions is
reinforced. For example, Western society puts emphasis on individual development and
personal experience, while other cultures stress continuity, stability and group identity
(Cortazzi, 1990: 58). These perceptions become part of the individual’s automatic
responses to the environment. Hall (1976) refers to this as ‘programming’:

different cultures ‘program’ their members to pay attention to different aspects of
the environment with a greater or lesser attachment of significance (Hall, 1976 , in
Gudykunst and Kim, 1984: 120).

Beliefs are formed as part of the socialization process and are, as Johnson (1994: 43)
indicates, extremely complex, comprising cognitive, affective and behavioural
components. The behavioural component links to that aspect of beliefs which Pajares
refers to as “predispositions to action” (Pajares, 1992: 307). That implies that beliefs

influence actions and therefore role enactment.

Gudykunst and Kim (1984: 67) define a role as “a set of behavioural expectations
associated with a particular position in a group”, hence the term role expectations.
McCargar (1993:193) similarly describes role expectations as “sets of interrelated
schemata” which are linked to “stereotyped” perceptions. Perceptions of role
expectations have been found to vary across cultures. Gudykunst and Kim (1984: 68-74)
include in this variation, such factors as the degree of personalness, the degree of
formality expected, the degree of hierarchy and the degree of deviation allowed from the
ideal role enactment. They note that Japanese culture has a tight role structure, making

it more difficult to accept any deviation from the ideal.
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When someone changes cultural settings, stereotyped role expectations may not be met,
causing not only misunderstanding but also misjudgements of the person/people
occupying that role. Robinson (1985) states that “cultural misunderstandings are a
function of perceptual mismatches between people of different cultures: mismatches in

schemas, cues, values and interpretations”(Robinson, 1985: 49).

2.1.4 Acculturation

During socialization, enculturation, or the acquisition of cultural patterns, occurs (Kim,
1982: 360). In acculturation, or adapting to a new culture, new patterns need to be
learned. Gudykunst and Kim (1984: 208) state that in the process of adapting to a new
culture, some of the first socialization processes are revoked in a process of
“deculturation”. The degree of both deculturation and acculturation may differ for any
one individual:

Acculturation is described as the continuous process by which strangers are
resocialized into a host culture, so as to be directed toward a greater compatibility
with or ‘fitness’ into the host culture, and ultimately, toward assimilation (ie the
highest degree of acculturation theoretically possible)... Thus acculturation of
strangers should properly be thought of as falling along a continuum from minimally
acculturated to highly acculturated (Gudykunst and Kim, 1984: 209).
It is questionable whether it is desirable or possible to completely change a person’s
culture through the acculturation process. Adult beliefs, in particular, are known to be
difficult to change (Gudykunst and Kim, 1984, Pajares, 1992). Pajares (1992: 307) states
that “beliefs are unlikely to be replaced unless they prove unsatisfactory”, and even then,
belief change is seen as the “last alternative”. Belief change, however, is very much an

accepted part of the process of teacher education.

2.1.5 Teacher Education

Updating, or changing of established beliefs is a key part of on-going teacher education.
Popewitz, Tabachnich and Zeichner (1979, in Zeichner, 1993: 51) state that “a paradigm
in teacher education can be thought of as a matrix of beliefs and assumptions about the
nature and purposes of schooling, teaching, teachers and their education”. Although

teacher education is often thought of as either skills training or theoretical/cognitive
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expansion, what is brought 7o the experience by individuals may be at least as powerful
as what is provided during the experience. Pajares (1992: 307) states that beliefs teachers
hold will influence their perceptions and judgements, which in turn will influence their

behaviour in the classroom.

When new beliefs are presented to teachers from foreign cultures during pre-service or
in-service education, these beliefs may be in direct conflict with those which have been
developed in the earlier socialization process of these students. Snook (1993: 28)
maintains that teacher education, even at the level of learning practical skills is “not a low
level replicative task ... but quite a high level rational and analytic task”. Therefore, new
beliefs may encompass not only a view of learning and teaching roles at surface
behavioural level, but also at a deeper cognitive level. Beliefs about how these roles are
best accomplished, in what contexts, and the very nature and value of the learning itself
may be strongly challenged in cross-cultural teacher education. This may affect the extent
to which this knowledge is taken up and may also result in altering perceptions of the
knowledge being presented. Research into attempts to change beliefs through teacher

education will be examined in more detail in section 2.3.3.

2.2 CULTURAL PERCEPTIONS IN THE EDUCATIONAL
SETTING

The centrality of cultural perception to the educational setting will be further explored in
this section which begins by reviewing the literature regarding the interrelationship
between perception, teaching and learning. This is followed by an overview of previous
research regarding the relationship of cultural perception to learning/ teaching styles. The
section concludes with an examination of Asian perceptions of teaching and learning

roles.

2.2.1 Perception, Learning and Teaching
Martinez (1994: 161) argues that perceptions are at the heart of education, stating that
“teaching is deeply embedded in its institutional and social contexts and can make no

pretence at neutrality”. The importance of perceptions in the teaching learning process is
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reflected in an heuristic model developed by Entwistle and Tait (1990: 172), shown in

figure 2.2. Perceptions are shown as central in this process.

Figure 2.2
Entwistle and Tait's (1990) heuristic model of the teaching-learning process
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The first theme from the literature regarding learning and perception concerns the area
of self perception and learning. How learners perceive themselves, or self esteem, has
been found to affect whether or not learners are successful (Baker, 1992: 123). Equally
importantly is the effect of teacher perception of learners. As Cortazzi (1990: 54) notes,

“as you think of others, so they will become”.

A second area of particular importance to the current investigation, includes several
studies related to learner perceptions of the complexity of the second language they are

learning, or of the new culture they are entering. These studies were foreshadowed by
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Giles and Byrne’s Accommodation Theory (1982, in Baker, 1993) which describes how
the level of successful language learning is dependent on the perceived distance between
the in-group and out-group. Asian cultures and languages are often perceived as being
very distant from those of the Western world. For example, Jorden (1991) describes
languages such as Thai and Japanese as “truly foreign” and “non-cognate” with those in

the Indo-European group.

Various studies have drawn links between perceptions of the level of cultural difference
and other factors. These include the level of success of language learners (Ellis, 1993);
the degree of cross-cultural shock (Sharif, 1994); and negative affective responses which
were found to correlate with a high level of attrition in courses (Samimy and Tabuse,
1992). In addition, the results of these investigations would indicate that there is a higher
level of difficulty for Asian students who might be trying to learn English, or to live in an
English speaking environment. This difficulty goes past script differences to the perceived
degree of cultural and cognitive distance (Dong, 1990). On the other hand, it has also
been noted, that while American culture focuses on modifying the classroom environment,
Japanese culture encourages students to adapt to the learning environment (Hess and
Azuma, 1991). It is possible that this factor could cause Japanese students to be more
flexible in new learning/teaching situations, thus reducing the impact of cultural distance

on some Asian learners.

Finally, there are several studies which link cultural perceptions with particular beliefs
related to role expectations and other aspects of the learning environment. It has been
suggested that teachers’ perceptions are frequently biased because of their cultural
background (Iram and Malovaty, 1994: 35). These biases can create conflicting
expectations of teacher and learner roles in “foreign” cultural settings. In addition, these
conflicts may be highlighted as cultural distance between the target and home cultures
increases. Holliday (1992) refers to this as “tissue rejection”. An illustration of this is also
found in the work of Hird (1996) who entitles an article on the teaching of English for

Academic Purposes: “Teaching Chinese learners to be impolite”.
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2.2.2 Cultural Perception: Influences on Teaching and Learning Styles
Researchers have identified differences in individual learning styles (Robinson, 1985;
Larsen-Freeman and Long, 1991). Robinson (1985: 18) refers to these differences as
“preferred perceptual modes”. It is thought that cultural preferences for particular learning

styles can be “deeply ingrained” (Scarcella, 1990: 126).

Conflicts in perceptions of ideal learning/teaching styles have been identified as causing
learning/teaching difficulties. Jones (1991) carried out an ethnographic study contrasting
a predominantly Samoan class with a predominantly New Zealand Pakeha class in
Auckland. Her findings showed that teachers were forced to shift into a more teacher-
dominated style when working with the Samoan students. The conflicting expectations
~of the Samoan students caused frustration and non-cooperation behaviour patterns, finally
effecting change from the teacher who was effectively in a minority situation. However,
in the process, the teacher also formed negative perceptions of the students. Robinson
(1985: 54) states that “numerous studies have shown that perceived similarity influences

liking”.

The literature reveals a number of studies which examine contrasting learning styles. One
area mentioned relates to perceptions of the type of learning atmosphere. For example,
Corson (1992) records that Chinese students preferred structured, quiet classrooms, while
Hispanic students preferred interaction in the class. Koyama (1992: 125) suggests that
activities such as games and songs may not be perceived as serious learning in some
cultures. This was highlighted in Dhasmana’s (1994) study of Hindi, Urdu and Punjabi
speaking mothers in a Bristol Early Childhood setting. One of the mothers is reported to
comment on sand and water play : “What teachers hope to achieve by these activities, in
this country, God only knows, I don’t” (Dhasmana, 1994: 26). Brick also states that, in
Asian education, the text book is seen as the syllabus or “route map” and that self-
directed study through libraries is not prevalent in Asian societies as it is in western
societies (Brick, 1991: 159). Therefore, the type of learning activities which take place

in the classroom may form conflicting perceptions of “good” learning
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A further study by Oxford (1992: 20) found that culturally inculcated values “correlated
with learning strategy choice, for example rote memorisation was more prevalent among
Asian ESL students than their Hispanic counterparts”. The literature reveals a number
of studies which support the idea that Asian students make predominant use of rote
learning styles (Tinkham, 1989; Dong, 1990 ; Kember and Gow, 1991; Purdie, 1995). In
addition, Beebe (1994: 191) found that, although students saw EFL lessons in terms of
linguistic elements and stated the purpose as accurate reproduction, the teacher’s stated
aim was to convey meaningful information. Cortazzi (1990: 60) similarly found that
Chinese learners and their Chinese teachers expect that other languages should be taught
using a carefully structured, memory-oriented approach:

Many students have been socialized into an academic approach based on
reproducing transmitted knowledge where respect for teachers, schools and those
in authority is paramount, and where to criticise publicly is culturally or politically
unacceptable (Cortazzi, 1990: 61)

Contrasts have furthermore been noted in internal/external expectations of schools.
Asiatic immigrants to New Zealand were found to see education as related to personal
growth, while Pacific Islanders and Maori people were found to relate good test results

and teacher-centredness, with education (Wood, 1992).

Ellis (1992), in studying a ‘studial’ and an ‘experiential’ learner, concluded that it may be
possible for learners to adapt to a teaching style that does not suit their learning
preference, but that such “adaptation is likely to be accompanied by stress and tension”.
These feelings are also reported in Walker’s (1995) study of Asian students’ perceptions
in a New Zealand university Business Studies course. The notion that adapting to
changing perceptions causes stress is further supported by McCargar (1993), in a large
scale survey of role expectations in Chinese, Korean, Persian, Arab, Japanese, Indonesian,
Hispanic, Thai, other Asian, and American students. McCargar found that role
expectations for teachers and students held strong similarities within individual cultural
groups, and when those expectations were violated, without support being given to

adjust, students could withdraw and become unhappy.

Various works cite the need for teachers to utilize the cultural preferences of their
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students in their teaching, or to take a multi-modal approach (Robinson, 1985; Scarcella,
1990; Webster, 1994). However, efforts to successfully accomplish this are not always
successful. Davis and Markham’s study (1991) of predominantly Black institutions
showed that while 87% of the faculty in their sample felt they had covered cross-cultural
issues well, the students ranked highly the need to provide more emphasis on cultural
issues. Jin and Cortazzi (1993: 89) reported similar findings: “more tutors claim to have
given direct help (with reading and writing skills) than students believe they received”. In
addition, Jin and Cortazzi, commented that in China, students expect help to be offered,
while, in Britain, teachers expect help to be asked for. This leads to questions about what

is perceived as help, or instruction, in different cultures.

Despite strong evidence regarding culturally related differences in learning styles, there
are some studies which do not reveal this. For example, Mills (1994) found that ten out
of fourteen propositions put to Malaysian and Kiwi students at Lincoln University
indicated no differences in perceptions between the two groups. Items on which there was
agreement included: having difficulty keeping up with discussion, being scared to
participate because others might laugh, liking being anonymous in class, and feeling that
discussion is a waste of time. Despite some serious methodological problems in this study
(See section 3.3.2), it still raises doubts about commonly held, stereotypical ideas about

the perceptions of overseas students.

Another area about which there is also debate, concerns how to solve conflicting cultural
perceptions in the classroom. Two opposing points of view reflect this uncertainty. The
first gives advice to EFL teachers to teach in the way to which Japanese students are
accustomed (Kobayashi, 1991; Shimazu, 1992), while the other gives advice from a
Japanese teacher to Japanese EFL/ESL students about the value of learning in a
communicative way (Samimy, 1993). It is hard to identify which of the two views just

given represents a shift in perception from a more traditional stance.
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2.2.3 Cultural Perception: Influences on Teaching and Learning Roles
Kumaravadivelu (1991) asserts that, in language teaching, recent trends towards more
interaction have highlighted the need to restructure the teacher/learner roles in the
classroom:

the teacher and the learner bring with them their own perception of what constitutes
language teaching, language learning and learning outcomes, and their own
prescriptions about what their classroom roles ought to be (Kumaravadivelu, 1991
: 99) .

The work of Nozaki (1995: 43) also demonstrates that role expectations may differ in that
“Japanese students look for a teacher who will instruct their minds while nurturing their
hearts”. Nozaki illustrates this through examining the Japanese ideogram kyoiku
(education) which is created from kyo (to teach) and iku (to nurture). Nozaki (1992: 32)
also notes the “more intimate, satisfying and real” nature of extracurricular contacts with
Japanese learners. Koyama (1992: 122) also agrees, stating that “as teachers are looked
up to, so also are they expected to look after their students in matters other than their
own sphere of specialisation”. Gudykunst and Kim (1984: 70) concur with this view,
describing the teacher-learner relationship as a “mentor-protégé” one, reflecting a high

degree of personalness which is also found in other Japanese role relationships.

In addition to perceptions of the teacher’s role, Hess and Azuma (1991) note that Asian
students may perceive their own role in the classroom differently from American students:
in Japan a child is thought to be good if he or she is ‘obedient in good grace’
(sunao), ‘mild and gentle’ (otonashi) and ‘self-controlled’ (jiseishin ga aru). In the
United States, the ‘good child’ is more likely to be assertive, independent,
courteous, and socially competent with peers (Hess and Azuma, 1991: 3).
Conflicting perceptions of role status can also be found to arise from interactions between
the teacher and learner; for example, Thorpe (1991: 112) notes that Chinese students doj
not ask questions of the teacher. This is seen as face-threatening, since it implies that the
teacher has not explained things well. Furthermore, Gudykunst and Kim (1984: 73) note
that Asian students are “supposed to take notes on what the professor says and not ask

challenging questions”, while Brick (1991) states that:

teachers are givers, so students are receivers. Their job is to master the knowledge
that the teacher presents. ... Many students are reluctant to volunteer answers to
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questions unless they are sure they are correct. ‘Guessing’ is not encouraged
because it shows that the student in question has not mastered the material and
explanations presented ... volunteering answers to questions is also discouraged by
a fear of being seen as too pushy (Brick, 1991: 157).

Such role conflicts may lead Asian students to be perceived as overly passive in an

English-speaking setting (Koyama, 1992: 123).

Differences in physical, contextual factors may also influence perceptions of roles in
learning situations. An illustration of this appears in the work of Stevenson (1992) who
notes that “the teachers’ room in American schools is typically a place to rest rather than
work”, whereas in Asia the teachers’ room is where “all the instructors have desks and
where they keep their books and teaching materials” (Stevenson, 1992: 100). This may
cause Asian teachers to view the teachers’ desk in the classroom as professionally

isolating, and to question the professional commitment of teachers in this setting.

Scarcella (1990: 138) states that “many teachers tend to communicate more with those
students who share their own ethnic identity and literally pass over students who do not
share their ethnic identity”. Wyatt-Smith and Burke (1996: 115) state that when students
find that specific teacher role expectations are unfulfilled, it may cause “cultural conflict
and confusion”. Their findings indicated that teachers in the new setting may be misjudged
on the basis of incorrect perceptions; for example, Asian students perceived that their
lecturers did not have much time for appointments. Thorpe (1991) concurs with this,
noting that where there is a mismatch between students’ expectations and those of the
staff, the students are likely to be judged negatively. Furthermore, the work of Brick
(1991), regarding Chinese students, demonstrates that when teachers from another culture
have perceptions which conflict with those of their students, these may lead to incorrect
assumptions by both participants in classroom interactions. When negative judgements
are formed about the quality of the learning or teaching by teachers, students, or parents,

learning may also be negatively affected.
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2.3 SHIFTS IN PERCEPTIONS

Changes in the perceptions of overseas students may be due to three key factors: firstly,
culture shock; secondly, interaction with contextual factors; and finally, educational input
and the interaction of this with earlier beliefs. In this section, these factors will be

examined in turn.

2.3.1 Culture Shock

Henderson, Milhouse and Cao (1993: 382) have described culture shock as “an
individual’s lack of culturally appropriate frames of reference, social norms and rules to
guide their actions” which can profoundly affect the individual’s ability to participate
effectively in the new culture. A recent study by Sharif (1994) suggested that overseas
students have different patterns of physical health from their American counterparts.
Adjusting to multiple factors in a new educational and cultural environment, was seen to
cause lowered self-perceptions, which in turn had an impact on the student’s individual

wellbeing,

The concept of culture shock as a stress reaction to culture change, has come to be
regarded as a process of adjustment to change. Oberg (1960) stated that “culture shock
is precipitated by anxiety that results from losing all our familiar signs and symbols of
social intercourse”. Oberg’s theory indicates that there are predictable stages of culture
shock, moving from elation and optimism at the “honeymoon stage”, through to a “crisis”
of frustration and confusion at initial perception of differences, and finally to recovery
and adjustment to the new society. These stages are similar to Lysgaard’s (1955) U-curve

of adjustment (as noted in Furnham and Bochner, 1986: 131).

The stages in adjustment to the target culture are likely to be accompanied by parallel
modifications in perceptions of the target culture. Mantle-Bromley and Miller (1991)
support this relationship. In their study it was found that less positive attitudes identified
in students of Spanish in US were related to unrealistic expectations and consequent
frustration. It may be that the higher the expectations held, the stronger the negative

reaction when these expectations are not met. Furnham and Bochner (1986: 176) agree
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with this, noting that “the accuracy of a migrant’s expectations of life in the new country

are directly related to his/her adjustment”.

It has been found that international students who came from Asian countries to US had
more adjustment problems than did those from European or other Western-oriented
countries (Henderson, Milhouse, and Cao, 1993). Henderson et al, in their study of 150
Chinese students in a US university cite the wide cultural and linguistic disparity between
Western and Eastern settings as one of the key factors in the difficulties faced by Asian
students. Their findings strengthen the results of other studies reported in section 2.2.1.
The principal factors which were found to influence cross-cultural adaptations and hence
the culture shock levels of Asian students (Henderson et al, 1993: 385-387) were the loss
of family support roles (see also ‘family values and educational success’, section 2.2.2),
racial attitudes in the target culture, a different education system; and the ‘shame culture’
all of which caused the students to expend large amounts of emotional energy in trying

to predict behaviour effectively in the new environment.

Culture shock has also been found to affect the individual’s perceptions of both the target
and the home culture. Furnham and Bochner (1986: 25) cite four typical reactions to
culture shock:

: 8 passing: reject the culture of origin and embrace the second culture;

2. chauvinistic: reject the second culture and exaggerate the first culture;

3 marginal: vacillate between the two cultures;

4. mediating: select, combine and synthesize features from both cultures.
The first two responses may be seen as subtractive reactions which allow only one or the
other culture to be perceived favourably. This may give rise to either racism and/or
ethnocentrism. Jin and Cortazzi (1993: 85) argue that the chauvinistic position is often
held by cultural groups which have a collective orientation: “when they are in Britain,
Chinese students see themselves as a homogeneous group, sharply distinguished from
other groups: they are Chinese above all”. The third type of reaction is an unstable
reaction which may provoke identity and role conflicts. Furnham and Bochner (1986: 31)
regard the final approach as the only ideal approach since it allows individuals to “bridge

cultural gaps by introducing, representing and reconciling the respective societies to each
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other”.

Many factors may influence the intensity of these perceptual changes, the direction they
move in, their consistency, and the extent to which they persist, or alter, at different
stages in the acculturation process. Furnham (1993) suggests that the solution to culture
shock lies in good preparation through cross cultural social skills training which utilises
role play and instruction in real life scenarios. This approach to cultural adjustment, may
be initially useful for coping with role expectations and reducing the shock component.
However, it may be too simplistic since successful cultural adaptation is a flexible, on-
going process, and it may also be too superficial, since an in-depth reflective approach to
change may be needed to influence the individual’s embedded beliefs and values. These

issues are dealt with in more detail in section 2.3.3.

2.3.2 Interaction and Context

Contextual factors which may influence the progress of acculturation are the length of
stay in the new culture, the amount of interaction and the quality of the interaction. The
literature reveals varied views as to whether contact with the target language group does
in fact change perceptions. Gudykunst and Kim (1984) state that:

Many studies support the assumption that contact with strangers reduces prejudice
and increases favourable attitudes, but there is also evidence that contact may not
reduce prejudice and that it can even increase tension and cause violence
(Gudykunst and Kim, 1984: 101).

Some of the literature suggests that major changes in perceptions are unlikely to be
influenced by contact alone. Freed (1991: 116) supports this view, stating that “a stay
abroad does not necessarily entail a radical change in communicative processes”. Guiora
(in Ellis, 1986) also notes that perceptions may not necessarily change in a new

environment since “the language ego clings to the security of the native language”.

Evidence that some changes in perception do occur through interaction is however
present. A study by Iram and Maslovaty (1994: 41) showed that teacher interaction with
students did not necessarily result in changing stereotypical views of them, but that

interaction did lead to an erosion of idealized high expectations over time. It may be
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deduced from this finding that positive perceptions are more easily modified than negative
ones. Shifts in perceptions could also be related to the type of activity which people
participate in while overseas. Furnham and Bochner (1986: 117) state that attitude change
in those who are in a new culture is “primarily a function of participation, then

observation and finally communication, in that order of importance”.

In the learning situation, it may be desirable for both teachers and learners to participate
in a shift of perceptions. Jin and Cortazzi (1993: 93-95) use the term “cultural synergy”
for the process of two-way acculturation involving both teachers and students. However,
such an accommodation process is not always equal and two-way. In the case of small
numbers of ESOL students in a mainstream target language setting, the shift required by
students may be much greater than that required by a teacher from the target language
culture. On the other hand, students from a homogenous cultural background may force
a teacher from another culture to change his/her perceptions (as seen in Jones, 1991, see
section 2.2.2). Accommodation of other cultural perceptions may also come more
naturally for particular cultural groups. For example, Jin and Cortazzi (1991: 86) note that
students from a culture with a collective orientation, such as the Chinese, will seek to

achieve equilibrium with the teacher.

2.3.3 Teacher Education and Teacher Beliefs

Teachers’ beliefs have been described as ethnocentric (Cabello and Burstein, 1995: 285):
“we tend to think the norms we follow represent the “natural’ way human beings do things
... people think their own culture represents the best, or at least the most appropriate way
for human beings to live”. An illustration of this is noted in the work of Holliday (1992)
reporting on the Tunisian project by Kennedy (1987):

local teachers could not reconcile their real needs with the new curriculum, and
followed a ‘hidden curriculum’. They said they were using the new curriculum, but
in fact, subversively, continued to do what they were doing before (Holliday, 1992:
405).
Johnson (1994: 439) states that “teachers’ beliefs have a filtering effect on all aspects of
teachers’ thoughts, judgements, and decisions”. Bell (1993: 468) supports this, reporting

an observation of a colleague who was experienced in modern language teaching
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methods, but who reverted to traditional methods when teaching her native language of
Chinese. A similar finding is reported in the work of Lamb (1995) who observed that very
few English teaching ideas were taken up in short in-service programmes for staff at an
Indonesian university. Lamb concluded that this inflexibility was mainly due to the

mediating effects of the participants’ own beliefs about learning and teaching.

Pajares (1992: 323) puts forward the view that students of such subjects as medicine and
law enter their academic discipline without well developed preconceptions about these
fields of knowledge, but that in pre-service teacher education, students are “insiders” by
reason of their previous experiences. Freeman (1992) refers to these memories of
previous learning as “de facto guides for teaching”. Palfreyman (1993) adds further
strength to this, finding that differences in performance between native and non-native
EFL teachers were not due to competence but to different approaches in talking and

thinking.

Despite the findings cited above, some studies do show that changes in perception and
beliefs can be brought about through teacher education. For example, Burstein and
Cabello (1989) found that education about the inadequacy of “cultural deficit” as a
theory significantly changed teacher attitudes regarding the cause of minority culture
failure rates. Richards and Lockhart (1994: 30) state that although teachers have their
own “culture of teaching” which is synthesized from past experiences, they also develop
knowledge, goals, values and beliefs in their training which form a basis for decision
making and action. Johnson (1994: 445) concurs with this, stating that “teachers made
sense of the course content based on their own experiences in both formal and informal
learning situations”. In formal teacher education, the timing, length and intensity of the
programme may also be important. For example, Lamb (1995), found little change in
teacher perceptions after just twenty five hours of tuition spread over ten mornings, but

different results may occur following longer more intensive courses of teacher education.

It is thought that some student teachers may have a high motivation to bring about
change. Johnson (1994 :445) observes that, although student teachers “projected an

unrealistic sense of optimism about the type of teacher they would be and what their initial



24

teaching experiences would be like”, their “projected image of self as teacher” is formed
partly in reaction to negative images of teachers in their own experiences. Bailey (1992:
271) agrees with this, citing that a major reason for change in teacher beliefs is
dissatisfaction with the status quo. It is therefore possible that self-selected changes in

perceptions may be accomplished through teacher education.

Brown (1990) observes that there are three possible levels of change resulting from
teacher education: changes in observable behaviour; changes in beliefs; and changes in the
way a teacher perceives the acts of teaching, that is, change in the nature of a teacher’s
concepts (Brown, 1990: 89). Moreover, Bailey (1992: 275) notes that an “incubation
period” occurs between teacher education and implementation of new ideas. Bailey
stresses that “change is not necessarily immediate or complete”. In addition, it is uncertain
which changes are most likely to come first and which must logically follow:

in some instances teachers perceive attitude changes as being instrumental in
bringing about innovations, but in other cases, small changes - especially ‘first steps’
and risk-taking - engender attitudinal development (Bailey, 1992: 277).

Yet another factor worth noting, is the type of behaviour which might indicate changed
perceptions. Spada and Massey (1992: 31) state that articulation is not necessary for
successful implementation of new teaching ideas. However, Brown (1990: 91-95)
maintains that effective use relies on a full understanding of the concept contained in the

teaching theory.

The work of Martinez (1994) concludes that efficient teacher education is needed to
prepare teachers for many different types of learning environment. It is possible that, not
only the content of change, but also the way in which it is accomplished is significant.
There are several recent advances in this area; for example, the use of situated cognition
has been found to be successful. Studies in this area (Brown, Collins, and Duguid, 1989;
The Cognition and Technology Group at Vanderbilt, 1990; McIntyre and Pape, 1993)
show that, in order to be implemented, knowledge needs to be attached to real situations,
rather than just examined in a theoretical setting. The work of McIntyre and Pape (1993)

demonstrates this approach through the use of visual formats, including video



25

representations, in teacher education. Wear and Harris (1994: 45) state that such
experiences provide “definitions and models™ which are valuable in teacher education.
However, it is also possible that these strategies may result in superficial imitation and

have less retention over time.

Recently, change in teachers’ perceptions has been seen as a product of reflective teacher
education practices which not only examine the superficial behaviours, but also explore
the underlying cognitive processes and beliefs (Bartlett, 1990; Richards, 1990; McIntyre
and Pape, 1993; Wear and Harris, 1994). Freeman states that “the effects of teacher
education lie less in influencing how teachers behave, than in recasting how they think
about what they do in classrooms”. This reflective approach is described by Richards
(1996) through contrasting it with a technological approach:

The technological ... approach to instruction is deficient because it assumes the
ability to teach can be characterised by knowledge and skills that are somehow set.
Reflective teaching, on the other hand, assumes that our conceptions of language
and learning evolve (Richards, 1996: 120).

The reflective view of teacher education is close to the ‘action research’ approach:

the practitioner is engaged in critical reflection on ideas, the informed application
and experimentation of ideas in practice, and the critical evaluation of the outcomes
of such application (Nunan, 1990: 63).

The use of stimulated recall in which teachers are asked to recall and justify their decision-

making processes while replaying a video of themselves teaching has also been used to

enhance reflective teacher education (McIntyre and Pape, 1993; Wear and Harris, 1994).

The techniques described above are perceived as particularly effective in that ownership
is involved. This ensures that teachers identify their own goals for change and monitor
their own progress towards that change and therefore is more likely to be effective
(Bailey, 1992). The question remains whether overseas student teachers can achieve
ownership in the changes of perception they are asked to make to ‘fit’ the new learning

culture.
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2.4 SUMMARY

The examination of relevant literature began by clarifying interpretation of the key themes
in the current study, showing the crucial interrelationship between culture, perception and
beliefs. It was noted how beliefs and role expectations are first influenced by socialisation
and that they in turn exert influence over cultural perceptions in new settings. The area

of teacher education was especially noted here.

In the second section, a close examination of the literature regarding cultural perceptions
in the educational setting was carried out. A link between perception and learning was
established. This was followed by an exploration of the conflicts which can result when

learning and teaching styles conflict.

In the final section, the literature regarding shifts in cultural perceptions was reviewed.
The particular causes of those shifts, identified for examination, were culture shock,
interaction and contextual factors, and teacher education. The barriers to effective cross-
cultural teacher education were shown to centre around the difficulty of changing teacher
beliefs and perceptions. Recent reflective approaches to teacher education which address

this issue were then summarised.
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CHAPTER THREE

METHODOLOGY

In this chapter, the methodology used in the research is described, looking first at the
overall setting and population from which the sample group is drawn, then moving on to
the subject selection and a brief introductory description of each subject. In the next
section, the research design is given, beginning with an outline of the key research
questions, followed by an examination of the overall approach taken in the investigation,
finishing with an examination and justification of the data collection techniques used.
Continuing from this, the five types of instrumentation used in the study are detailed,
showing how each was developed, piloted and administered in the research. A summary

of key points concludes the chapter.

3.1 POPULATION AND SETTING

Although overseas students have recently made a large impact on many New Zealand
tertiary educational institutions, their numbers are still comparatively small in the field of
teacher education (1.3 percent of the total number of overseas students in New Zealand

tertiary education in 1995; see table 3.1).

Table 3.1
Number of Overseas Students in Tertiary Education at 31 July, 1995.
—
Tertiary Institutions in N Z Male Female Total
Colleges of Education 26 62 88
Polytechnics 1189 902 2091
Universities 2314 2248 4562

Total 3096 2471 6742
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The Ministry of Education statistics for 1995, also show that 43 students, about half of
the total number of overseas students in New Zealand Colleges of Education, come from
an Asian country. The Palmerston North College of Education (PNCOE), from which the
sample was drawn reflects this national trend. There were a number of students from
minority community cultures, scattered over a number of different programmes in the
College in the year of the study. However, the enrolment of Asian students who were

relatively recent arrivals to New Zealand was a new and small-scale venture.

Over the three years prior to the present study, overseas students had, on occasion,
enrolled in the three year primary pre-service programme, but none of these students had
completed the programme, either leaving mid-way, or transferring to non-teaching
programmes within the local University. This may illustrate the high fluency levels
required to teach across the whole curriculum at this level. Difficulties experienced were
reported to be especially evident in the area of teaching practice where knowledge

becomes applied rather than theoretical.

In the one-year secondary pre-service programme at the College, fluent speakers of
Japanese were first accepted in 1994, the year before the current research project. There
were no fee-paying overseas students in this first intake, but two were accepted in 1995.
Both of these students agreed to participate in the research, along with the only full-fee-

paying Asian student in the first year of the primary pre-service programme.

3.2 SUBJECTS

In this section, the criteria for selection of subjects for the study is explained, and

following this an introductory description of the characteristics of the subjects is given.

3.2.1 Selection
The four student teachers in the study formed an “intact group” (Hatch and Lazarton,
1991:85) in that these were the only available subjects fitting the research criteria which

are itemised below. All four subjects were:
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. students in a New Zealand College of Education;

B in their first year of study;

. from Asian background;

. recent arrivals in New Zealand,

. intending to teach in New Zealand at the conclusion of the programme.

The researcher’s original intention had been to investigate ESOL students in mainstream
tertiary education. However, there were two key advantages in choosing to study student
teachers from overseas. Firstly, the researcher, as a staff member of the PNCOE, was
familiar with the structures and system within which the subjects were studying, while not
being directly involved with the subjects’ particular programmes. Secondly, as student
teachers, the subjects would be developing the specialised English necessary to
competently discuss learning and teaching situations, thus increasing the potential for an

in-depth study to be undertaken.

Since the subjects were first year College of Education students it was possible to
establish a starting point for subjects in the longitudinal study. It was also predicted that
any shifts in perception were likely to be highlighted at the early stages of contact with
the new learning environment, while the subjects were adapting to their new role as

student teachers.

The researcher’s prior experience with learners from Asian cultures assisted in the
establishment of effective working relationships with the subjects. Moreover, there were
several research advantages in having a group of students from an Asian background.
Firstly, it was expected that the subjects’ cultural background of learning experiences
would be similar, thus facilitating the researcher’s ability to draw conclusions from the
research. Secondly, the choice of a group of students from cultural and linguistic
backgrounds which are distinctly different from that of the target learning/teaching
situation would serve to highlight culturally different perceptions. Asian learners come
from a “truly foreign” (Jorden, 1991:384) language background which is “non-cognate”
with Indo-European languages (Samimy and Tabuse, 1992; Jorden, 1991; see section
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2.2.1). Therefore it is to be expected that the contrasts in both the language and culture
of the New Zealand learning situation would be more easily distinguished by this group

of students.

Although it was seen as desirable to study subjects who had recently arrived in New
Zealand, recently had to be broadly defined as within the last three years, due to the small

numbers of overseas students available.

Selecting subjects who were intending to teach in New Zealand ensured that the subjects
were motivated to move towards participation in a significantly different learning context.
The possibility of using their New Zealand knowledge and skills on returning to the home

country was, however, also explored in the research (see section 3.3).

There was some difficulty in identifying students for the study before formal records for
the new 1995 student intake were finalised. Informal contacts were utilized for this,
including the Directors of particular programmes, the convenor of the selection panel for

the 1995 student intake and the Assistant Principal of the College.

A letter was sent to each of the four students identified, introducing the researcher and
the general aims of the research and inviting the students to participate (see appendix 1.1).
The students all responded and an initial meeting was organised. This was attended
individually by subjects A and B, and jointly by subjects C and D. At this meeting the
purpose and procedures of the research were explained and students were able to ask
questions. It was emphasized that participation in the research was voluntary and formed
no part in the teaching or assessment of the PNCOE programme. Although time was
offered for the subjects to think over whether they wished to participate in the research,
all four students gave written permission at that point. A preliminary meeting was then
set up to gather more detailed background information. Copies of subject consent forms

are found in appendix 1.2.

Contingencies for possible drop-out during the year were considered, such as collecting
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more extensive data from other sources (eg lecturing staff at the College of Education and
Associate Teachers at the teaching practice). However all four students stayed with the

research throughout the year.

3.2.2 Characteristics of Subjects

The characteristics of the subjects are summarised in table 3.2 (see appendix 2) and are
only briefly referred to here. Three of the four students came from Japan and one from
Hong Kong. There were three males and one female in the study, ranging in age from 20
to 32 years old at the time of the study. Three of the four students were full fee-paying.
The fourth student had recently married a New Zealander and was classified as a New

Zealand permanent resident.

The subjects were in two different programmes in the College of Education: one in the
primary pre-service, teaching across the curriculum; and three in the secondary pre-
service programme teaching of Japanese language. Only two of the three secondary pre-
service students were native speakers of Japanese. Teaching one’s mother tongue in a
second language is an added complication in the research which may have a positive or

negative influence on the task of gaining cultural fluency in a new role.

All of the students were in their first year at a New Zealand College of Education,
however their backgrounds differed significantly. Only one of the students had not spent
time in New Zealand prior to coming to the PNCOE, although all had been to English
speaking countries prior to 1995. Three of the four students had studied in New Zealand
before deciding to study for a teaching diploma. One student had included a paper in
teaching Japanese as a Second Language as part of her study in 1994, so had some
knowledge, although no practical experience, of New Zealand methods of teaching
Japanese language, at the start of the programme. Two other students had previously had
some teaching experience: one in Japan, having taught English language at a juku or cram

school before coming to New Zealand, the other as a kindergarten teacher in Hong Kong.
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At the conclusion of 1995, the year the research was undertaken, the primary pre-service
student had passed his first year in the College of Education programme. Before
graduation, the three secondary students had all found employment in New Zealand

schools for 1996.

Two ethical procedures are used in the study to protect the anonymity of subjects. Firstly,
from this point on, subjects are designated A, B, C or D. The ordering of this referencing
differs from that used in table 3.2 (see appendix 2). Secondly, all subjects are referred to
as he or him during this report. An introduction to each of the research subjects, based

on information gathered in the initial interview (see appendix 4), now follows.

Subject A

Subject A was feeling positive if a little apprehensive at the beginning of his first year at
the College of Education. In the initial interview he commented:

At the moment is quite hard for me. Everyone else is Kiwi. I might not try to talk

in the classes. I don’t feel any confidence, so quite hard, but I think I’ll be alright.
Subject A noted a number of contextual features about New Zealand schools in his first
interview. He stated that he preferred New Zealand students because they “look more
lovely” compared to the Japanese students who always wore uniform. He also commented
that the New Zealand school lunches were unlike the more “balanced diet” in Japan. In
addition, he remarked on how the New Zealand classroom differed from in those in Japan.
Here, he said the children sat in straight lines facing the teacher who mainly stayed at the

front of the room talking to students.

Subject B

Subject B began the year in a realistic frame of mind. He stated at the initial interview that
New Zealand was chosen as “not the best, but certainly not the worst” country to come
to, mentioning factors such as small population, space and clean air as reasons for his
choice. He also talked at length about his earlier experiences as a learner in New Zealand

setting, noting his confusion about teachers not teaching grammar in English classes.
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Initially it looked as though this subject might pull out since he missed two initial
interview appointments and arrived late for the third complaining of tiredness. When it
was stressed that participation was not compulsory, he indicated that he did want to
continue. He said that he wanted to “help” the researcher, but it was not a useful exercise
for him. Once the research moved to the teaching practice setting these early problems

disappeared.

Subject C

Subject C appeared confident and keen to speak at the start of the year, often taking the
role of the spokes-person. However, in the initial interview he admitted to early

difficulties in the College programme, stating that the College lectures were too fast.

In talking about New Zealand schools, he commented that, in his first experiences in a
New Zealand school, the class seemed very enthusiastic. However, he also mentioned that
he felt he had not prepared well for a micro-teaching session in his College class: the
“other students brought OHPs, real objects eg netball, instruments, and printed materials.

I just brought cards. I need to think more about it”.

Subject C focussed on differences in teaching methodology at the initial interview, noting
that the New Zealand way is “a good method to teach ... but too incompatible with
Japanese style”. He also noted that academic standards in New Zealand were not so high
as in Japan: “We did things earlier [eg in Mathematics] in Japan”. Nonetheless, subject
C wished to be a teacher in New Zealand in order to find different way of teaching. In the
first interview he described how a Japanese teacher recently killed a student by crushing
him in the school gate because he was late for school. When asked if this could happen
in New Zealand, he replied “I'm not sure, I don’t know, but it can’t happen in New
Zealand I believe”.

Subject D

Subject D was the least confident of the four students. At the first meeting, he tended to

let another student speak for him where possible. He also brought an electronic dictionary
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to the initial interview, although he only used it a few times, and asked at the end of the
interview: “Are my answers right?”. He stated that he chose to come to New Zealand

because of the outdoor environment.

In talking about his experiences so far with New Zealand schools, Subject D noted the
differences in the students: “In New Zealand they never sleep. It’s amazing,” and also,
“New Zealand students have a lot of questions to teachers.” He summed it up by saying:
“New Zealand students are energetic ... Japanese students are very gentle I think. That’s
the difference”. However, he also mentioned that he wanted to make some changes to
teaching methods: “In Japan some teachers hit students. They think hitting students is
good discipline. I don’t think so ... I want students understand my thinking. I don’t want

angry about that™.

Many of subject D’s first impressions of New Zealand classrooms were to do with
superficial features, for example: “Lots of naughty classes”, however, he also commented
that the smaller class numbers made New Zealand classes easier to teach. He noted that
a “weak point” in New Zealand schools was the rubbish left in the classrooms, saying that,

in Japan, classes are tidier since students have to clean up after themselves.

3.3 THE RESEARCH DESIGN
This section introduces the research questions explored in the study. It also outlines the
rationale for the research approach chosen, especially in the light of the limitations

identified in past approaches.

3.3.1 The Research Questions

The principal focus of this research is on exploring the perceptions of overseas student
teachers and examining how these perceptions shift while they are in their first year in a
College of Education. The direction of the shift in perceptions in relation to the target
culture is of particular interest since it indicates the degree of acceptance of the new

learning culture, and may predict the overall success of the educational programme in
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which the students are participating. The specific research questions are as follows:

1. What perceptions do overseas student teachers have of learning situations in New
Zealand schools?

2. How do these perceptions change over time?

3 Does the general direction of these shifts in perception tend towards the target
culture or away from it?

3.3.2 The Research Approach

A case study approach was chosen to investigate the research questions. There were
several influences on this choice of approach including the nature of the subjects, and the
necessity of devising a holistic approach which would allow for cultural and contextual
factors to be explored. Nunan (1992:76) lists three key characteristics of a case study.
Firstly, it is naturalistic, involving the use of spontaneous speech; secondly it is process-
oriented, or takes place over time and thirdly it is ungeneralizable in that it involves very
few subjects. The present investigation links closely with Nunan’s concept of a case study.

These three aspects will now be examined in closer detail.

Case study, as a naturalistic form of investigation, has an ethnographic flavour. Since the
subjects were to be studied primarily in the naturalistic setting of teaching practice,
interactional, contextual and cultural factors were of special importance. This adds an
ethnographic flavour. Nunan (1992: 76) states that ethnography is “essentially concerned
with the cultural context and cultural interpretation of the phenomena under
investigation”. Johnson also describes ethnographic research as important for second
language studies:

it not only defines what it is that learners must learn as they are socialised into a new
language and culture, but it also provides a way of relating second language
acquisition (which can be viewed as L2 socialisation) to acculturation (Johnson,
1992: 134).

Furthermore, a naturalistic study calls for a holistic approach. Van Leir (1988) refers to
two types of classroom research, the macro view which is focused on sociocultural

aspects, and the micro view which is focused on the discoursal or interactive context.



36

Case study, as a holistic methodology, was seen as an efficient way of investigating the
essential inter-relationship of both these views. The teaching practice setting which is

central to this study is basically an interactive sociocultural context.

The second characteristic of case study which Nunan (1992) cites is that it is process
oriented. The present study conceptualises perception as a dynamic process (see section
2.1.1) and therefore explores perceptions, and shifts in perception, over the period of a
year. Spada and Massey (1992: 35) note the longitudinal research design helps “to trace

the teachers’ development over an extended period of time”.

Thirdly, Nunan (1992) says that case study utilises a small number of subjects. This can
be seen as having advantages and disadvantages. Nunan points out that such an approach
is ungeneralisable to larger populations. On the other hand, the small number of available
subjects was seen as important in the present study to facilitate the development of trust

and rapport between the students and the researcher necessary to in-depth study.

One final factor which influenced the choice of a case study approach was the ecological
validity of such studies (Erickson, 1991: 349). Nunan (1992) supports this. He makes the
point that case study is strong in reality and therefore appeals to practitioners:

I have found that case studies are particularly suited to the types of action-oriented
research projects ... where the purpose is, in the first instance, to help practitioners
enhance their understanding of, and solve problems related to their own professional
workplace, and where the problem of external validity is less significant than in other
types of research. (Nunan, 1992: 88-89)

3.3.3 Data Collection Techniques

A critical evaluation of previous data gathering techniques in this field revealed several
major limitations in the way in which cultural perceptions have been studied in the past.
The data collection techniques involved in this study were designed specifically to avoid
these limitations. In addition, a research approach was chosen which seemed likely to
meet the situational needs of the present investigation. Elaboration of these points now

follows.
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Past research has often not considered the appropriateness of methodology to the ethnic
background of the subjects. This is illustrated in the widespread use of written
questionnaires and surveys, particularly Likert scales, in studies of perceptions of NESB
subjects (eg Davis and Markam, 1991; Henderson, Milhouse and Cao, 1993; McCargar,
1993; Mills, 1994). In examining the use of Likert scales with Chinese respondents, Low,
Tasker and Hong (1991) concluded that the differentiation between points on such scales
cannot be clearly established in the translation to Chinese. Moreover, these difficulties
may be compounded by the English phrasing of the Likert scale which may lead to
complex constructions such as double negatives. For example, a study by Mills (1994, see
section 2.2.2) employed a Likert scale in English and concluded that New Zealand
students and Asian overseas students at Lincoln University differed very little in responses
to the New Zealand learning environment. There are strong doubts about the validity of

research using this tool with Asian respondents.

A major limitation of past studies of perceptions is their lack of a specific, tangible context
in the examination of perceptions. For example, Mills (1994) failed to give adequate
contextualization of items used in her surveys. The provision of such a context is
necessary to safeguard the researcher against misinterpretation arising from
overgeneralisation based on subjects’ individualised responses. This was the function of

the concrete, audio-visual stimuli used in the present research (see section 3.3.4).

The concentration of previous research into perceptions has tended to view this
phenomenon as a one-off product rather than an on-going process, therefore research
methodology has concentrated on surveys or questionnaires carried out at one point in
time (eg Davis and Markam, 1991; Henderson, Milhouse and Cao, 1993; McCargar,
1993; Mills, 1994). Furthermore, although Mills (1994) did use follow-up interviews in
her investigation, many studies (Davis and Markam, 1991; Henderson, Milhouse and Cao,
1993; McCargar, 1993) show no evidence of clarifying subjects’ responses, something
which is a key component of the present research (see section 3.4.4). Cohen (1991:136)
states that while questionnaire items supply “socially acceptable data”, verbal reports are

more viable and effective.
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In selecting data collection techniques for this research, two key characteristics of Asian
subjects were taken particular account of. Firstly, Asian people are known for the indirect
nature of their communication (Gudykunst and Kim, 1984). Walker (1995) refers to the
difficulties of using open ended questions in interviews with Asian students. In addition,
cultures with high risk avoidance behaviour (eg Japanese) are reported to employ face-
saving techniques (Hillenbrand, 1989). For this reason, the present study utilizes an
indirect method, transferring the subjects’ perceptions away from themselves, to a parallel

situation in which they could envision themselves as potential actors.

Finally, case study, as a naturalistic approach, has a broad, exploratory nature. Reynolds
(1982) says that case study is data-driven research which begins with no clear hypothesis.
Although an instrument was used to focus discussion (see section 3.4.3), the present
study was very much intended to allow the students’ perceptions to be exposed, rather
than to fit an established set of hypotheses. Chaudron (1988: 46) states that: “Insofar as
the categories of analysis are derived from the teachers’ and learners’ own perceptions,
they have potential for being much more psychologically valid than-externally imposed

constructs”. This will be further elaborated in chapter four.

3.4 INSTRUMENTATION

There were five types of instrumentation used in the current study: a questionnaire, an
initial interview, a semantic differential scale, stimulated recall technique and an individual
final interview. This section describes how each tool was developed, piloted and

administered in the study.

3.4.1 The Questionnaire

The primary purpose of the questionnaire was to gather background information at the
start of the study and to begin to establish a rapport between researcher and subject. The
audio taping of this session established a routine for future interview work with the
subjects. The questionnaire began with a section to gather general biographical details

(see appendix 3). Subsequent sections included information regarding L2 fluency and
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gave an initial indication of the self-confidence level of the subjects in the new setting. The
session was planned to return to “chat mode” at times to reduce the intensity of the
interaction for the subject. The final open-ended question was intended to introduce the

central topic of the study.

Although subjects A and B were interviewed individually to fill in the questionnaire,
subjects C and D seemed less confident and asked to take away the questionnaire and fill
it in independently. Flexibility was allowed in this since it was early in the establishment
of trust. Clarification of any issues from the questionnaire was included at the start of the

initial interview which followed.

3.4.2 The Initial interview

The main purpose of the initial interview was to establish a baseline for the research.
Some key language, which would be used later in the research, was also introduced. Each
individual interview took about forty minutes and was conducted at the researcher’s home
to help establish a relaxed atmosphere for the study. It was carried out within one week

of the questionnaire completion. A schedule for this interview is provided in appendix 4.

The initial interview was divided into three main areas: the subject’s past experiences in
the New Zealand learning setting; differences between this setting and the home country;
and the subject’s notions of an ideal learning situation and an ideal teacher, along with
general reactions to the New Zealand learning situation. The information from the tape
transcription of this interview is included in section 3.2.2 on the characteristics of the

subjects.

3.4.3 The Semantic Differential Scale

Knowledge of the characteristics of Asian students (see section 3.3.3) indicated the
necessity of developing an indirect instrument to focus discussion. The development of
the semantic differential scale (SD scale) was intended to be used as a stimulus to

discussion rather than for the purposes of independent data collection.
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Three studies using bipolar scales were found to be useful in developing the SD scale in
the present investigation. The first of these was the work of Tebutt (1993) who employed
an unmarked dichotomous scale in exploring students’ perceptions of Chemistry,
Mathematics and Physics. This scale allowed subjects to focus on the concepts rather than
on the scale itself. The second study was carried out by Tran, Young and Di Lella (1994:
185) who used a semantic differential scale with seven pre-determined divisions (from -3
to +3). This model was rejected for two reasons: because it involved “forced choice”,
having no neutral zone, and because L2 speakers could feel that they were evaluating the
learning situation on a numbered scale. It was also possible that they could feel that this
numbered evaluation was being applied to the associate teacher. An unmarked semantic
differential scale was seen as preferable since it would allow the subjects to define their
own criteria in the placement of their perceptions on the scale. The third study, was the
work of Tamir and Caridan (1993) which utilised a Leaming Environment Inventory Scale
involving eleven items to evaluate degrees of formality, speed, friction, goal direction,
investigation, favouritism, cohesiveness, satisfaction, disorganisation, competitiveness,

and difficulty within the classroom setting.

Some items were added to the SD scale which were of particular interest due to the
context of the study: the perceived degree of unexpectedness which the specific learning
situation presented; the support present for the development of independent learning
skills; the comfort levels of the learners and teachers in the learning situation; the level of
challenge in the learning situation; the level of teacher control; the closeness of the model
to the subject’s ideal model of teaching; the ease of learning; and the perceived level of
interest for students. The five aspects of context identified by van Leir (1988: 8): setting,
content, interaction, participants and method, were also taken into account in the

development of the final SD scale used in the study.

The items in the SD scale were ordered to present less complex ideas first and gradually
increased in the depth of perception demanded of the subjects as they warmed to the task.
Two additional items requiring synthesis and comparison were added at the end of the

scale: the perceived usefulness of the model for the subject’s home setting and a
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comparative perception with the College of Education setting. The latter item was
included at the request of the Palmerston North College of Education who had given
some financial support to the study. A number of items of quite similar meaning were also
included as reliability checks. These items were kept apart on the scale. Examples of such

items are comfortable and relaxed, practical and useful.

The final version of the SD scale (see appendix 5) included a total of 23 pairs of items.
The scale was arranged in booklet form to enable the subjects to close the booklet if, at
any stage, they felt they needed to preserve the privacy of their responses. Throughout
the research the semantic differential scale was referred to as a checklist when talking with
the subjects. The use of this term reinforced the concept of making a quick decision to

capture perceptions.

The instructions for the semantic differential scale were modified and added to as a result
of a pilot carried out before the procedure was used with the research subjects. Key
alterations as a result of this pilot included the use of a single vertical stroke to mark the
scale, rather than a cross which might have negative connotations; the addition of an
instruction regarding use of L1 or L2 notes on the scale; and an instruction encouraging
the subject to move to a good position for their observations. The pilot study will be
further explained in section 3.4.4 since it involved the combined use of the semantic

differential scale and the stimulated recall technique.

The classes in which the SD scale was used included Japanese language classes, from
Form 3 to 5, and mainstream English classes from juniors to Form 1. Eleven separate
schools were visited in the year of the research involving, in the main, different schools
for each subject at the beginning, the middle and the end of the year (see time line, fig
3.2, appendix 6). Written consent was requested from each school. The letter (see
appendix 7) was followed up within a couple of days by a telephone call from the
researcher to the Principal of the school to clarify any issues. The request was
subsequently referred to others concerned, for example the Head of the Department, the

teacher who was teaching the class concerned and in some cases the Board of Trustees
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at the school and the parents of the pupils. Next a convenient time was negotiated with
the Head of Department concerned, and finally the teacher. Finally, a fax confirming the

details was sent to the Principal, the teacher concerned and the research subject.

3.4.4 The Stimulated Recall Technique

As mentioned in section 3.4.3, the SD scale was designed to be used in conjunction with
a stimulated recall technique. In addition, it was thought that a visual stimulus would
assist in the discussion phase. Alternatives, such as pictures, photographs and computer
generated graphics, were considered for this purpose. However these options were
rejected due to their decontextualized and static nature. In the end, it was decided that
video taping the teaching practice setting would provide a meaningful and rich
environment for “situated cognition” (Brown, Collins and Duguid, 1989; and the

Cognition and Technology Group at Vanderbilt, 1990) to take place.

The stimulated recall technique was selected since it had been found to be useful in the
process of self evaluation and reflection with student teachers in an L1 setting (Maclntyre
and Pape, 1993, Wear and Harris, 1994). The stimulated recall process is described as “a
self-reporting technique in which (audio and/or video) records of subjects’ overt
behaviours in the task environment are used to stimulate recall of simultaneously
occurring thought processes” (Marland, Patching, Putt and Store, 1984: 219). The
success of this method of investigation has been confirmed in a number of studies (Kagan,
1984; Marland et al, 1984). In spite of some early concerns about the validity of verbal
report data, Mangubhai (1991: 271) notes that verbal report strategies have now “gained
acceptance amongst researchers” and that these instruments “go a long way towards

overcoming ...problems” of gaining access to previously unobservable thought activities.

While concurrent think-aloud was not a feasible method of collecting data during a class
observation session for obvious reasons, stimulated recall lent itself to a more
retrospective methodology. There were no reports found of this technique being used
with L2 student teachers observing “expert” models, as occurs in this research. However,

past applications of this technique did indicate that it would be an appropriate means of
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gaining insights into the perceptions of overseas student teachers.

The procedure for administration of the instrument in the teaching practice setting is

summarised in figure 3.1.

Figure 3.1
The Stimulated Recall Procedure

PERCEPTIONS OF THE LEARNING SITUATION

(Teaching Practice Observation)

Videotape
of the Learning Situation

SD SCALE

' |

STIMULATED RECALL INTERVIEW
(Audio Taped)

f

Transcription & Analysis

The subject observed and completed the SD scale while the researcher video taped the

class (about one hour). The video tape was then replayed immediately after the class while
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using the SD scale to guide a semi-structured interview. This focussed on the subject
explaining his perceptions, as recorded on the SD scale, through making concrete links

with the learning situation which had just taken place.

The stimulated recall procedure was piloted in a modification of the research situation,
due to difficulties in duplicating the sample group. A Tongan lecturer, on the staff of the
PNCOE, agreed to assist with the pilot study, providing the added benefits of L2
background in addition to expertise in teacher education. The pilot subject was asked to
observe a video tape of an L1 student teacher involved in teaching a class while on
teaching practice. At the same time, a draft version of the SD scale (see appendix 8) was

completed.

The varied placement of perceptions evident on the piloted scale was satisfying in that it
indicated that this instrument was likely to yield rich data. It is also evident from the pilot
scale copy that some quite specific feed-back was given. The points arising from this and
the discussion with the pilot subject are listed below.

( The pilot subject found it useful to write notes on the scale itself. This was

included in the instructions to the subjects.

2 The system of recording perceptions on the scale was revised to use a single
vertical mark (see section 3.4.3).

3 It was decided to keep to a consistent ordering of the negative/positive paired
items on the scale.

4. Subjects were encouraged to watch the video for a short time before starting
each stimulated recall session, to give time to tune in to the medium.

S. The wording of some items was improved. For example, easy for the students to
understand,seemed obvious to the pilot subject since those being observed were
English speakers. This item was modified to read: allows students to learn easily.

As aresult of feedback and reflection, it was decided that the research subjects would be
given a short practice exercise (see appendix 9) to ensure that any difficulties could be
resolved before the research procedure at the first teaching practice. Cohen (1991) also

refers to the need to give teachers training in the type of information they are expected
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to give in verbal reports and retrospection exercises. The practice exercise in the current
study was carried out in about ten minutes, immediately preceding the video taped class
on the subject’s first teaching practice. Some subjects had expressed concerns about the
time pressures which the research was placing on their already busy schedule. Therefore,
the practice exercise was designed to be quick to administer, as well as representing a

simplified and parallel model of the research procedure which was to follow.

Following the practice exercise, the SD scale was presented to the subject, the
instructions explained, and time allowed for questions. The subject then examined the SD
items carefully, ticking each off when he was sure that it was understood. Questions for

clarification were encouraged during this time.

The schedule for the research at the schools was both time consuming and energetic. If
possible, the class to be video taped was selected as the first of the day, or immediately
following a break so that equipment (video camera with wide angle lens and zoom
facilities) could be set up with as little disruption as possible. The video camera was set
up as inconspicuously as possible, in one corner at the back of the classroom so as to
take advantage of the wider diagonal perspective on the setting. Equipment (portable 14"
TV/video player and audio tape recorder) was also set up in a small private withdrawal

space for the stimulated recall interview.

Data from the stimulated recall procedure was carefully pre-labelled to avoid mix-ups and
to protect the anonymity of the subjects, the schools and teachers involved in the research.
A letter (A, B, C, D) was allocated for each subject and this was suffixed with the
particular number of the teaching practice (1, 2, 3). This identifying code (ie Al, A2 ...)
was recorded on the SD scale record, the video tape and the audio tape, and subsequently

the transcriptions from the audio taped interviews.

In the stimulated recall interview, the subject and researcher sat alongside each other,
facing and in close proximity to the TV/video player, with the audio tape located between

the subject and researcher. One intention of this structuring was to ease the demands for
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direct eye contact, since this is known to be uncomfortable for many Asian people.
Marland (1984: 95) notes that “Students often feel more secure reviewing a videotaped
interaction than in a face-to-face interview where they are uncertain of the up-coming
material”. The television monitor was placed close enough for the research subject to be
able to point out people and events on the screen. The completed SD scale, the second
stimulus, was either held by the subject, or placed on a table directly in front of the

subject.

The stimulated recall interview was a semi-structured, informal situation and usually took
about an hour to complete. Nunan (1992: 149) states that the semi-structured type of
interview has been found to be particularly useful for researchers working in an
interpretive context. The SD scale was used to focus and sequence the discussion, but the
interview was also flexible enough to allow some exploration of interesting areas which

arose.

Hudelson (in Johnson, 1992: 94) notes a change from “detached observer” to “participant
observer” in her work. Some effort was made to balance the dual role of the researcher
in the present study. The subjects’ expectations of the researcher as a teacher educator
were met through occasionally providing formal labels for concepts about teaching and
learning that the subject was describing. The term “feedback™ was one such term which
was inserted in this way with subject D in the second teaching practice. Incorrect or
partially understood concepts however, were accepted, and elaboration was encouraged

to clarify the rationale underlying these.

On occasions, the video tape was rewound or fast-forwarded to find specific aspects of
the lesson being discussed. This was sometimes done to see if a misunderstanding could
be resolved in the second viewing, as happened with subject A when discussing the

objectives of the lesson in the first video taped session.

3.4.5 The Final Interview

At the end of the year, subjects were asked to participate in a final interview with the
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researcher (see appendix 10). This interview was divided into three sections to explore
the subject’s perceptions of the first learning situation, in the light of the year’s
experiences of many learning situations. Section 1 consisted of a shortened version of the
stimulated recall procedure. This used a fifteen minute segment from the first video taped
teaching practice, and an abbreviated SD scale of six paired items derived from the
original scale after a preliminary analysis of the data. Two SD items concerning learning
were included since this area seemed to reveal some important perceptions. The items
concerning comfortable for teacher and student were combined and an item concerning

the learning situation was also added to sum up the subject’s perceptions.

Section two of the final interview centred on intercultural comparisons between schools
in the home country and those in New Zealand. The key focus here was to revisit the
subject’s initial interview criteria for rating each country, exploring especially whether
there was now less idealism in perceptions, as Oberg’s cultural shock theory might

suggest (1960, in Furnham and Bochner, 1986).

Section three of this last interview focussed on overall evaluation of the year’s
experiences and exploring whether the subject’s future aspirations as a teacher might have

changed.

3.5 SUMMARY

The trend for overseas teachers to enter New Zealand Colleges of Education is a new
one, so the subjects of this study are of particular interest to study and are expected to
provide directions for future professional practice and research in this area. This
investigation selected a case study approach to investigate three key research questions
concerned with perception, and shifts in the perceptions of four subjects during their first

year of teacher education.

The methodology was developed to overcome the limitations of past research into

perception, including taking into account the characteristics of Asian subjects. It
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incorporates a stimulated recall technique which utilises a semantic differential scale and
video taped lessons from the teaching practice setting. The validity of the research was
assisted not only by the multiple methods employed in the research, but also by the
addition of a final interview. This interview was seen as particularly useful in terms of
provision of a cross-reference for any shifts discovered, since teaching practice settings,

used as the research context, varied over the year of the study.



49

CHAPTER FOUR

RESULTS: ZONES OF PERCEPTION
AND PERCEPTION INDICATORS

This chapter reports on the analysis of data concerning the perceptions of subjects in the
study. Section 4.1 justifies the interpretation of data from the SD scale in relation to the
stimulated recall procedure, rather than as a stand-alone measure. The remainder of the
chapter deals with the development of the data display matrix and with results which

relate to the identification of perception indicators and zones of perception.

4.1 INTERPRETING THE SEMANTIC DIFFERENTIAL SCALE

The SD scale in the present study was designed as a stimulus and a framework for the
stimulated recall interviews (see section 3.4.3). Accordingly, any consideration of these
SD results in isolation from the interviews, has limited validity in terms of the overall aims
of the investigation. In this section, examples are given of the importance of considering
the SD Scale results in relation to the follow-up interview data, in order to clarify the
affective and cognitive assumptions underlying the subjects’ perceptions (as mentioned

in section 3.3.2).

Firstly, it was found to be possible to interpret a response in the middle of the SD scale
in two ways: as a transitional zone which represents a combination of negative and
positive perceptions; or as a false neutral zone which could be a means of saving face
when the subject felt that his response was inappropriately negative, such as when there
was an implied criticism of the teacher. An example of this false neutral zone is taken from
subject C’s second teaching practice:

Researcher:  What about the next one - friendly atmosphere - in the middle?
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C2':  Um, the teacher - she try - she tried to make it um - make
atmosphere friendly, but um I felt, um for example, the students,
they usually um don’t - they - I think they, they transfer memories
of my student [days in Japan], because um they, they showed less
smiles ... but the teacher she um, she smiled, but just by herself
[laughs].

Researcher:  So, when she smiled the others did not smile?
C2:  She tries to make umm, make it friendly, but um, quite hard.

This response indicated a negative perception rather than a neutral one. At other times,
subject C was found to mark his scale in the middle to show features from each end of the
scale, for example regarding fraditional and modern:

Cl:  English of traditional is just chalk and talk, but she didn’t look like
this, so, so, but not so modern.

Secondly, responses on the SD Scale could be initiated by a wide range of factors. For
example, subject B indicated that a learning situation was highly expecred. This response
was not related to a growing familiarity with New Zealand learning situations. Rather, the
learning situation was expected because the consistently routine nature of this class
allowed events to be easily predicted:

B2:  she do the same thing every time, so it’s expected.
In addition, subject C indicated that a learning situation was expected because the class

seemed to react in the same way for the associate teacher as when he was teaching them.

Thirdly, changes in responses over time, did not always indicate parallel shifts in
perceptions. For example, subject A placed his responses close to expected in the first two
teaching practice observations. He justified this by explaining that he had now been in the
class for about a week, therefore it was no longer surprising. However, on the third and
last teaching practice he marked the scale close to surprising. This could have been
inferred to be a negative shift in perception. However, the explanation referred to external
factors:

A3:  Before coming to x school quite a few, ah many of my friends had

Direct quotes from the data indicate the teaching practice setting in which the subject is being
interviewed. Thus, C2 indicates that subject C is at the second teaching practice, while Cf indicates
subject C in the final interview.
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been telling me that um there would be quite a few cheeky boys
and girls, but this class is pretty good.

The above examples demonstrate that shared meanings for responses to the SD Scale
needed to be negotiated rather than assumed. An in-depth report of the results from the
SD scale would therefore be of limited use in interpreting perceptions, and even less so
in interpreting cultural perceptions, or shifts in perception. Thus, the results from the SD

Scale will be treated as an integral part of the stimulated recall procedure.

4.2 DATA PROCESSING AND ANALYSIS

Case study data, in contrast to experimental data, has been described as “paradoxically
‘strong in reality’ but difficult to organise” (Hatch and Lazarton, 1991: 145). The
stimulated recall procedure used in the current study, generated a large amount of rich

qualitative data.

Data from the semi-structured stimulated recall interviews were transcribed and then
coded in order to reduce the data to manageable proportions. Johnson (1982: 90)
suggests that data should be examined for “meaningful themes, issues, or variables, to
discover how these are patterned, and to attempt to explain the patterns and
relationships”. Accordingly, the first stages in analysing data in the present study involved
repeatedly sifting through the transcripts to find restated themes which could be coded
consistently across all subjects. The subsequent steps entailed working back and forth
between the codes and the data to confirm and refine the categories. This process is

described as a “non-linear, reiterative process” or “grounded theory” (Lynch, 1996: 142).

4.3  Zones of Perception

During the initial classification of the data, in seeking to answer the first research
question: What perceptions do overseas student teachers have of “good” learning
situations in New Zealand schools? three main zones, relating to the focus of subjects’
perceptions, emerged (see figure 4.1). The first of these perceptual zones revealed the

subjects’ perceptions of feacher and learner roles. This zone embraced a continuum
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from the ideal images which the subject brought to the experience, to those constructed
images which were based on experiences and observations within the teaching practice.
The inter-relationship of the teacher and learner roles was central to the focus of this
category. The second major zone of perceptual focus identified was the nature of
learning. This referred to learning and the degree to which learning activities were
perceived as active, competitive, independent or challenging. Thirdly, a zone related to
contextual features was identified in the data. Hatch and Lazarton (1991: 141) note that
“each case turns out to be profoundly embedded in its real world situation”. There were
two key features of context in this zone: the physical characteristics of the setting, which
embraced resources and classroom layout; and the cultural context of the learning, which
included comparisons with the ‘home’ culture and the learning situation in the College of

Education.

Figure 4.1

Results: Zones of Perception

Teacher and Learner Roles (TLR)
The Nature of Learning (NL)

Contextual Features (CF)

These three main zones of perception described above, represented the main foci of
perception identified in the data. Subsequent steps in the analysis of the data focused
particularly on the second and third research questions which concerned identifying and
tracing perceptual shift in the data. Nunan’s (1992) statement that case study analysis
should include both qualitative and quantitative results was a guideline here, and in the
process of following shifts in perception, more finely grained perception indicators were

also identified.
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4.4  Perception Indicators

At this point in the data analysis, some indicators of positive and negative perceptions
began to emerge. Lamb (1995: 75-78), in his study of shifts in teacher beliefs following
a short in-service course, identified seven categories which provided some support for the
indicators discovered in the current investigation. These categories included one positive
classification termed engagement; and six negative categories including no uptake,
confusion, labelling, appropriation, assimilation, and rejection due to incorrect adaptation

of ideas taught in the course.

The perception indicators identified in the present investigation represent richer, more
fine-grained data gathered at intervals over a period of time. Also, in contrast to Lamb’s
study, the present investigation identified a number of both negative and positive
perception indicators. Fanselow (1990: 190) adds support to this finding, suggesting that
data should represent a balanced view of reality. The identification of positive and
negative perceptions helped in tracking the subjects’ orientation towards the target

learning culture as the year progressed.

The perception indicators identified in the present investigation were placed in rough rank
order to show the intensity of positive or negative perception in relation to the target
culture. It must be noted however, that this is a theoretically based intensity ranking rather
than an experimentally proven ranking. As such, it is a rough guide rather than a definitive
one. Eight categories of positive perception were identified which indicate movement
towards uptake of the target culture’s concepts. These indicators are: clear
conceptualisation, strategy formulation, engagement with positive results, avoidance of
closure, surface assimilation, positive uptake, attempt to rationalize, and idealization.
The rationale for the placement of the indicators in this rank order is embodied in the

following descriptions and exemplars of the perception indicators.

The positive indicators ( see figure 4.2) are described first.
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Figure 4.2

Results: Positive (+) Perception Indicators

Clear conceptualization

Strategy formulation
Engagement with positive results
Avoidance of closure

Surface assimilation

Positive uptake

Attempt to rationalize

Idealization

1; Clear conceptualization (+)
Clear conceptualization is used to indicate those perceptions which were found to reveal
some understanding of the concepts in the target learning culture. There was usually an
element of the reflective teacher in this data in that it demonstrated an understanding, not
only of the concepts involved, but also of the rationale for their selective implementation.
Other positive factors, such as effective models, all contribute to this process, as
illustrated by subject C:

C3:  She does know how to make the students work while I still doing

everything for the student.

This was distinguished as an example of clear conceptualization since it showed a level
of reflection about the new Learner/Teacher Role, leading to identification of a key factor

relating to the subject’s part in this relationship.

Clear conceptualization was placed highest in the indicators of positive perceptions, since
it was predicted that positive uptake could not be sustained without this. Brown (1990:
91) states that “effective use relies on a full understanding of the concept, not just
memorization”, since a change in beliefs involves a change in concepts. Spada and Massey

(1992: 33) also suggest that, in order to effectively implement teaching practice, one must
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conceptualize the theory. Making the “tacit implicit” (Schulman in Freeman, 1992: 14)

is an important part of changing beliefs through teacher education.

2 Strategy formulation (+)

The second positive perception indicator identified from the data is strategy formulation,
or the evolution of schemata for performing the teaching role. This can be seen when
subject C identifies a useful routine to begin a class (while responding to the item
organised, on the SD Scale):

C3:  First she [the teacher] gained attention from the students and said
what she was going to do and then she did it according to what she
said, so it was quite organised.

Lentell (1995: 7), in examining staff development of teachers, states that when students
know what is required of them “intellectual excitement and contemplation are replaced
by instrumentalism - *how to’ rather than ‘why’ questions”. This approach, Lentell says,
reflects knowledge as a process rather than knowledge as a product. This indicator is
therefore placed near the top of the positive perception indicators. However, it is not
placed right at the top of the scale since it may reflect a training model rather than a
reflective model of teacher education, as described in section 2.3.3. It does nonetheless
demonstrate positive and constructive progress towards the adoption of new approaches

in teaching.

3. Engagement with positive results (+)

Evidence of engagement with positive results in the data was classified as a positive
indicator of perception since it creates motivation to try again. Bailey (1992: 272) noted
that small victories encourage teachers to take further risks. In the present study, this data
also revealed vicarious participation through seeing the associate teacher use new modes
to teach successfully. This can be seen on the first teaching practice, when subject B

comments on effective teaching of Hiragana writing:

B1:  She shows the picture then the sound. She shows you slowly - use
their bodies. Next day I say a word - it doesn’t matter if you can’t
remember it. Students got ten out of ten!.



56

However, it was also found that seeing something work did not guarantee that the student
could imitate it successfully, justifying the placement of this indicator a little lower on the
scale. For example, the subject above observed singing being included successfully on
another occasion, but did not manage to successfully incorporate it into his teaching style

on the first attempt.

4. Avoidance of closure (+)
Attempts, by the subjects, to maintain objectivity were discovered in the data and
classified as an indicator of avoidance of closure. Bailey (1992) describes openness to
positive change as essential to ongoing teacher development. Being able to maintain an
objective approach to new ideas which may conflict with prior knowledge is crucial to
being able to convert input of new concepts into up-take . However, although it is a pre-
ingredient for change, it is not sufficient in itself to ensure change, or motivate attempts
to change, hence its position on the scale. An illustration of avoidance of closure is seen
when subject B refused to discuss the final item (which required a comparison with the
College of Education) since it was still early in the year:

B1: I prefer to be really more objective. So far I haven’t - I don’t want

to comment.

The data also revealed that subjects engaged in saving face on behalf of the associate
teacher, for example, subject D softened his criticism of a lesson in this way:

D3: I feel that her lesson is changing a little too quickly but they
followed the lesson. They enjoyed it.

) Surface assimilation (+)

Surface assimilation identified in the data was placed in the positive part of the matrix
since it implies a move towards identifying new roles and schemata. However, it is
thought that a deeper level of cognitive understanding and acceptance of the underlying
philosophy for behaviour patterns is needed in order to sustain role changes. Cabello and
Burstein (1995: 287) support this in suggesting that “preparation for teaching requires
more than a knowledge base or repertoire of skills; teachers must be able to make

Jjudgements about instruction, drawing from their knowledge and experience of individual
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students and situations in their classrooms”. The example of surface assimilation which
follows illustrates that subject B has equated active teaching with card games, rather than
noting the underlying active learning which it invokes:

B2: I think I would try to use more active way to teach a foreign
language ... I like to use more card games.

6. Positive uptake (+)

Perceptions seen as indicative of positive uptake show evidence of positive attitudes
towards new ideas. However, these perceptions may not extend to implying application
of new ideas. In addition, these reported perceptions may be an indication of the subject
endeavouring to say the ‘right’ thing to the researcher through repeating rote learned
information from the College course. This is illustrated when subject A is depicting the
factors in the learning situation which he would find useful in his home country:

A3:  group work, eye contacts, body movements, facial expression and
lots of encouragement - lots of positive things.

2 Attempt to rationalize (+)
Subjects sometimes revealed that they were reflecting on the reasons for new modes and
therefore endeavouring to maintain a positive orientation. On the other hand, the rationale
given for implementing these approaches was sometimes be flawed, therefore such data
was classified as an atfempt to rationalize. This is seen when subject D justifies his ranking
of a lesson as cooperative:

D2: If they are competitive I think they might have got angry some

time because they lost the game. They are more cooperative.

This association of anger with an extreme concept of competition, suggests a lack of
understanding of a key principle of the target learning culture, that of displaying good

sportsmanship whether winning or losing.

8. ldealization (+)
Idealization was also found in the data of several subjects. This indicator relates to
Oberg’s (1960) initial stage of culture shock when there is an exaggerated and unrealistic

view of the new culture. Oberg says that movement beyond this stage is precipitated by
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participation. However, the data does not always support this. Johnson (1994: 445) also
observed that pre-service ESL teachers in her study had “an unrealistic sense of optimism
about the type of teacher they would be and what their initial teaching experiences would
be like”. In the same way, idealism identified in the data from the present study tended to
focus on the type of teacher subjects wanted to believe would eventuate from the new
cultural setting:

C2: I want to enjoy teaching. I want to share studying Japanese, so
when I teach I think we should be equal. I - not just teacher, not
just students, but we are same, brothers.

Non-preferential differences (0)

Some data did not fit into either a positive or negative orientation to the target culture.
Such neutral perceptions were illustrated when subjects noted differences between the
two cultures which they did not evaluate. For example, subject A, on the second teaching
practice commented on the item competitive learning as it related to Japan:

A2:  InJapan they are learning the same thing and always challenging
the new thing. Like this group might be learning multiplication, but
the other group may still be learning subtraction.

He did not make it clear whether he thinks the Japanese way is better, but recognized it

was different.

In addition to the eight positive indicators of perception, eight categories of negative
perception were identified (see figure 4.3). This data indicated withdrawal from, or
inability to uptake concepts in the target culture. The indicators of negative perception
which were identified in the data are selecting and distancing, limited implementation,
engagement with negative results, self doubts, rejection and closure, noting lack of
effective models, overlaying and partial conceptualization. These will now be described

in detail.
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Figure 4.3
Results: Negative (-) Perception Indicators

Selecting and distancing

Limited implementation
Engagement with negative results
Self doubts

Rejection and closure

Noting lack of effective models

Overlaying

Partial conceptualization

1. Selecting and distancing (-)

The data identified as selecting and distancing reflects an acceptance of ideas within the

confines of the new setting only, while new ideas were seen as unsuitable for the home

setting. These perceptions may therefore indicate a deeper level of rejection. An example

of this is shown when subject A discussed the presence of teddy bears in a classroom:

D3: If I am in Japan, I would, I would take them away, but... if I am

teaching in New Zealand ... I wouldn’t care what they bring ... if
I am teaching in Japan I may care.

This reveals aspects of Lamb’s (1995) category of assimilation in which new ideas could

be taken in without understanding of the underlying rationale. However, Lamb saw this

type of uptake as selecting and accepting only that which agreed with or elaborated on

current beliefs. The current study identified perceptions which suggested limited uptake

due to conflict with existing beliefs.

2. Limited implementation (-)
Some subjects made a conscious decision to limit their implementation of new modes.
Data which indicated these selective perceptions was referred to as [limited

implementation. Practical reasons were most often cited for limiting implementation. For
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example, subject B, after showing lots of enthusiasm for making his own resources,
decided at the final teaching practice that it might not be realistic to design a// his own
materials in the first year of teaching:
B3: I may not have time.

Ballantyne, Hansford and Packer (1995: 248) also note the occurrence of this with newly
graduated teachers who, faced by “classroom pressures”, made changes to their ideal
classroom procedures. Possible reasons for this were given as the constraints of time, the
availability of resources, the work conditions and the behaviour of students. Ballantyne
et al found that ideals limited at this stage were often pursued again at a later date, and
so this indicator is placed quite close to the neutral zone. However, it is wise to keep in
mind that, in the present study, incompatible cultural concepts/beliefs may possibly lead

to ideas being more readily rejected.

3. Engagement with negative results (-)

In addition to engagement with positive results, there were indications of perceptions
showing engagement with negative results. As with limited implementation, this may not
be permanent in its effects, however it may be seen as potentially more damaging. An
effective example occurs when subject B was keen to try singing in class after seeing his
associate teacher use this successfully. However, on trying for himself in the next teaching
practice, he experienced some reluctance from the class. Initially he was quite taken aback
by his lack of success with the new methodology and returned to the original teacher to
discuss the matter. He later concluded that it might be difficult to implement a new
method, such as singing at senior levels, when the class have not experienced it before
(limited implementation). His next attempt, on the final teaching practice, met with more
success, providing positive reinforcement for his theory. Had the model been less
effective, and the first associate teacher less supportive however, he may not have gone

on to try again.

4. Self doubts (-)

Self-doubts about their new role may be experienced by all student teachers, but in this

case, the particular inter-cultural problems of overseas students created an additional
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burden. It would seem that it is more difficult to implement new ideas if control
difficulties, due to role confusion, are present, as seen in subject B’s comments on
teaching practice three:

B3: I think there’s some sort of language problem. We don’t, we try
to speak politely rather than use our authority, to instruct formally
the students to get on task. It’s the way we learn it.

Self efficacy was noted by Agne and Miller (1994) as an important factor in teacher
efficiency. They also argue that teacher efficacy is affected by the teacher’s background
and experiences. The background and experiences of overseas student teachers will

include different cultural beliefs and practices related to learning and teaching.

5. Rejection and closure (-)
Negative views about the target learning culture were also identified in the perceptions
of subjects in the study. This led to rejection and closure regarding these concepts. Lamb
(1995) has a similar category which he confines to a rejection of methodology which has
been inappropriately adapted to the L2 setting. In the current study, rejection and closure
occurred mainly in relation to teacher learner roles (in particular control issues) and
contextual features. One example, at the third teaching practice, occurs when subject D
notes comments on the item formal/informal.

D3: Formal means not relaxed. Informal means sometimes relaxed but

naughty; relaxed, but sometimes naughty and noisy.

The perceptions of subjects in the present study also indicated that contextual features,

such as untidy classrooms and uniforms not worn neatly, were viewed negatively.

6. Noting lack of effective models (-)

Perceptions which referred to an absence of effective and relevant models for new role
patterns were also identified. This data was referred to as noting lack of effective models.
It may be that this indicator is especially significant for overseas student teachers who are
seeking to find ways to synthesize new modes with familiar teaching/learning styles.
Johnson (1994: 451) notes that if pre-service teachers beliefs are to shift, they must have

“successful encounters with alternative instructional practice and alternative images of
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teachers”. The need for “guided exposure to positive and negative instances” (Brown,
1990: 93) and “multiple ways of conceiving teaching” (Freeman, 1992: 14) is well
supported by the literature on teacher education. Subjects in the present study often noted
contrasts, between the new knowledge gained from the college programme, with the
models found in the teaching practice setting:

Cl; She [the teacher] could have used games or something, some
activities, but she didn’t use any activities ... she has a talk to
students and sometimes it is difficult to understand what she meant
... maybe New Zealand teachers are not as I thought - ah, [they
are] chalk and talk.

7. Overlaying (-)

Overlaying, or the superimposing of new ideas on old belief systems, was a further
indicator identified in the data. This has elements of Lamb’s (1995) categories of labelling
and appropriation, but more specifically relates the inaccurate interpretation of ideas to
the influence of the home culture upon the new ideas. In addition, it would appear, from
the present study, that overlaying occurs at an unconscious level. It is therefore seen as
a stronger influence on more stable negative perceptions. A case in point is found on the
first teaching practice data. Subject C is reacting to having observed deductive grammar
teaching in the learning situation:

C1:  she should have showed system of Japanese grammar ... asked them
to write down the rule, translate passages in Japanese style.

8. Partial conceptualization (-)

In addition to clear conceptualization, indicators of partial conceptualization were also
evident in the data. Since it is seen in contrast with clear conceptualization, this is placed
on the extreme end of the negative perception indicators. Perceptions identified as partial
conceptualization related to data in which new ideas were being discussed without clear
understanding; for example, at the final teaching practice both subjects B and C used the
term high level learning to refer to the numbers of students getting correct answers,
without mentioning higher cognitive levels of thought such as abstraction:

B3:  The majority of them did achieve that.

C3:  When she [the teacher] was asking, all students answer correctly.
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This category is similar to Lamb’s category of confusion in which new ideas are not well

enough understood to affect teaching.

4.5 DATA DISPLAY MATRIX

After refining the perception indicators, and finalizing their order, they were used in
combination with the three zones of perception to create a matrix on which instances of
each type of perception were tabulated (see figure 4.4). This assisted in providing more
data on all three research questions, but was used primarily to examine the perceptual

focus of subjects, and shifts in this as the year progressed.

The indicators of perception identified in the data were arranged vertically on a display
matrix according to their negative or positive intensity relative to the target culture. The
three broad categories identified earlier (teacher and learner roles, the nature of learning
and contextual features) were placed horizontally across the top of the matrix, thereby
enabling the intersection of the two axes on the matrix to form sub-categories within the

matrix (see figure 4.1).

The number of times that each perception indicator occurred in the data of individual
subjects was counted. This was shown on a matrix for each individual subject in the study.
Three guidelines provided in the work of Lynch (1996) support the implementation of
this procedure: formulate decision rules, use display matrices and count. Individual
occurrences of perception indicators was recorded by noting the number of the teaching
practice on the matrix. Repetition of a specific teaching practice number was used to
signify further instances of that perception indicator in the data gathered on a particular

occasion.

The results from the case study data on individual students, relating specifically to foci
and shifts in perception, will be presented in the following chapter. This makes use of the

data from the study, as presented on individual display matrices.



Figure 4.4
Data Display Matrix
Perception Indicators Teacher / Nature of | Contextual
Learner Roles | Learning Features

+ Clear conceptualization

+ Strategy formulation

+ Engagement with positive results

+ Avoidance of closure

+ Surface assimilation

+ Positive uptake

+ Attempt to rationalize

+ Idealization

0 Non-preferential differences

- Selecting and distancing

- Limited implementation

- Engagement with negative results

- Self-doubts

- Rejection and closure

- Noting lack of effective models

- Overlaying

- Partial conceptualization
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CHAPTER FIVE

RESULTS: CASE STUDIES

In this chapter, the findings from the stimulated recall procedure will be related for each
subject. The case studies follow on from the information gathered in the initial interview
(presented in section 3.2.2) and are presented as a discussion of major foci and shifts in
each of the three perceptual zones of teacher and learner roles (TLR), the nature of
learning (NL) and contextual features (CF). lllustrations are given from the data
collected in the stimulated recall procedure at each teaching practice and in the final
interview at the end of the year. Each case study ends with a summation of all the data on

that subject.

Although it would have been useful to link individual case study results with the biodata
presented in appendix 2, it has not been done. The reason for this is the need to preserve
the anonymity of individual subjects (as explained in section 3.2.2), particularly the one

primary pre-service subject who is still a student in the College of Education at this time.

5.1 SUBJECT A

At the start of the year, subject A showed a concern for determining the characteristics
of the ideal teacher, and the relationship between such a teacher and his/her students (see
section 3.2.2). This emphasis is reflected in his perceptions which were recorded over the
year, while observing learning situations at varying levels in three different schools (see
figure 5.1). The focus of his perceptions is primarily on TLR (43 instances of perception

recorded), in contrast to NL (33 instances of perception) and CF (26 instances).
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Figure 5.1
Subject A: Data Matrix
Perception Indicators Teacher / Nature of | Contextual
Learner Roles | Learning Features
+ Clear conceptualization 3 11112 2
+ Strategy formulation 1222233 133 1
+ Engagement with positive results | 22 1
+ Avoidance of closure 133 1
+ Surface assimilation 12 11123 111223
+ Positive up-take 12233 23 2222
+ Attempt to rationalize 3 3
+ Idealization 1
0 Non-preferential differences 1 2 1
- Selecting and distancing 1 1 123
- Limited implementation
- Engagement with negative results
- Self-doubt 12333 13 3
- Rejection and closure 111111222 11233 13
- Noting lack of effective models 23 2
- Overlaying 233 2 133
- Partial conceptualization 11122333

5.1.1 Teacher/Learner Roles

Over the year of the study, subject A’s main perceptual focus in TLR showed rejection

and closure, particularly in the first teaching practice. The data associated with this

perception indicator appears to be related to deciphering the acceptable boundaries for

teachers and learners in keeping control of the class. In turn, negative judgements were

made about the learners when the situation was not perceived as comfortable:

Al:  When the teacher was taking the roll everyone was looking in
a different direction, not to the teacher. Children seem easy to
lose their concentration ... They tend to make a lot of noise later
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on so must be hard for teachers, must be uncomfortable for
teachers. I don’t think the children care seriously what they are
doing. I mean they, they seldom care about their behaviours. I
think they, they think they can do whatever they like.

In the middle of the year, the main focus of TLR perceptions shifted in a positive direction

to strategy formulation. The data exhibiting this, while concentrating on the development

of teaching and learning sequences and schemata, also showed a continued concern for
gaining classroom control; for example:

A2:  Even [when] the teacher is scolding them [the pupils], but in a

way she used praising, encouraging: ‘I know you something, so

next time I'd like to see you working tasks. I know you can do.

It’s - encouraging. The teachers must be expecting those children
to come better.

At the end of the year, subject A’s TLR perceptions were focussed mainly on self doubt,
revealing on-going concerns about the effective implementation of strategies (see figure

3:4al):

Figure 5.1.1
Subject A: TLR Shifts

Rejection and closure strategy formulation self doubts

The increase in perceptions revealing self doubts at the end of the year could stem from
a number of sources. It may have been due to a developing rapport with the researcher
which allowed the subject to feel freer to express such feelings. On the other hand it may
reflect a rise in anxiety over implementing roles as participation in the new situation
increased. The latter seems more likely since subject A’s self doubts centred on classroom
control. Furthermore, in the final teaching practice, balancing friendliness with the pupils,

against loss of respect, was revealed to be a major, ongoing concern:
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A3:  That’s what I was afraid of ... A teacher can be like a friend to
them, but they [the teacher] are always at the higher position ...
it’s difficult.

Despite the strong evidence of self doubts during the year, subject A reported an increase
in confidence in the final interview. The first learning situation was perceived as only
minimally comfortable for the teacher:
Al: I feel that if I become a teacher I will have lots of troubles, like
to con - in controlling children.
However, when observing the same learning situation again at the end of the year, subject
A perceived it as quite comfortable for teachers:

Af:  Firstly there are three teachers most, most of the time ... assistant
teachers. Those people would probably be a big help for main
teacher ... and there are not many children in this class compared
with Japanese schools. Averagely they have ah forty to fifty kids
to one class. So it seemed quite comfortable for me ... What else?
The way they sit. They are working in a group ... more fun than
working by themselves.

5.1.2 The Nature of Learning

Partial conceptualization was the most significant perception indicator for subject A in
the NL area. The data in this category revealed perceptions at a less conscious level. This
can be seen on the second teaching practice when the purpose for developing
independent learning was linked with developing individuality:

A2:  They are sitting altogether but still they have to come - they have
to come their own ideas, so, and they are not talking. I mean
they’re not discussing things ahh that would help them to develop
their individualities.

Furthermore, on several occasions, the concept of high level learning was connected to
raising the difficulty level of the topic. This revealed an emphasis on teacher direction.
The activation of higher cognitive processes in the learner was not included in the

discussion of this topic by subject A.

In the light of the above findings, it is intriguing to note that the largest cluster of
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perceptions in the NL category at the start of the year was clear conceptualization.
However, by the middle of the year, the focus had moved to partial conceptualization

where it remained in the third teaching practice (see figure 5.1.2).

Figure 5.1.2
Subject A: NL Shifts

clear conceptualization partial conceptualization | partial conceptualization

At first this might seem contradictory. However, on examining the NL data a little more
closely, the complexity of perceptions was also found to increase during the year. This is
exemplified by comparing subject A’s comments on independent learning skills in the first

and second teaching practice:

Al:  Although they were working in a group, they needed to have their
own opinions.

A2:  They are sitting altogether but still ... they have to come to their
own ideas ... they’re not discussing things ahh that would help
them to develop their individualities.

In the second example, from teaching practice two, subject A’s ideas on independent
learning were expanded further and the gaps in conceptualization were therefore clearer.
From this it could be inferred that as perceptions became increasingly detailed and

complex, gaps in understanding became more apparent.

Subject A’s partial conceptualization was confirmed in the final interview, when asked
whether a modern or traditional learning situation would be best for independent learning.
He observed that the Japanese style was more independent since such learning is really
about silent, individual study at a desk:

Af:  Japanese style. I mean, known for their own desk and without any
talking. That allows more independent work.
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The above incident depicts subject A’s ambivalence in endeavouring to combine the
concept of Asian individual study with the western ideal of independent learning. It could

be inferred that it was difficult to reconcile these two beliefs.

5.1.3 Contextual Features

In the CF zone, surface assimilation was the most noticeable perception for subject A.
Many items were described in terms of the physical factors rather than related to learning
and teaching processes. For example, modern was related to the architecture of the
building. In addition, friendly was linked to the circular sitting arrangement, while formal
was connected to the wearing of uniform which would be familiar in a Japanese learning

situation.

Subject A’s data shows an interesting shift pattern (see figure 5.1.3). It moves from a
focus on surface assimilation in the first teaching practice, to positive uptake in the
second teaching practice. Overlaying seems to be the most dominant perception in the

third teaching practice, although there were relatively few instances of this in the CF data.

Figure 5.1.3
Subject A: CF Shifts

surface assimilation positive  uptake overlaying

The shift pattern over the year indicates an attempt to identify features of the target
culture, then to adopt them. While the final perceptions showing overlaying are not
significantly numerous, they do reveal how subject A’s first culture and early learning
experiences influenced or filtered his perceptions of the new learning situation, making

it difficult to move beyond superficial understandings. One example of overlaying in the
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CF zone reveals subject A’s expectations for a classroom were largely based on his
learning environment in Japan which would not include as much visual stimulation as the
western classroom:

A3:  It’snot a primary classroom. You will see charts on the walls, but
not many pictures, a lot of writing.

5.1.4 Summation

Over the year of the study, subject A expressed many anxieties about the new TLR. The
persistence of self doubts regarding classroom control are of particular concern, since it
is hard to implement new ideas about teaching while worrying about controlling the class.
Subject A reflects this concern about identifying and implementing new role relationships
on the first teaching practice:

Al: If the teacher let them work, learn individually, they will start to
talk.

Subject A began the year with feelings about teaching in New Zealand which he described
as “mellow” (see section 3.2.2). His picture of an ideal teacher was “approachable,
friendly, well prepared, patient and humorous”. However, as the year went on, he found
this model quite difficult to realise. Rejection and closure emerges as the strongest
perception, with sixteen separate instances recorded in the data. This reflects the cognitive
and affective difficulties that subject A had in moving towards the new learning culture
during the year of the study. In addition, the high level of surface assimilation, combined
with the low levels of clear conceptualization would suggest that although subject A’s
perceptions did become more detailed he did not achieve real depth of understanding of

the target learning culture during the year.

In the final interview, subject A noted that neither the learning situations in New Zealand
nor those in Japanese schools were perfect. His closing remarks show a combination of

rejection and closure, in addition to positive up-take regarding the new setting:

Af:  [in Japan] teachers are diligent, very hard working and organised.
Sometimes they give us, they give students too much work to
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do... There are some stupid school rules ... length of hair, length
of socks, length of skirts, length of bag, bag ah - strap. We had
to wear a hat. Ah not, we’re not allowed to eat in the school ...
even fruits.

Af. I would also like the New Zealand teachers to look at how
Japanese teachers deal with the naughty kids with physical
punishments. They still work - it, it works... in ten years, twenty
years time they would appreciate what the teacher had done ...
that’s how we have been disciplined.

Subject A also reported in the final interview that he felt his confidence in the new
situation had grown since the beginning of the year. However, when asked if he would
still be teaching in New Zealand in ten years time, some doubts were expressed:

Af: I doubt it. In ten years time? I'd love to but I wouldn’t stay in
New Zealand ... I might try another thing. I might even teach in
another country. I might go back home.

5.2 SUBJECTB

At the start of the year of the study, subject B had a realistic perception of the advantages
and disadvantages of New Zealand (see section 3.2.2). He also saw being a teacher in
New Zealand, as a job to return to after more travel. His lack of idealism may indicate his
more advanced level in the acculturation process and may be reflected in the constructive

focus of his perceptions.

During the study, subject B observed classes at varying levels in three different schools.
As the results on the data matrix (figure 5.2) show, subject B’s perceptions were very
strongly focussed on TLR (71 instances of perceptions), in contrast to NL (43 perceptual
instances recorded) and CF (33 instances). The perception indicators and shifts in each

of these three zones of perception will be examined next.
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Figure 5.2
Subject B: Data Matrix
Perception Indicators Teacher / Nature of Contextual
Learner Roles | Learning Features
+ Clear conceptualization 2333 2333 333
+ Strategy formulation 222233333 11111233 12223
+ Engagement with positive results | 12 123
+ Avoidance of closure 11222 2 11222
+ Surface assimilation 112 12 1
+ Positive up-take 1222223 12223333 112223
+ Attempt to rationalize 1223 2
+ Idealization
0 Non-preferential differences 13 2 11113
- Selecting and distancing 33 3 3
- Limited implementation 2 2 3
- Engagement with negative results 123 2 3
- Self-doubts 222223333 3
- Rejection and closure 112333 1 12
- Noting lack of effective models 2223 2
- Overlaying 112222 13
- Partial conceptualization 1112 111222223 2

5.2.1 Teacher/Learner Roles

There are two strong perceptual indicators in the TLR data for subject B. These are

strategy formulation and self doubts. Subject B’s efforts to overcome the difficulties

encountered in the new learning situation may be reflected in this equal weighting of

negative and positive perceptions. Furthermore, although strategy formulation did not

appear until mid-way through the year, subject B’s strategies reveal a high level of

reflection about the TLR:

B2:  Icansay my voice pretty low so I have to really use my voice a
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little bit. So a small class is OK, a bigger class I have to be really
strict with the students.

Subject B’s strategies centred not only on teaching/learning issues, but also on reducing
the amount of work involved in preparing lessons to a realistic level :

B2:  She write everything on OHP, so she can produce every year. It
save her time and this is more systematic.

The pattern of TLR shifts over the three teaching practice begins with a focus on partial
conceptualization in the first teaching practice. This focus moves to self doubts in the
second teaching practice, and then to strategy formulation at the end of the year (see
figure 5.2.1). Such a pattern may indicate that subject B’s awareness of partial
conceptualization led to feelings of self doubts later in the year. This is further supported
by evidence that initial instances of self doubts and strategy formulation inTLR occurred
simultaneously at mid-year, revealing a constructive approach to the difficulties

encountered.

Figure 5.2.1
Subject B: TLR Shifts

Partial conceptualization self-doubts » strategy formulation

As with the examples of strategy formulation mentioned earlier, much of the data showing
self doubts demonstrates a level of reflection on the new role relationships to be mastered.
These perceptions show how English fluency levels which are less than those of a native
speaker may cause a loss of face in the New Zealand classroom. Specific references to
cross cultural factors are also included, such as the smaller stature of Asian teachers as
well as the differences in teaching style:

B2:  I’m small. I'm certainly small and also my voice - sometimes I’m
not really speak that clearly.
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B3: I think there’s probably some sort of language problem. We
[other overseas student teachers and self] don’t, we try to speak
politely rather than use our authority, to instruct formally the
students to get on task. It’s the way we learn it ... We learn in
the polite way and the students feel you’re too soft ... A person
not born in New Zealand, no matter what their race is, but if
they’re born in New Zealand it’s quite different ... It make me
feel really embarrassed, subservient to the teacher who may not
have the accent ... I think they [Kiwi teachers] know how to use
their language better, you know, so they be really strict.

In the final interview, subject B reiterated the perception that his difficulties with
classroom control may be linked to not being a native speaker of English:

Bf Some sort of language barrier ... They may expect that you are
too soft ... In my point of view I may be quite tough, yeah, but
from their [the students’] point of view they may not think so.

The final interview data reinforces the finding that subject B exhibits a positive shift in
perceptions. In the stimulated recall interview at the first teaching practice, subject B
rejected the model of teaching put forward in the video taped lesson as too traditional:

Bl:  That’s the way I learned, same as her [the teacher], but I don’t
want to repeat the same,

By the end of the year, subject B had become more realistic about his ability to be a more
modern teacher, while at the same time trying to maintain control of the students:

Bf' You can say, or you can write beautifully what you are going to
do. Whether the student is going to cooperate with you is another
thing.

5.2.2 The Nature of Learning

The data from subject B shows that partial conceptualization is the most significant
perception in the NL zone. It is worth noting however, that this indicator is the only
negative NL perception for subject B. In contrast, positive uptake and strategy
Jformulation are two significant indicators of positive perceptions in this zone. The
positive inclination of subject B’s perceptions is seen even more clearly when the shift

pattern for the year is examined (see figure 5.2.2).
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The shift pattern above may reveal some insights into the process of subject B’s learning
about the target culture. It was noted earlier, in the TLR data, that strategy formulation
may be a response to an awareness of gaps in knowledge. Partial conceptualization may
also signify that learning is in progress. In much the same way as grammatical errors
indicate experimentation with new forms, partial conceptualization may indicate

emerging cognitive processing of new perceptions.

Figure 5.2.2
Subject B: NL Shifts

Strategy formulation partial  conceptualization positive uptake

One example, of the progression in subject A’s perceptions is related to the concept of
developing independent learning. Initially, this concept was perceived as purely individual
study or memorisation of previously taught content. However, by the end of the year,
there is some evidence of subject A’s progress towards the target culture understanding
of a set of skills which it is possible for the teacher to facilitate:

B3: She’s quite often pass the responsibility to the students
themselves. Some of the girls write some sort of things that are
not related with the class content - make the students think.
Make their own sentences rather than just give them all
examples you want to give to them.

Furthermore, positive uptake may reveal a more conscious level of perceptions related to
new learning. It may also reflect the increased level of input from the College programme
by that stage in the year, as seen in this example:

B2: I think I would try to use more active way to teach a foreign
language ... is more practical to use more latest methods and
which widely or globally are set up as good way of learning a
foreign language.

The notion that the data on subject B shows progress in learning about the target culture
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is further supported by the significant positive shifts found between the start and finish of
the year in the final interview. In the first teaching practice interview, subject B’s
perceptions are more superficial; for example, he noted that the teacher turns her back
therefore she must be comfortable. In contrast, the final interview shows that subject B’s
perceptions are enhanced by more recent course work. He now perceives that this class
may have some special needs and therefore his data involves strategy formulation related
to NL to overcome the teacher’s discomfort in the class:

Bf:  More card games and more um useful. Instruction is not only
doing what they tell her ... What I mean is more resources like
poster and card games ... Make it more um occupy their time I
think, so I change the background all the time rather than they
looking at me ... remove the focus from my face, sometimes
tiring ... no matter what age group, always the picture much
easier than a whole group of words.

As with TLR strategies, subject B formulated a range of NL strategies, ranging from
classroom based strategies to those with a wider school focus. At the beginning of the
year his perceptions were more classroom focussed:

B1:  the Kiwi way is the best way [to teach Hiragana]. Easy symbols
first, then complex. One stroke before two strokes, then build
on this. Don’t need to teach the alphabet order.

In the third teaching practice interview, a broader focus appears, as seen in the following
example when subject B discusses the school’s system of giving merit slips towards a
certificate:

B3: Some schools have those marks systems and some don’t. Um,
I think I will, even though I make my own, even in front of their
class, not in front of everybody like that formal assembly with
whole school, that sort of thing ... I think it’s more challenging
... while I may place a student in front of the rest of the class
they may not feel the same cause they see everybody every day...
even though I’'m not knowing the name, ah standing there may
be quite different.

5.2.3 Contextual Features
The strongest perception in the CF zone of subject B’s data, is positive up-take. This can

be seen in the gathering of useful ideas on how to organise the physical learning
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environment effectively. In the example which follows, subject B discusses the benefits
of arranging the students’ seating into a horseshoe shape rather than groups or straight
TOWS:

B2: the horseshoe’s even better. I like that way because you can
reduce the barrier between the student and yourself. With this
model [straight rows] you’re always in front. I'm standing,
you’re sitting, and you have tables between the students and the
teachers. ... [With horseshoes] the teacher can move more freely
to have interaction with the students.

The CF data for subject B is located predominantly in the positive zone of perception. It
is of note that there was very little evidence of a shift away from the target culture in the
CF zone of subject B’s data. This may suggest that physical factors of the learning
environment are more readily conceptualized than those factors of the learning situation

which involve more in-depth understandings.

The pattern of perceptual shifts in the CF zone, as with perceptions in the TLR and NL
zones, shows a developmental pattern. In the first teaching practice, CF perceptions
related mainly to non-preferential differences in the neutral zone. This reflects subject B’s
tendency, early in the year, to include perceptions which demonstrated avoidance of
closure. In the second teaching practice, subject B’s perceptions were focussed in three
positive areas: strategy formulation, positive uptake and avoidance of closure, while in

the third teaching practice clear conceptualization is the focus (see figure 5.2.3).

Figure 5.2.3
Subject B: CF Shifts

strategy formulation
non-pref. diﬂ'erences* avoidance of closure» clear conceptualization

positive uptake

As revealed in the NL data, strategy formulation in the CF zone reflected the learning
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by

process through the development of a range of strategies, including how to deal with
larger classes and how to deal with uncomfortable learning situations:

B2:  It’s good to settle them down, it’s such a big class. Just calm them
down. Maybe do a little revision, or have dictation or listening
activities.

B2:  Thisis the first period after lunch time. You shouldn’t be eating
[your] sandwiches so openly. Otherwise I say “I will stay at
school late, till four thirty” or “If you eating you can have lunch
with me”. They say “Oh, I don’t want”.

In the third teaching practice, subject B’s perceptions were centred on the clear
conceptualization area. In terms of the rank order of the perception indicators presented
on the data matrix, subject B’s perceptions in the CF zone, show a consistently positive
shift over the year of the study, moving from the neutral zone in the middle of the matrix

to the top of the positive zone.

5.2.4 Summation

In the initial interview at the beginning of the study, subject B had few illusions. He
described New Zealand as “not the best, but certainly not the worst™ country to be in. He
also exhibited a level of confidence at the start of the year, stating quite strongly that his
participation in the study was “to help” the researcher rather than himself (see section
3.2.2). This level of confidence was supported by a strong trend towards positive
perceptions and evidence of the development of learning in the data. Positive uptake is
the most significant perception indicator (24 recorded instances). Strategy formulation
(22 instances), also in the positive zone of perception, is close behind. This reveals subject
B’s strong inclination towards adopting the ideas of the target learning culture,
accompanied by the formulation of practical strategies to enable this to happen. The final
interview also revealed elements of positive up-take:

Bf: I like the friendly teachers, umm, ah, more subject validity, ahh
I like ... the, the encouragement from the teachers to work.

However, despite the positive indications in the data during the year, subject B did not

perceive New Zealand schools as an ideal learning situation. Negative factors mentioned
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included low levels of government funding and the greater emphasis on sports in New
Zealand schools, and, in particular, the low level of New Zealand students:

Bf: I think some of the subjects are really easy, compared with
[the]Asians’ level ... I was wonder what went wrong. Is it the
students themselves not putting um too much effort into their
study, or, or because the curriculum is limited? ... Lots of New
Zealand born students they can’t spell, right up to university ...
They also speak with quite limited politeness ... so whose fault
is this? ... Something we learn in Form Two, you are learning
in Form Four, Form Five ... we learn it in English at higher level
and you learn it in your own language at lower level. Why?

The rejection and closure revealed above seems more serious than subject B’s criticisms
of the home country schools:

Bf:  push too hard. If you don’t up to what the school expected ...
then you are out... New Zealand is quite different. New Zealand
is more lenient. We have to provide own text book. In New
Zealand the school provide but you have to return at the end.

At the end of the year, subject B still showed some self doubts related to English fluency
factors about the time ahead as a teacher. This is shown in the following example which
notes those things that intending students at the College of Education could expect:

Bf:  The schools may challenge you very much. Scary to think about
how many students use first language .

Furthermore, subject B comments, at the final interview, that teaching in New Zealand
may become boring after a few years. However, this may be just a way of saving face
should events not turn out well:

Bf:  Inthe long term I may try to teach at different type of school ...
more challenging, otherwise too boring, I mean after fifteen
years you still teaching the same subjects - only one subject, not
two ... just see what sort of thing I can do for the community.

53 SUBJECT C
As indicated in the initial interview, subject C began the year with the expectation that
New Zealand would provide him with a better teaching/learning model than that which

he had experienced in Japan (see section 3.2.2). It is not surprising therefore, to find that
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contrast, NL (32 instances) and CF perceptions (31 instances) were less frequent.

Figure 5.3

Subject C: Data Matrix
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Perception Indicators Teacher / Nature of Contextual
Learner Roles | Learning Features

+ Clear conceptualization 233 223 33

+ Strategy formulation 23333333 22 233

+ Engagement with positive results | 233 3

+ Avoidance of closure 3 2

+ Surface assimilation 111111233 12 11233

+ Positive up-take 11333 122333 12233333

+ Attempt to rationalize 1 23

+ Idealization 12

0 Non-preferential differences 2 13

noted

- Selecting and distancing

- Limited implementation

- Engagement with negative results

- Self-doubts and confusion 23 123

- Rejection and closure 1 1

- Noting lack of effective models 1111122223 122 133

- Overlaying 111233 133 1

- Partial conceptualization 1111112233 1

In this study, subject C observed a variety of class levels and teaching/learning styles, in

schools which were located in three different lower North Island locations. The results

will be considered in each of the three major zones of perception: TLR, NL and CF.

Following this, data from the initial interviews, the stimulated recall procedures and the
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final interview will be drawn together in the summation section.

5.3.1 Teacher/Learner Roles

Noting lack of effective models emerged as the largest cluster of perceptions in TLR. This

reflected the predicament experienced by subject C in endeavouring to find teaching

models which were not only close to his ideals but which also exemplified those put

forward in the College of Education programme. Subject C’s frustration in this may have

been due to the idealistic expectations of TLR which he held on to, well into the year:
C2:  When I teach I think we should be equal... not just teacher, not

just students, but we are same, brothers.
These expectations created a base against which other models were compared during the
year:

C1:  Not boring, but not so interesting. I mean if she had a sense of
humour. Students not laughing or smiling, enjoying the lesson ...
Maybe New Zealand teachers are not as I thought, ah [they are]

chalk and talk.
Subject C’s perceptual focus on a lack of effective teaching models reached a crisis in the
middle of the year when he had a disagreement with his associate teacher. This indicator
then diminished significantly. It is possible that his perceptions reflect the problems which
he had, and are also causally linked to his persistent idealism. The lack of effective

teaching practice models was noted by several subjects in the study and will be discussed

further in chapter six.

During the year of the study, subject C’s perceptions in the TLR zone underwent several
significant shifts (see figure 5.3.1). These shifts showed some coontrast between positive
and negative perceptions. In the first teaching practice the most outstanding perception
indicator was surface assimilation. As mentioned earlier, this focus shifted to noting lack
of significant models in teaching practice two, while in the third teaching practice

interview, subject C’s perceptual focus shifted again, to strategy formulation.



83

Figure 5.3.1
Subject C: TLR Shifts

surface assimilation noting * lack of significant models » strategy formulation

Surface assimilation formed quite a large cluster of perceptions in the TLR category of
subject C’s data, but was predominant in the first teaching practice. Data in this area
reveals the efforts of subject C to relate his initial ideals about becoming a friendly
teacher, to his immediate perceptions:

Cl:  Iwantto become a teacher like her. It means I want to make a
atmosphere friendly ... In Japan ... I can’t remember teachers ask
us so many questions. I have to do that. I want to ask students
lots more questions when communicating because I want to
become friendly to students.

These early perceptions show a positive inclination towards adopting features of the
target learning culture. However, these perceptions are also lacking in depth of

understanding of the pedagogy which underlies the schemata observed.

There is evidence that subject C made a positive shift towards the target learning culture
in the increased strategy formulation evident in subject C’s TLR perceptions. At the same
time, perceptions which showed surface assimilation decreased. Strategy formulation
also became a dominant feature in the TLR data from the third teaching practice at the
end of the year. At this stage, the idealistic perceptions of earlier interviews seems to have
been abandoned as subject C focussed on identifying practical teaching sequences for the
future:

C3:  Maybe we need a lot of presence - authority. I'm teaching, you’re
learning and we cooperate with each other. Makes it better for
learning.
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5.3.2 The Nature of Learning

In the NL zone, the key perception indicator for subject C is partial conceptualization,
as revealed in the following comment which relates to high level learning:
Cl:  Students answering so many questions.

In the target learning culture, the quality, rather than the quantity, of questions and
answers would be more likely to be perceived as indicative of high level learning. Later
in the same interview, subject C shows his misunderstanding of high level learning quite
clearly. The example below resembles a scatter-gun type of approach, ie when not sure,
try saying everything you have learned recently:

C1: It was useful, but not so high level learning because if she want
to give them high level learning she should have done some more
work such as writing, or listening, listening a tape; more resources
and text book, well planned lesson.

In the second teaching practice interview, subject C still used the scatter-gun approach,
but moved a little closer to the target. He linked his examples of high level learning, in

this instance, with students trying hard in a variety of contexts:

C2:  They did well, students did well. They tried to speak Japanese and
they tried to think, they tried to write Japanese.

At the end of the year, subject C realigned his perceptions of high level learning with the
more visible phenomenon of the number of students learning:

C3:  When she was asking, all students answer correctly.

Unlike the previous examples of partial conceptualization, subject C shows some progress
in understanding the item allows students to develop independent learning skills. In the
first teaching practice, understanding was limited to the concept of ‘study’ or ‘practice’
in relation to previously taught knowledge :

Cl:  they’re working by themselves ... because students try to answer

and they didn’t ask other students to help.

In the final interview, similar perceptions were expressed, but this time subject C captured
the idea that independent learning challenged the learner to learn alone:

Cf:  Because they can’t really ask questions to the teacher and ah they
aren’t really sure how to express in Japanese.
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Despite the level of partial conceptualization, some evidence of positive progress can be
seen in the data from subject C. Firstly, between the first and second teaching practice
interview, there is a marked decrease in the number of incidents of partial
conceptualization in the NL zone. Furthermore, although there was no definite focus for
perceptions in the middle of the year, there was a move to positive uptake in teaching

practice three (see figure 5.3.2).

Figure 5.3.2
Subject C: NL Shifts

partial conceptualization variable indicators positive uptake

Positive uptake was especially linked to the use of singing in the class which subject C
perceived positively enough to consider using in his home country:

C3: I think songs is quite useful to remember ... I think enjoyable.
Despite these positive indications, however, the examples of positive uptake in subject C’s

NL data do not generally show a depth of understanding, or reflection on underlying

pedagogy.

5.3.3 Contextual Features

In the CF data collected on subject C, there was strong indication of positive up-take, but
this was often connected to moving away from the previous learning culture, rather than
wholeheartedly embracing the target learning culture, as seen below:

C1: Japanese teachers don’t want to be friendly or assertive or ah-
mm friendly because they want students to get good marks, so
just remember, de, de, de [taps on desk]. Don’t talk, never talk,
do homework. If you don’t you can’t get good scores, good
high schools, or enter good universities ... He [the Kiwi teacher]
might not get many people to achieve such good academic
standards, but they can be kind and helpful, assertive in the
work.
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On the other hand, some aspects of Japanese culture were still valued as part of the
learning situation:

C3: It’s good to learn parts of the Japanese culture and she said
“Minasen, konichiwa”, “hello everyone”, or “good afternoon
everyone”. That’s good.

Data in the CF zone for subject C revealed a narrow shift pattern from a small cluster on
surface assimilation in the first teaching practice interview, to positive uptake in the

second and third teaching practice interviews (see figure 5.3.3).

Figure 5.3.3
Subject C: CF Shifts

surface assimilation positive uptake positive uptake

CF data identified as positive uptake revealed positive comparisons with the home
learning culture. A similar connection occurred in the surface assimilation items
identified, as seen in this example:

C3:  Perfect class. No one gets sleepy, no one gets bored, everyone

is enjoying.

The perceptual foci in subject C’s CF data reveal that there is little depth of reflection in
this zone of perception. This is further reinforced by the late development of positive
perception indicators in the CF zone. In particular, the higher level indicators of positive

perceptions, such as strategy formulation and clear conceptualization, emerged late.

5.3.4 Summation

It is possible that the strong idealistic views, which subject C held on to for a large part
of the year, may have inhibited early development of reflective perceptions. Initially he
was very enthusiastic about the style of teaching which he observed on the first teaching

practice:
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Cl: I'want to become a teacher like her. It means I want to make an
atmosphere ah friendly.
However, by the final interview, the same model was being evaluated in the light of more
diverse learning experiences. The model was now thought to be ideal only because of the
physical advantages:

Cf:  Very ideal because of the small number of students, very ideal
[laughs]. Yeah, and it easy to teach and but um - but if I - if I
teach maybe I will use more um ideal teaching resources, not just
text books. I - I will. That’s why half way [on the SD scale].

At the end of the year, subject C was still somewhat disillusioned by the lack of effective
teaching models he had seen:
Cf.  New Zealand schools should have lot more ... teaching resources,
I think, and should have ... good quality of learners, teachers ...
sometimes teachers teach Japanese ahh, not very well ... they
should have good quality teachers.
Both lack of effective teaching models and surface assimilation had a high number of
instances noted in the data and may possibly be linked. It is feasible that subject C’s
frustrations with the teaching models during the year may have been caused by his
inability to perceive the new learning environment in a more than superficial manner. This,
in turn may have been connected to his reluctance to let go of more idealistic perceptions.
As mentioned previously, subject C had a strong desire to perceive the new situation as
better than his early learning experiences. Furthermore, the data shows that subject C is
later in developing higher levels of positive perception which involve a measure of
reflection. This can be seen across all three categories of TLR, NL and CF, but is
especially evident in strategy formulation in TLR. It can perhaps be hypothesized that,

given more time, subject C’s perceptions may have moved further up in the positive zone.

While positive uptake was the perception indicator with the highest number of instances
recorded over the year, subject C still shows elements of rejection and closure of both
the target and home cultures in the final interview. His comments on the level of learning
in New Zealand schools reflect those made in the initial interview at the start of the year

(see section 3.2.2). However, he has made some positive movement in that he now sees
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that neither the learning situation in New Zealand nor that in Japan is totally ideal:

Cf.  InJapan, students really study compared to New Zealand kids
... 1 think society needs the students to do study, umm lots more
I think because when I was on teaching practice I gave students
homework, just a little bit. Even a little bit of homework they
don’t do. It’s - it’s amazing ... Just one minute’s homework
they get, but in New Zealand they don’t, they tend not to do
homework.

Cf.  Sometimes students who are bullied they kill themselves. It’s a
big problem in Japan, but in New Zealand I don’t see.

As the year came to a close, subject C revealed some self doubts when explaining what
he would tell overseas students intending to study at the College of Education in the
future. In particular, he highlighted the difficulty of identifying teaching schemata in the
new learning setting:

Cf.  Kids are very active and ah, not shy. They are not shy and ahh,
mm, in small numbers, so easy to teach; but sometimes though,
it’s difficult to think Aow you teach.

At the end of the final interview, subject C, was positive about his experiences during the
year of the study. Nonetheless, he admitted to finding the year hard. This may relate to
his final perception of himself as a student of English rather than a teacher of Japanese:

Cf: Not easy, no, very hard, mm; but I have enjoyed, I have enjoyed
it. At the moment I would like to, to stay here as long as possible
to, to study English, yes, maybe.

54  SUBJECTD

Subject D began the year as the least confident of the four subjects studied (as noted in
section 3.2.2). Although it appeared to the researcher that he seemed to be coping much
better in the stimulated recall interviews, another staff member commented near the end
of the year that this subject was not as successful as others since his English was the most

limited.
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Figure 5.4
Subject D: Data Matrix
Perception Indicators Teacher / Nature of Contextual
Learner Roles | Learning Features
+ Clear conceptualization 1112 12
+ Strategy formulation 12333 223333 133
+ Engagement with positive results 3 23
+ Avoidance of closure 33 33 1223
+ Surface assimilation 1123 2233 111122333
+ Positive up-take 1122333 1123333 ; 1122222333
+ Attempt to rationalize 3 12 133
+ Idealization 22 2 2
0 Non-preferential differences 122 11 1123
noted
- Selecting and distancing 2 13 12
- Limited implementation 22
- Engagement with negative results 2 33
- Self-doubts and confusion 22
- Rejection and closure 123 12 223
- Noting lack of effective models 13 33 223
- Overlaying 11122233 1
- Partial conceptualization 2 2333333 2

Over the year of the study, subject D observed a range of class levels and teaching styles.

While all subjects showed a positive bias towards the target learning culture, subject D’s

data (see figure 4.5) shows the most decisive positive inclination (83 positive instances

recorded, as opposed to 45 negative instances). However, unlike the other subjects in the

study, his perceptions centred least of all on TLR (40 instances). In comparison, NL had

44 instances and the largest number of perceptions by subject D were focussed on CF (55

instances). This ordering is significant since it is the opposite to that found in other
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subjects. It is worth considering that this may be related to his more limited success in the

College programme, thereby limiting his perceptions to more physical factors.

5.4.1 Teacher/Learner Roles
In subject D’s data in the TLR zone, the indicator with the largest number of perceptions
was found to be overlaying which remained in evidence throughout the year. Examples
of this reveal how subject D’s perceptions were influenced by his earlier learning
experiences in his mother culture; for example, at the start of the year, he noted that
testing was important as a motivator for more study, rather than for providing information
on learning:

D1: It is important because kids don’t know how to study language

by themselves.

In the middle of the year, a further illustration of overlaying occurs which reflects the
concept of teachers nurturing learners (Gudykunst and Kim, 1984; as detailed in section
22.3)

D2:  The purpose of education is ah, how do I say, improve their
personality, compared with just learning skills - Japanese or
Mathematics.

At the end of the year, overlaying revealed that subject D’s perceptions still reflected his
previous cultural understandings. For example, when discussing how the objectives were
made clear in a learning situation, he observed that putting these on the board guaranteed
the students’ understanding:

D3:  She put them here [indicates the blackboard] - what they learn
today, so I think is clear.

The pattern of shifts revealed in subject D’s TLR data over the year of the study, shows
that his perceptions predominantly indicated overlaying in teaching practice interviews
one and two. However, in the teaching practice three interview, subject D’s TLR
perceptions were mainly focussed on positive uptake and strategy formulation (see figure
5.4.1). This revealed a positive shift, perhaps related to the imminence of the real teaching

role in the near future.
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Figure 5.4.1
Subject D: TLR Shifis

overlaying | overlaying positive uptake/strategy formulation

Subject D’s strategies in TLR particularly revealed his perception that the more active
learning style in the New Zealand classrooms was intended to keep learners interested and

prevent them from becoming bored:

D3:  Today she [the teacher] prepared a variety of lessons. They were
not bored about the lesson ... Usually in Japan, the lecturer,
teacher takes Japanese to students ... I mean the student does,
students don’t participate as a class ... In Japan, usually just listen
to teacher and write down from blackboard.

This was still evident in the final interview, showing that subject D’s perceptions were not
so related to the learning situation observed, as they were indicative of the stage of

adaptation to the new learning situation which subject D was at :

Df: You have to play, ah act. You have to become actor actually
[laughs] - new for Japanese teacher.

In addition to more superficial uptake, subject D’s perceptions at the end of the year
showed that he was constructing strategies which would enable him to move away from
a more intensive correction and accuracy model of language learning, to a more fluency
based model:

D3:  Ifteacher correct pronunciation, it’s good; but in this case, the
purpose to make student speak, speak, try to speak, so if teacher
correct on this case they would be embarrassed, so just try, even
may mistake, just speak out.

This may show that he is a late starter in developing the new schemata for this situation,

rather than being a non-starter.
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5.4.2 The Nature of Learning

Subject D’s data in the NL zone, demonstrated two major clusters: positive uptake and
partial conceptualization. Subject D stated at the beginning of the year that he was aware
of the shift in his ideas:

D1:  There never was a lesson, just thinking and playing ... Every day
she [the teacher] used songs for kids. I thought at first just for fun
for them, but now I am thinking this is the best way to learn
Japanese - very useful for remembering ... so singing is the best
way for student.

Positive uptake became increasingly noticeable as the year progressed, but the data from
subject D did not show any further instances with this type of reflection, as this example

from the third teaching practice interview shows:

D3:  The lesson she [the teacher] taught today is very useful ...Greeting
and number are fundamental things.

The pattern of shifts in subject D’s perceptual focus revealed a move from clear
conceptualization in the first teaching practice to a combination of strategy formulation
and surface assimilation in the second teaching practice. However, in the third teaching
practice, subject D’s perceptions indicated a strong emphasis on partial conceptualization

(see figure 5.4.2).

Figure 5.4.2
Subject D: NL Shifts

clear conceptualization strategy formulation partial conceptualization

surface assimilation

The following examples, from the start of the year, show clear conceptualisation of the
SD items useful learning and competitive learning respectively:

D1: Itis good for them because they are practical conversations for
students. If students go to Japan, maybe the word keeps going.
They are useful for them.
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D1: In this situation they are not worried about score. Just for their
making sure to remember or not. Not so much pressure for them.

In designing the data matrix, it was hypothesized that subjects would move positively
towards clear conceptualization. It was therefore surprising to discover that clear
conceptualisation in NL had disappeared from subject D’s data at the end of the year to
be replaced by a larger number of incidences of partial conceptualization. One example
of this can be seen in subject D’s comments on high level learning at the end of the year.
He links this concept with the number of things learnt rather than the quality of the
learning:

D3:  Especially high level, they learn many things.

Developing independent learning skills was also an area of confusion for subject D. In
the following example, independent learning is perceived as similar to creativity in
Western learning:

D3:  Basically they [the students] are doing the same things, so if I
make- ah, if they learn Hiragana - if I make students draw picture,
independent picture, so they are doing the same thing, it’s not
independent.

Subject D also described the learning situation at the third teaching practice as not
competitive since there was no exam. Furthermore when role play was offered by the

researcher as an example of group work it was rejected by subject D, since this notion

was perceived as “drama” rather than group work.

On closer examination, the early instances of clear conceptualization of NL in subject
D’s data relate to less complex ideas, eg useful or competitive learning. As noted in
subject C’s results, partial conceptualization may not become evident until perceptions
become more complex. This may follow from greater participation in the new culture. The
increase in partial conceptualization may also be connected to early perceptions of more
“foreign” concepts and may be evidence of positive attempts to conceptualize these new

ideas.
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5.4.3 Contextual Features

In the CF zone, the most significant cluster of perceptions appeared in the area of positive
up-take. This centred largely around the idea that students appeared to find learning in
New Zealand more enjoyable:

D2:  When I was a student in Japan, I didn’t want to cooperate with
them, [other] students. I ... make other students do this game. Just
I pause because it kind of troublesome for me. Maybe I don’t
know how enjoys English was - language - because I thought
English means just answering the question, the examination paper
... so I didn’t know how I enjoyed English.
In the TLR data, subject D tended to link his perceptions of new ideas with preventing
students from becoming bored. This also occurred in the CF zone. The following excerpt
relates to the associate teacher showing students in the class how a Japanese magazine

is arranged from back to front:

D3:  Thisis a good resource - to use Japanese book. On this time they
are not bored. Their eyes were concentrating on the book. It is
good.

The final interview also revealed CF instances which reflect this concern to keep students
interested. It is possible that concerns about control of the class underlie such statements:

Df  You have to ... prepare heaps of resources, like game or singing
a song. Not to make students bored is the most important.

The pattern of perceptual shifts in the CF zone for subject D reveals that positive uptake
was dominant in the last two teaching practices, while surface assimilation was the

strongest perception indicator in the first teaching practice interview (see figure 5.4.3).

Figure 5.4.3
Subject D: CF Shifts

surface assimilation positive uptake ‘ positive uptake

As seen in the TLR data, and earlier CF data on positive uptake, the instances of surface
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assimilation reflected a preoccupation with not allowing students to become bored:

D1:  When I peer at kids’ face they are quite relaxed. They are not
bored with the class.

Overall, the CF data revealed a lack of depth in subject D’s perceptions. It may be
significant that there was very little shift distance in the CF category, perhaps revealing
that subject D was unable to move past his superficial perceptions of the new learning

situation.

5.4.4 Summation

The difficulties which subject D experienced may be due to the level of perceived cultural
difference. In addition, subject D’s limited English skills may also have prevented him
from utilizing the College input to reflect sufficiently on his experiences. In the middle of
the year, unable to follow the theoretical lectures, he decided to concentrate on the
practical situation. His comments refer to the SD item on the usefulness of the College
of Education programme.

D2: I can’t tell [due to not understanding the lectures] ... but
probably it’s a waste of time. I mean, sometimes it will not help
me because getting experience is the most important.

Despite these difficulties, there are still signs in the data of positive progress by subject
D. In the final interview, subject D marked his perceptions of the teaching model a little
further away from the ideal. This may indicate that his perceptions had become more
realistic over the year. There was also an upsurge in subject D’s levels of strategy
JSformulation in the third teaching practice interview. This was further supported by the
evidence of strategy formulation in subject D’s expression of his ideal teaching model in
the final interview:

Df  IfI was there, I was - I was walking around more. I taught
students individually and I didn’t sit down and stay in chair for
a long time. [If] I talk to all of the students individually, it’s
good. ... If T walked around,[I would know] how much ... they
listen to the work I explained.

In the second section of the final interview, subject D reiterated several earlier ideas about
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the reduced stress levels in New Zealand schools allowing students to enjoy games in
class, rather than focussing on memorising many things. Subject D also showed
awareness that his former idealism had weakened:

Researcher:  What did you expect when you came to New Zealand?
Df: ~ Mmmm, maybe ten out of ten, everything here was good.

At the end of the final interview subject D admitted that he no longer intended to stay in
teaching for ever:

Df:  Ithink I am happy, but five or six years - just in my opinion, five
or six years is long enough. Maybe I might leave New Zealand
and pick up another - ah get another job ... something quite
different.

It 1s hard to know whether this change was always what subject D had in mind, or
whether the difficulty of the task resulted in modification to his plans. It is also possible
to interpret this final comment as a way of saving face should things not work out in the

future.

5.5 SUMMARY

All of the subjects in the study were found to be positively inclined towards the target
culture. It can be seen that for each person, there were significantly more instances of
positive perceptions than there were negative. A (62+, 47-); B (81+, 58-); C (67+, 45-);
and D (83+, 45-). This demonstrates the positive motivation of each subject to succeed
in adapting to the new learning culture. However, positive motivation alone may not be
sufficient for successful synthesis of new cultural concepts, as demonstrated by subject
D in the study. Moreover, despite the generally positive inclination of all subjects in the
study, each subject was found to have an individual pattern of shifts in perceptual focus

over the year within the TLR, NL and CF zones.

Of the three major zones, CF was found to be the only one which showed evidence of an
overall positive perception by all four subjects. This may indicate the relative ease of
acceptance of the more physical aspects of a new setting. It is possible that perceptions

in the TLR and NL zone are more closely connected with beliefs formed in early
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socialization and are consequently harder to change.

In examining particular perception indicators, evidence was found that negative
perception indicators, such as overlaying and partial conceptualization, may not always
indicate a move away from the target culture. These indicators may show positive
cognitive processing of new or “foreign” concepts in the target culture. There may in fact
be one continuum on which adjustment to and learning about the target culture can be
tracked. Moreover, it can be said that the development of the perceptions of each
individual did not represent a linear progression on the matrix. Varying degrees of
fluctuation, between positive and negative perceptions, emerged during the year. The
different points at which individual subjects in the study seemed to be at on this
hypothetical continuum possibly relate to their different prior experiences as well as

personality factors.

The study also found evidence of different levels of perception. For example, some
perceptions were more superficial, while others showed more in-depth reflection. Some
perceptions were simple and straight forward, while others demonstrated more complex
thought processes. Subjects were also consciously aware of some perceptions, while
being unaware of others. These findings have further implications for interpreting the
matrix, especially in the light of the discovery of a non-linear progression of perceptions

over the year.

The findings of this study may have specific implications for institutions. In particular,
these concerns include distinguishing effective models for teaching practice and
developing ways to make unconscious perceptions more transparent for overseas
students. These issues, along with others raised in this section, will be examined in more

depth in the following chapter.
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CHAPTER SIX

DISCUSSION OF RESULTS

This chapter interprets and discusses the findings on the research questions in the study.
These questions relate to the nature of the perceptions of overseas student teachers with
regard to New Zealand learning situations; the shifts in these perceptions over time; and

the direction which any shifts in perception take in relation to the target culture.

6.1 QUESTION ONE:
What perceptions do overseas student teachers have of learning
situations in New Zealand?

The perceptions of subjects in this study were classified at macro and micro levels. At the
macro level, perceptions were found to be focussed variably on three zones which were
identified as the teacher/learner role, the nature of learning, and contextual features. These
zones revealed where subjects chose to focus their observations of the learning situation
and indicated which features of that environment were perceived as salient and important
in relation to items on the semantic differential scale. At the micro level, the perception
indicators showed the complex nature and orientation of the subjects’ perceptions. The
discussion which follows, examines the significance of the nature and focus of the

perceptions identified, taking each of the three major zones in turn.

6.1.1 Perceptions of Teacher/Learner Roles

The most decisive number of perceptions which were recorded, regarding teacher/learner
roles, occurred in sirategy formulation (58 instances), showing that the subjects’
perceptions were strongly focussed on how to interact successfully in the new learning
situation. However, the effectiveness of these strategies may be questionable in the light
of the accompanying low levels of clear conceptualization (8 instances).This is further
compounded by even lower levels of partial conceptualization (5 instances) which it has

been suggested may indicate the development of understanding of the target culture (see
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section 5.5). The generation of strategies with little in-depth cognitive understanding of
the target learning culture, may affect successful adaptation to new roles and schemata
in the long term. For example, low English fluency levels have been cited as a possible
influence on subject D’s ability to make use of the course input in generating effective

teaching strategies (see section 5.4.1).

The findings from the present study reveal the simplicity of Spada and Massey’s (1992)
claim that articulation is not necessary for successful implementation (see section 2.3.3).
Such articulation may be necessary to assist conscious awareness of perception.
Furthermore, the present study adds support to Brown (1990), who holds that effective
use relies on full understanding, and to those who advocate a more reflective approach
to teacher education (Bartlett, 1990; Nunan, 1990; Richards, 1990, Mclntyre and Pape,
1993; Wear and Harris, 1994; see section 2.3.3). The necessity of conscious reflection
may be particularly important in the case of overseas student teachers who are engaged
in ‘foreign’ pre-service education. The implications here will be explored further in

chapter seven.

Three additional indicators, related to teacher/learner roles, highlight the difficulty which
the subjects experienced in both identifying and accepting the new roles in the target
learning culture. These indicators were rejection and closure (34 instances); overlaying
(34 instances); and noting lack of effective models (32 instances). The prevalence of these
perception indicators implies a conflict between the new teacher/learner modes and the
subjects’ role expectations for teachers and learners. Such expectations are strongly

reinforced in the tight role structure of Asian society (see section 2.1.3).

In this study, perceptions of teacher/learner interactions in the new situation were
influenced in three separate ways. Firstly there was overlaying of new ideas on old beliefs.
Overlaying may be seen to have a parallel in the early stages of L2 acquisition, when rules
from the L1 are overgeneralized in the L2 interlanguage. In a similar way, the early stages
in the process of acquiring new cultural knowledge may involve unconscious overlaying

of assumptions from the first culture, on perceptions of the second culture. In this study,
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the effect of overlaying prevented subjects from clearly perceiving roles and role
relationships in the new culture. For example, learners were often viewed as noisy and
difficult to control. This perception was also linked to a notion that the new methods of
teaching and learning were to prevent pupils from becoming bored and would thus assist
with keeping control in the class (see subject D; section 5.4.1). Secondly, when new role
patterns were first observed, they were often evaluated as negative or ineffective and
rejected. One illustration of such rejection is found in subject A’s final comments
regarding the ineffectiveness of discipline in the target learning situation (see section
5.1.4). Furthermore, although the subjects in the study were positively oriented towards
learning their new roles, some reported difficulty in finding role models which formed an
acceptable synthesis with existing role expectations (for example, subjects B and C).
Subject B was particularly explicit about these difficulties, perceiving that Kiwi teachers
were louder and more aggressive in their teaching style. These factors, combined with the
larger physical stature of the Kiwi teacher - also noted by subject B - may have made such
a model appear incompatible with the Asian teaching style. In addition, subject C noted
that neither Japanese nationals nor the older Kiwi teachers which he was placed with were
useful models since both were too traditional in their teaching style. It was hard for
subjects to find a model which was acceptable, and which matched the ideal put forward
by the PNCOE courses. Such models could however be seen as a vital part of successful
implementation of new roles in the target learning culture. The implications of these

outcomes will be explored more fully in chapter seven.

The conflicts created by the pressure to adopt ‘foreign’ role relationships is further
supported by the self doubts expressed by all subjects, to a greater or lesser degree, at
varying points in the year. Although all student teachers are faced with difficulties in
learning new roles, these perceptions were seen to be intensified for the subjects in this
study and were often directly linked (eg by subjects A and B) to the inter-cultural nature

of the task.

6.1.2 Perceptions of the Nature of Learning

Since the move to a more reflective style of teacher education (see section 2.3.3) indicates



101

that a clear understanding of underlying pedagogy is essential to implementation of new
roles, perceptions related to the nature of learning were particularly interesting in this
study. In particular, the high rate of partial conceptualization (41 instances overall) in this
zone, reveals that the subjects had difficulty perceiving learning in the ways which
predominate in the target culture. Perceptions of all the semantic differential scale items
which concerned learning, revealed these discrepancies. Discussion on these items

follows.

Both subjects A and D revealed an expectation that competitive learning could be
identified by the presence of aggression or arguing in group work. This illustrates how the
subjects’ beliefs on striving for harmony, as a characteristic of Asian culture (see
Gudykunst and Kim, 1984), set up negative expectations about a different belief system.
Thorpe (1991) suggests that when there is a mismatch in belief systems, negative
judgements are made. This is seen here in the attachment of negative expectations to a

culturally opposing learning behaviour.

Subjects B, C and D each connected high level learning with the number of students who
succeeded in learning the subject matter taught by the associate teacher. This perception
highlights the predominance of the Asian value for the quantity of the learning, or the
perfect memorisation of many facts (see section 2.2.2). On the other hand, Western
education is more likely to value the quality or the process of learning; hence the present
debate on loss of quality in the move to a system which is more centred on results. None
of the subjects showed evidence of understanding the value which Western education
places on developing cognitively higher levels of learning. Subjects in the study explained
that learning was a more /eve/ concept in the Asian system. This belief may have blocked

the perceptual input of culturally different values regarding learning.

A further example of the way in which subjects’ perceptions of the nature of learning
differed from those expected in the New Zealand learning situation relates to independent
learning. This was perceived by many subjects as individual study, practice, or

memorisation of previously taught information. The Western concept of students being
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encouraged to generate their own learning was a “foreign” one. Subject A explained that
learning is related to developing proficiency in skills, such as writing, at an early age, in
contrast to studying which is regarded as an activity for older students (see section 5.1.2).
Hence, learning and studying are cognitively more distant in Asian perceptions than they
are in Western educational understanding. This is further heightened by the more rigid
Asian role expectations for learners and teachers. In Asian perception, the teacher’s
function is to teach, while the learners’ function is to learn. Learning of new information
is therefore difficult to conceive of without a teacher. This belief would make it hard for
the subjects to understand how learners might move out of their normally perceived roles,

and cross over formerly discerned teaching boundaries, to become independent learners.

6.1.3 Perceptions of Contextual Features

The two dominant perception indicators, which were found to occur mainly in the
perceptual zone regarding contextual features, were positive uptake (76 instances) and
surface assimilation (51 instances). The prevalence of these indicators implies that,
despite their overall positive orientation towards the target learning culture, the subjects’
perceptions regarding the learning environment were focussed largely on immediate and
visual features of the environment. The unfamiliar aspects of the learning situation, such
as pupils without uniforms, and the use of audio visual learning/teaching supports, tended
to dominate the subjects’ perceptions. It may be that more time is needed in a new
environment to take perceptions past this superficial point to more in-depth and complex
perceptions. It could also be that the lack of depth in the subjects’ perceptions of
contextual features may relate to their cultural background. Due to the high context
nature of the subjects’ own society (Gudykunst and Kim, 1984; see section 2.2.3),
contextual features may have been dismissed as merely ritualistic facts of a culture. This
underlying belief may have caused the subjects to overlook the significance of the
interrelations between the contextual features of the New Zealand learning culture and its

learning pedagogy.

6.1.4 Perceptions across Zones

In addition to those significant perception indicators already discussed, it is notable that
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some perception indicators recorded very few instances in any zone. Engagement with
negative results (8 instances) is one example of this. Although Bailey (1992) states that
small successes motivate student teachers to try again, most teachers would agree that
small mistakes are also great learning tools. The low number of reported incidences of
engagement with negative results may be due to face saving behaviour. However, there
was a high level of self revelation in other data which had a potential for loss of face, such
as self doubts. 1t is possible that while endeavouring to articulate strategies regarding the
adoption of the new models, the subjects had not taken many risks in thoroughly trying
out their new strategies. Furthermore, they do not seem to have reflected on ways to
overcome the problems of implementing those new strategies which were observed and
learnt. Many of these problems, it has been seen, may centre on the cross-cultural
difficulties of implementing new roles, a topic unlikely to be covered in College classes.
The high levels of superficial perceptions of contextual features, and the evidence of lack
of clear conceptualization in the nature of learning zone, may also relate to the need for
more constructive cross-cultural reflection. Chapter seven will consider possible ways to

address this.

One further indicator, /imited implementation also recorded only a very small number of
perceptions (5 instances). Two subjects had previously taught in their own setting before
coming to New Zealand, and were searching for a better way of teaching which may also
have been seen as being universally better. Although there was some mention of
particular learning activities not working with the large classes in the home country, there
was little emphasis overall on analysing the culturally specific nature of the new models.

This will also be discussed further in chapter seven.

6.2 QUESTION TWO:

How do these perceptions change over time?
As seen in chapter five, each subject showed an individual pattern of perceptual shifts
over the year of the study. In this section, the discussion centres on the commonalities

between these individual shift patterns, as seen in each of the zones related to the
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teacher/learner roles, the nature of learning, and the contextual features of the target

learning culture.

6.2.1 Shifts in Perceptions of Teacher/Learner Roles

Over the year of the study, several positive shifts in perception emerged. Firstly, there was
a move from the more imitative sequences of behavioural schema, in the earlier stages
of the year, to more in-depth perceptions on strategies regarding teacher/learner roles
towards the end of the year (see sections 5.1.1, 5.2.1, 5.3.1 and 5.4.1). There was also
a movement away from the more superficial perceptions (such as surface assimilation and
positive uptake) which were noted at the start of the year. In addition, the first instances
of strategy formulation did not appear until near the end of the year. The progression in
the acquisition of teacher/learner roles, which culminates in the refining of strategies, can
be traced in the perceptual shifts of each subject. Subject A began the year with a strong
indication of rejection and closure related to the observed teacher/learner models, but
was seen to move into a significant perceptual focus on strategy formulation in the middle
of the year (see section 5.1.1, figure 5.1.1). His subsequent return to a focus on self
doubts at the end of the year can be seen to imply that he was aware that his initial
strategies needed some modification. Time, however, may not have permitted this to
occur effectively that year. The perceptions of the three other subjects, regarding
teacher/learner roles, also began the year with a more negative focus, notably self-doubis
(subject B), noting lack of effective models (subject C), and overlaying (subject D).
These three subjects did not move to a focus on strategy formulation until the end of the
year (see figures 5.2.1, 5.3.1 and 5.4.1). This allowed little time for the successive
modifications which would be needed to formulate effective strategies. The lateness of
the emergence of a focus on strategy formulation may be especially significant for the
three secondary pre-service student teachers who were on a one year course. They would
appear to have had insufficient time to develop quality strategies which would persist after

the year of the study.

It is of course possible that at the time at which data was collected, perceptions were at

a different point, and a previous or subsequent focus on strategy formulation may have
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been missed. Nonetheless, the existing data would seem to indicate that some subjects
may have been pressured into strategy formulation by factors such as the pressure of the
teaching practice requirements, or the imminent reality of the first year of teaching.
Especially in the case of subjects B, C, and D, strategy formulation may have been
premature and ineffective. This has added significance in the case of subject C, whose
idealism regarding teacher/learner roles was also very late in eroding (see section 5.3.1).
Lentell’s statement that, in normal schemata development, how questions occur after why
questions (1995; see section 4.2.3), together with the strong indications of lack of clear
conceptualization in the nature of learning, may be further indication that these subjects
needed longer to generate strategies which were effective and which therefore would be
more likely to persist over time. The implications and recommendations arising from this

will be considered more fully in chapter seven.

6.2.2 Shifts in Perceptions of the Nature of Learning

On first examination, many of the perceptions, in the zone related to the nature of
learning, underwent little if any development over the year of the study (see section
6.1.1). Subject B was the only subject to be seen to have made some progress in ability
to articulate a more western perception of independent learning (see section 5.2.2); but,
at the end of the year, this subject still described independent learning as ‘time out’ for the

teacher.

Over the year of the study, it was noted that two subjects (subjects A and D; see sections
5.1.2 and 5.4.2) showed a shift in perceptual focus from clear conceptualization, to
partial conceptualization of the nature of learning. As mentioned in chapter five, this was
an unexpected finding, since perceptions were originally predicted to move positively up
the matrix towards clear conceptualization. It had to be considered at this point that the
instances of clear conceptualization of the nature of learning which were initially
identified, might not be indications of a deep understanding of the target learning culture.
Bailey (1992, as reported in section 2.3.3) stresses that “change is not necessarily
immediate or complete” (Bailey, 1992: 275). To extend the hypothesis, although

perceptions indicating clear conceptualization may not illustrate full understanding,
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partial conceptualization may be indicative of learning taking place. Partial
conceptualization may be seen as a parallel to the way in which errors in interlanguage
are taken to indicate learning in action, or the stage which the learner is at in the
development of fluency. In the same way, achieving cul/tural fluency may undergo a
similarly identifiable perceptual process. Furthermore, partial conceptualization was
found to occur in the shift pattern along with positive uptake (of course content),
strategy formulation (which increased in reflectivity) and clear conceptualization, in the
progression of perceptual shifts through the year. The collocation of these indicators
appears to parallel the process of channelling new learning into cognitive processing,

trying it out in a practical sense, then incorporating it with existing concepts.

As the year advanced, further evidence of perceptual progression towards cultural fluency
was seen in the increasing complexity of reported perceptions (for example, subject A; see
section 5.1.4). This was noted with particular reference to perceptions of teacher/learner
roles (see section 6.2.1). Wertsch (1991) claims that perception of the whole comes
before perception of its parts, implying that, at first, individuals may perceive the new
setting in a more global and simplistic way. As time goes by, the detailed complexity of
the new culture become clearer and initial perceptions can become less certain. Sometimes
new perceptions can help to clarify meaning; but at other times, increased complexity of
perceptions may add to the confusion. The latter effect can be seen with subject D, whose
English language competence reportedly limited his access to the theoretical input which

may have helped him to make sense of his perceptions (see section 5.4).

6.2.3 Shifts in Perceptions of Contextual Features

Little constructive movement was seen in the subjects’ perceptions of contextual features
of the target learning culture. Only one participant in the study, subject B, was seen to
exhibit some movement towards more in-depth perceptions in this zone. This subject
exhibited strategy formulation, avoidance of closure and clear conceptualization in
perceptions related to contextual features. The perceptions of the three other subjects
remained centred, in this zone, on positive uptake, surface assimilation and overlaying.

The apparent lack of progression by the majority of the subjects, may demonstrate a lack
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of reflection on the underlying pedagogy of contextual features of the learning
environment. As noted in section 6.1.1, the high context nature of Asian culture may
have been responsible for this apparent acceptance of surface differences. However,
further reasons can be linked to this result, such as the level of English fluency of subjects

and the type of programme provided.

6.3 QUESTION THREE:
Does the general direction of any shifts in perception tend towards
the target culture or away from it?
Furnham and Bochner (1986; see section 2.3.1) put forward four options for change as
part of the acculturation process: rejection of first culture; rejection of the second culture;
vacillation between cultures; and synthesis of both cultures. This would imply that shifts
in perception can reveal positive or negative orientation to the target culture. However,
the current study demonstrates that the course of acculturation may not be so clear cut
in terms of taking one path or another, and that a positive orientation towards some
aspects of the target learning culture may co-exist or alternate with a negative orientation
to other aspects of that culture. This section attempts to make sense of these directions

in the shift patterns observed.

6.3.1 Cultural Orientation of the Zones of Perception

At macro level, the retrospections of subjects revealed different orientations in
perceptions in the three zones of perception. Although the perceptions of subjects in the
study were more inclined towards the positive end of the matrix, indicators related to the
teacher/learner roles and the nature of learning revealed a fairly even distribution of
positive and negative perceptions. In contrast, perceptions of the contextual features of
the target learning culture were more evidently and more consistently positive in nature.
This is interesting in the light of earlier comments which imply that subjects may have
accepted contextual features more readily as part of the cultural rituals (see section 6.1.3).
Perhaps this finding also reflects that the subjects expected, and were therefore more

prepared to accept, changes in the physical environment of the new culture. On the other
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hand, the subjects may not have been so prepared to abandon beliefs which were closer

to them, such as those regarding teacher/learner roles and the nature of learning.

Zeichner (1993) indicates that change is at the heart of teacher education (see section
2.1.5). In a cross-cultural sense, teacher education may involve a level of change equal
to the distance between the home and the target cultures. The shifts involve not just
superficial roles, but also the beliefs underlying surface behaviours and settings. Teacher
education implies conscious learning, so conscious shift is required. It is evident in this
study, however, that many of the subjects’ perceptions were influenced at an unconscious
level by their beliefs, for example in overlaying. Overseas student teachers need to be
given guidance to become more consciously aware of not just the new roles and beliefs,

but also their unconsciously held existing beliefs.

Although Pajares (1992) indicates that belief change is a last resort (see section 2.3.3),
learning new cultural understandings may involve some erosion of existing beliefs.
Gudykunst and Kim (1984; see section 2.1.4) indicate that acculturation involves a level
of deculturation. Furthermore, acculturation may lead to increased awareness that certain
beliefs have particular relevance to specific cultural settings. The successful uptake of
such understandings may be an integral part of learning to participate as a teacher in a
new cultural setting. The implications of this for teacher educators will be explored a little

more in chapter seven.

6.3.2 Cultural Orientation of the Perception Indicators

Kim (1984: 366) suggests that the acculturation process may not be a “smooth, linear
process”, therefore fluctuations between negative and positive indicators of perception
may be regarded as normal. Furthermore, Lysgaard’s (1955) U curve of adjustment, and
Oberg’s (1960) stages of culture shock (both reported in Furnham and Bochner, 1986;
see section 2.3.1) reveal an affective move from very positive to less positive, then
stabilizing. The findings from this study also show that subjects followed a non-linear
route of change with fluctuations between positive and negative perceptions of the target

learning culture.
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Participants in the study were found to move from a more idealistic perception, to a more
realistic one which included some negative perceptions. Furthermore, it was found that
significantly positive perceptions were not necessarily indicative of positive growth in
cognitive understanding of the new setting. For example, subject D, who was thought to
be the least fluent in English and also the least successful in the College course, was found
to be the most positively oriented of the four subjects. This modifies Wigzell and Saif’s
(1993: 304) findings that the greater the perception of underachievement, the more
demotivating the effect on the students. When perceptions are unclear, individuals may
experience high levels of self doubts (see section 6.1.1), and respond by becoming more
positive affectively, while cognitively making little progress. The persistence of such a
positive orientation in the case of subject D may be also be seen as being due to face

saving efforts.

In addition to the affective shifts, a significant cognitive perceptual shift was also
identified, as evidenced in the move from clear conceptualization to partial
conceptualization (see section 6.1.2). This finding may add to the understanding of culture
shock, for example, Lysgaard’s U curve and Oberg’s stages of culture shock which
illustrate the acculturation process as a simple and predictable affective cycle. Cultural
adaptation may however involve reiterative positive-negative shifts in perception which
re-occur with each progression into new situations within the target culture. The result
will be intertwined and multi-stranded perceptions which develop while the individual
moves through successive perceptual cycles of certainty and uncertainty, as the
complexity of the new culture is progressively unravelled. Further implications of this

finding will be raised in chapter seven.

6.4 SUMMARY

The results of this study would suggest that the subjects’ perceptions were profoundly
affected by pre-existing beliefs. Therefore, on-going learning experiences in teacher
education had only a limited influence on the development of understanding of the new

learning setting. The existence of long-held beliefs can influence perception by filtering
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the reception of new knowledge so that it is not accurately integrated into cognitive
awareness. The individual’s perceptions on the nature of learning appear to be most
deeply affected, at an unconscious level, by the filtering effect of such beliefs. This may
indicate that perceptions about learning, as part of the individual’s earliest experiences,
are among the most difficult to change. As such, they may also be the crucial connective
“tissue” (Holliday, 1992) for effective acculturation. In-depth understanding of the
underlying pedagogy of a new culture may help in making sense of other key aspects of

that culture, such as role schemata and contextual features.

Increased understandings of the part which perceptions play in the acculturation process
may be one of the most important findings of this study. The findings in the study led to
the hypothesis that a continuum of perceptual development may exist. Movements plotted
in the perception indicators may reveal some suggestions for progressions along the

points on the continuum. This will be examined further in the next chapter.
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CHAPTER SEVEN

CONCLUSIONS

This chapter draws the main ideas from the present study together and looks towards the
future. It begins by outlining the theoretical implications of the study. Following this,
there is a brief summary of the benefits and limitations of the methodology which was
employed. Finally, as a result of the investigation, practical recommendations are made,

and avenues for future research are suggested.

7.1 THEORETICAL IMPLICATIONS

This study illustrates that, through plotting the focus of perception indicators and zones
of perception, the acculturation process may be tracked. The course of perceptual
development in this process includes fluctuations across positive, negative and neutral
perceptions of the target culture. Furthermore, it is possible to identify layers of
complexity, depth and conscious awareness in perceptions. The results from this study
also point to the significance of pedagogical understandings which underpin the other
perceptual zones related to roles and context, and which may be crucial to effective

acculturation.

One major finding of the present study concerns the developmental nature of perception
in the acculturation process. Although the literature indicates that this process is a non-
linear one (see section 6.3.2), previous studies do not clarify the actual steps involved in
the process. The present investigation reveals that it may be possible to identify a multi-
layered continuum of perception indicators. This continuum will be likely to incorporate
fluctuations between negative and positive perceptions. It may also reveal layers of
perception which begin with more global and physical features of the environment. These
features have an immediacy of impact that is related to the level of contrast with the

home culture. On the continuum, perception indicators may be linked in pairs, to show
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shifts, or progressions, in the acculturation process. One example of these pairs is the
affective shift from idealistic perceptions to more realistic perceptions (as suggested in
Oberg’s (1960) stages of cultural shock, and Lysgaard’s (1955) U curve; see section
6.3.2). A further pair may be the shift from simple, superficial perceptions to more
complex, finely grained perceptions; and another may be reiterative moves from clear to
partial conceptualization (see section 6.2.2). A similar perception continuum may be
utilized in examining, understanding and tracking the acculturation processes of overseas
subjects in a number of varied settings, such as the broader social dimensions of
resettlement of immigrants, or applied to a narrower focus within particular educational
settings. The subjects’ variable focus over the three broad zones of perception involving
key role relationships, underlying understandings, and the more physical, contextual

features of the target culture may also be tracked in these settings.

The results of this study confirm and extend the model of the perceptual cycle put forward
by Hayes (1991), (see section 2.1.1). The perceptual cycle may in fact be more complex
than this model implies. Aspects of the new culture may be positively received,
unconsciously overlooked or misinterpreted, or consciously rejected. The present study
suggests that while some new ideas do attract attention, concentration on these may block
the reception of other, less superficial features of the target culture. In addition, it has
been found that cultural knowledge from the first culture may be unconsciously
generalized and applied to the target culture through overlaying. This may take place in
the same way as linguistic rules from L1 are transferred to the L2 interlanguage in the
early stages of the second language learning process. The lack of clear conceptualization
by subjects in this study also strongly suggests that reception of some new knowledge
from the target culture was blocked by earlier beliefs. Although the filtering effect of
earlier beliefs and experiences on perception has been extensively cited in the earlier
literature (see sections 2.1.3, 2.2.3 and 2.3.3), the present study indicates that this
filtering effect is most profound with respect to deeper beliefs which are held at a more
unconscious level. On the other hand, conscious rejection of the target culture, resulting

from consciously held, idealistic expectations of the target culture, may change over time.
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For teacher education of overseas students to be effective, methods must be found which
allow unconscious levels of perception to be made more transparent. The present study
also suggests that specific guidance may be required to assist overseas student teachers
to focus their perceptions of the target learning culture at a more in-depth level. Reflective
teacher education practices may facilitate this process. These issues will be discussed

further in section 7.3.

7.2 METHODOLOGICAL IMPLICATIONS

In this section, the methodological implications of the approach and design used in this
study are scrutinized, and a number of key limitations noted throughout the inquiry are

briefly summarized.

The indirect approach used in the design of this study has been shown to be a useful
approach to carrying out research with Asian subjects. Through keeping the focus of
perceptions on a separate, but closely connected situation (in this case the associate
teacher’s model), the tendency of subjects to employ face saving behaviour was
minimised. Although there was still some evidence of face saving being applied on behalf
of the associate teacher, these efforts tended to be tacked on the end of more honest
observations, rather than dominating perceptions (as seen in subject C’s comments in the

first example in section 4.1).

The indirect approach to studying perceptions described above, was also combined with
a directed approach in the semi-structured interview situation, to conform to the role
expectations of the subjects in the research context. This allowed the situation to become

more predictable, thereby creating a safe environment for the sharing of information.

In addition to the above approaches, the use of follow-up interviews as a primary source
of data was found to be valuable. Interpretation of data provided by the SD scale by
itself, without follow-up interviews, was shown to lead to ambiguous results (see section

4. 1). This may be particularly so when a Western researcher works with subjects from
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an Asian background. However, as mentioned earlier, the SD scale was an effective

prompt and guide for discussion in which meanings could be negotiated and clarified.

As observed in section 3.2.1, the cognitive distance between the perceptions of the Asian
subjects and the target culture served to accentuate the variations observed in perception.
While those overseas students from cognitively closer cultures may experience the same
difficulties, these may not be so pronounced in similar studies. In addition, a number of
other limitations have been cited throughout the study, such as the generalizability of case
studies and the wide exploratory scope of the study. It could also be said that perceptions
may be influenced by the particular teaching practice in which the subject was placed.
Other influences may be events which occurred outside the immediate research context.
However, since the results of the study point strongly to the effects of prior beliefs on

perception, the above mentioned possibilities should be seen as minimal.

7.3 PRACTICAL IMPLICATIONS

The implications which the current study raises for institutions and practitioners involved
in teaching and designing courses for overseas student teachers, are now examined. Some
of these points may also be more widely applied to the teaching of overseas students in
general, although extensive discussion of such issues is beyond the present scope of this

study.

One of the characteristics of beliefs is their propensity for action (Pajares ,1992: 307, see
section 2.1.3), so there is a likelihood that subjects will follow a path of action which is
guided by their beliefs. If new understandings are not synthesized with longer standing
beliefs, then student teachers may find it difficult to conceptualize and to maintain new
behaviours in the long term. Therefore it will be important to provide opportunities for
overseas student teachers to analyse their existing beliefs and those of the target culture,
and to formulate compromises between the two epistemological systems. This process

may require guidance by teacher educators who are informed in both cultures.
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The discovery that there may be a perceptual continuum in the acculturation process has
potential to create more effective teaching and learning practices. If practitioners are able
to identify key shifts along such a continuum, positive growth in perception may be
promoted. For example, since initial clear conceptualizations may be simple and
superficial, overseas student teachers need encouragement to develop more cognitively
complex perceptions of the target culture. Furthermore, partial conceptualizations need
to be articulated so that future learning experiences can concentrate on expanding

understanding through focussing on gaps in perceptions of the target learning situation.

Guiding the focus of perceptions is an important task for teacher educators. In this study,
the major overall perceptual focus for the three more successful subjects was on the TLR
zone, while the fourth subject focussed his perceptions on the CF zone (see section 5.4.1).
This implies that in order to learn the new role relationships and accompanying schemata,
perceptions have to be constructively focussed on these areas. In addition, specific
theoretical input 1s needed to ensure that perceptions are constructively focussed. An
understanding of the nature of learning is required to underpin the study of contextual
features and role relationships in the learning situation. Teacher educators also have to
devise ways to help students to move past surface perceptions, and to make the
pedagogical and epistemological systems which underlie surface behaviours and situations

in both the first and second learning situations more transparent.

The choice of relevant teaching models is also seen to be a pivotal issue in teacher
education of overseas students. Although the subjects in the present study were positively
oriented towards learning their new roles, they reported difficulty in finding role models
which formed an acceptable synthesis with existing role expectations. The cognitive
uncertainty, seen in the emphasis of self doubts and noting lack of effective models in the
data (see section 6.1.1) may also be viewed as contributory to the problems which
subjects revealed in devising and trialing effective strategies to implement the new roles
(see section 6.2.1). It must be remembered that overseas students have been previously
socialised into a different learning culture, and come with little, if any, prior experiences

of western learning at the level in which they will be required to teach. At the initial
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stages, and maybe before the commencement of the course, extra time may need to be
provided so that overseas student teachers can observe and reflect upon the new
learning/teaching roles and their interrelationship. The lateness of strategy development
in the four subjects gives further indication of the importance of this preliminary time.
Furthermore, reflection needs to address the degree to which the observed models
duplicate those which will be presented in theory. Synthesizing an acceptable model
involves firstly being able to perceive which models are good in the target culture.
Students may have ideals which have been based on the deficiencies of the
teaching/learning model in the home culture and which cannot be realistically be fulfilled
in the target learning culture. It may also be unreasonable to expect that overseas student
teachers are able to select useful aspects from a variety of models when the rationale for

the ideal, and the means of identifying and implementing it, are still unclear to them.

The findings of this study suggest that a directed reflective approach be advocated to
address any inherent conflicts which overseas student teachers may have with the target
culture models. A training model, such as the cultural skills training approach, put
forward by Furnham (1993), will not be adequate to achieve these ends since accurate and
in-depth perception needs to be fostered. Students need support to focus their perceptions
on less superficial aspects of the learning situation, and to relate this to the underlying
theories. Students also need guidance in analysing the underlying theoretical foundations
of both their own, and the new learning culture. Compromises may need to be explicitly
negotiated if effective synthesizing of the schemata of the new roles is to eventuate. This
involves successive cycles which proceed through observation, reflection on theory, and

trialing new modes, before effective actualization can take place.

It is generally held that learning a language involves learning about the culture (Barrow,
1990; Valdes, 1990). This study indicates that such understandings may be especially vital
for overseas students who wish to assume a teaching role within a different culture and
who will need to understand the new culture in order to make sound pedagogical choices.
However, Kramsch (1995: 84) says that “culture is always linked to moral values, notions

of good, bad, right, wrong, beautiful and ugly”. The current study also reveals that the
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acculturation process for overseas student teachers involves a degree of cultural conflict
which arises from the need to make changes in practices which have may have been
regarded as successful in the home culture. Hird (1996: 29) states that such an
acculturation process involves “culture bumps”. Teacher educators of overseas students,
in addition to being experts in learning/teaching theory, need to be fully informed in the
understandings which the students bring with them in order to firstly recognize where
“culture bumps” may occur and secondly to guide students over these “bumps”. In
seeking to empower overseas student teachers in a new learning culture, however, we
should be careful not to devalue the learning culture which is an inherent part of their
earlier experiences. This study confirms Scarcella’s (1990: 130) conviction that “teachers
may unwittingly ask language minority students to violate deeply ingrained cultural
patterns”. Therefore, teacher educators will need to proceed with caution and insight
when moving towards belief change with overseas students, especially within the time
constraints of a one year programme. Barrow (1990) contrasts the idea of cultural
imperialism which replaces the first culture with a new one, and that which adds a new
world view to that already established by the learner. The later should be the aim. The
addition of a world view may also involve the negotiation of legitimate and acceptable
compromises between opposing cultural modes. Furthermore, true internationalism in
teacher education and in the classrooms of the future may require such compromises to

be effected on both learners and teachers.

7.4 IMPLICATIONS FOR FURTHER RESEARCH

The findings from this study have raised issues regarding the nature and process of
perception, and the nature of effective and relevant experiences for overseas student
teachers. Although the small sample in this case study does not allow for decisive
generalizations to be drawn, the understandings gained from the study form the basis of
future research. There is a need to investigate perceptions using a wider range of subjects
to substantiate the findings reported in the present study. More narrowly focussed studies
with different groups of subjects may provide important additional data and yield further

insights into perceptions of learning situations. Avenues for such research are now
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described.

There are a number of participants in the present research context whose perceptions
would be useful to contrast and add to the understandings gained from the four subjects
in this study. The first of these participant categories includes associate teachers and
College lecturers. This group would add an “expert” dimension to the understanding of
the aims and the content of the programme which the subjects were participants in,
possibly enabling better tracking of perceptions, especially as these relate to the
knowledge input from the teaching programme. A second dimension could include a
cross-sample of the pupils in the teaching practice classrooms to look at how they
perceive the value of overseas student teachers in their programme. The first two
categories may shed some light on the balance of perceptual shift, showing who moves
most in the accommodation process, and on what issues. At this stage, the existence of
positive and negative shift indicators may imply that the subjects in this study do not agree
to shifts being made solely by the teacher. A major influence on this may be the fact that
two of the subjects were preparing to teach their own language in New Zealand
classrooms. Further modifications on this theme of the two sided nature of perceptual
shift could include combinations of overseas teachers with New Zealand students; and
overseas students with native teachers. The latter could be pursued in the College of
Education classroom setting as well as at other educational levels of learning. Thirdly,
although the results of the present study would seem to suggest that many of the results
are specific to overseas student teachers, a parallel study with native speakers could serve

to highlight areas which are particular to the cross-cultural nature of the task.

The present study could be extended to look at perceptions over a longer period of time,
tracking student teachers through their pre-service years, their first years of teaching and
after a period of teaching experience. Although research already exists in some of these
areas, a combination of all three areas would increase understanding of how perceptions
develop over time. In this, the relationship between perceptions and classroom behaviour

would also be of interest.
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A further area for research into perception and perceptual shifts could involve studies
outside of the educational context, for example, resettlement in relation to the target
culture in general, or in specific fields such as employment, health, and business. The
resettlement process of native English speakers in overseas settings could also add further

elements to the understanding of perception in the acculturation process.

Finally, there is a need for future research efforts to be centred on discovering not just
more about the nature of subjects’ perceptions, but, and perhaps more importantly, the
course of perceptual shift in the process of acculturation. In the light of the finding that
there may be a continuum of shifts which vacillates between negative and positive
perceptions, more research is needed to explore the order in which perception indicators
occur on a multi-dimensional continuum. In a practical sense, experimental interventions,
centring particularly on the focus of reflections in teacher education of overseas students,
may also help to further the understanding of how reflective teacher education may best
help these students. It may be possible in the future, to predict the developmental shifts
in perception during the acculturation process, and to plan more effective programmes

which facilitate positive, constructive movement along the continuum.



120

BIBLIOGRAPHY

Agne, K., D. E. Greenwood and L. D. Miller (1994) Relationships between teacher belief
systems and teacher effectiveness. 7he Journal of Research and Development in
Education. Vol 27, No 3: 141-152.

Alexander, P. A, D. L. Schallert and V. C. Hare (1991) Coming to terms: how
researchers in learning and literacy talk about knowledge. Review of Educational
Research.Vol 61, No 3: 315-343.

Anthony, G. (1994) Learning strategies in the mathematics classroom: What can we learn
from stimulated recall interviews? New Zealand Journal of Educational Studies.
Vol 29, No 2: 127-140.

Bagby, J. W. (1957) A cross-cultural study of perceptual predominance in binocular
rivalry. Journal of Abnormal and Social Psychology. Vol 54: 331-334.

Bailey, K. M. (1992) The process of innovation in language teacher development: what,
why and how teachers change. In J. Flowerdew, M. Brock and S. Hsia (eds)
Perspectives on second language teacher education, pp. 250-282. Hong Kong:
City Polytechnic of Hong Kong.

Bain, A., S. Houghton and H. Farris (1991) Teacher ratings of social skill by direct
observation and through interactive video. British Journal of Educational
Technology: Journal of the Council for Educational Technology. Vol 22, No 3:
196-202.

Baker, C. (1993) Foundations of bilingual education and bilingualism. Clevedon,
England: Multilingual Matters.

Baker, C. (1992) Attitudes and language.Clevedon, England: Multilingual Matters.

Ballantyne, R., B. Hansford and J. Packer (1995) Assessing the concerns and professional
development requirements of beginning teachers in their first term of teaching.
South Pacific Journal of Teacher Education. Vol 23, No 2: 241-254.

Banks, J. A. (1986) Multicultural education and development, paradigms and goals. In
J. Banks and J. Lynch (eds) Multicultural education in western societies, pp. 2-
28. London: Holt, Rhinehart and Winston.

Barrow, R. (1990) Culture, values and the language classroom. In B. Harrison (ed)
Culture and the language classroom. ELT Documents: 132, pp. 3-10. London:
Modern English Publications in association with the British Council, MacMillan.

Bartlett, L. (1990) Teacher development through reflective teaching. In J. C. Richards



121

and D. Nunan (eds) Second language teacher education, pp. 202-214.
Cambridge: Cambridge University Press.

Beebe, J. D. (1994) Teacher and student views of EFL classroom activities: an
ethnographic study. Language, Culture and the Curriculum. Vol 7, No 3: 191-
203.

Bell, J. S. (1993) The teacher as bridge between program and practice. 7ESOL
Quarterley. Vol 27, No 3: 467-475.

Bellingham, L. (1995) The relationship of language proficiency to academic success for
international students. New Zealand Journal of Educational Studies. Vol 30, No
2:229-232.

Brick, J. (1991) China. A handbook in intercultural communication. Macquarie
University, Sydney: National Centre for English Language Teaching and
Research.

Brown, H. D. (1994) (3rd edition) Principles of language learning and teaching. New
Jersey: Prentice Hall Regents.

Brown, J. D. (1988) Understanding research in second language learning. A teachers’
guide to statistics and research design. Cambridge: Cambridge University Press.

Brown, J. S., A. Collins and P. Duguid (1989) Situated cognition and the culture of
learning. Educational Researcher. Vol 18, No 1: 32-42.

Brown, R. W. (1990) The place of beliefs and of concept formation in a language teacher
training theory. System. Vol 18: 85-96.

Brumfit, C. and R. Mitchell (eds) (1990) Research in the language classroom. ELT
Documents 133. London: Modern English Publications in Association with the
British Council.

Burstein, N. D. and B. Cabello (1989) Preparing teachers to work with culturally diverse
students: a teacher education model. Journal of Teacher Education. Sept-Oct:
9-16.

Bymnes, J. (1993) Aboriginal learning styles and adult education: is a synthesis possible?
Australian Journal of Adult and Community Education in Western Society. Vol
33, No 3: 157-169.

Cabello, B. and D. B. Burstein (1995) Examining teachers’ beliefs about teaching in
culturally diverse classrooms. Journal of Teacher Education. Vol 46, No 4: 285-
294.

Candlin, C. N. (1983) Strategies in interlanguage communication. In C. Faerch and G.



122
Kasper (eds) Applied Linguistics and Language Study, pp. 1-68. USA: Longman.

Caplin, N., M. Choy and J. K. Whitmore (1992) Indochinese refugee families and
academic achievement. Scientific American. Vol 266, No 2: 36-42.

Carthcart, D. and R. Cathcart (1982) Japanese Social Experience and concept of groups.
InL. A. Samovar and R. E. Porter (eds) /ntercultural communication: a reader,
pp. 121-129. USA: Wadesworth.

Chaplin, J. P. (1968) Dictionary of psychology. New York: Dell Publishing Company.

Chaudron, C. (1988) Second language classrooms. Research on teaching and learning.
Cambridge: Cambridge University Press.

Chen, L. T. (1995) Students care only about grades, not critical thinking. 7he Straits
Times. Australia. 28 July.

Clancy, P. (1986) The acquisition of communicative style in Japanese. In B. Schieffelin
and E. Ochs (eds) Language socialisation across cultures, pp. 213-250.
Cambridge: Cambridge University Press.

Clyne, I. D. (1993) Children only go to school to colour in... Overseas educated teachers'
perceptions of Australian schools. Multicultural Teaching to Combat Racism in
School and Community. Vol 11, No 3: 20-24.

The Cognition and Technology Group at Vanderbilt (1990) Anchored instruction and its
relationship to situated cognition. Educational Researcher. Vol 19, No 6: 2-10.

Cohen, A. (1981) Feedback on writing. The use of verbal report. Cambridge: Cambridge
University Press.

Conniff, C. (1993) How young learners perceive reading and themselves as readers.
English in Education. Vol 27, No 2: 19-25.

Corporal, A. H. (1991) Repertory grid research into cognitions of prospective primary
school teachers. Teaching and Teacher Education. Vol 7, No 4: 315-329.

Corson, D. (1992) Teaching in a multicultural school. SE7. No 2, Item 8: 1-8.

Cortazzi, M. (1990) Cultural and educational expectations in the language classroom. In
B. Harrison (ed) ELT Documents 132. Culture and the language classroom, pp.
54-65. London: Modern English Publications in Association with the British
Council.

Cotterall, S. (1994) Investigating learners' attitudes - how ready for autonomy are they?
A paper presented at the Fourth National Conference of Community Languages
and TESOL. Christchurch: New Zealand.



123

Cull, M. (1993) The meaning of success: a literature review. 4 paper presented at the
1993 DEANZ Conference. Wellington: New Zealand.

Cullingford, C. (1995) Childrens’ response to teachers. SE7. No 2, Item 10: 1-4.

Cummins, J. (1979-80) The language and culture issue in education of minority language
children. /nterchange. Vol 10, No 4: 72-85.

Cushner, K. and R. W. Brislin (1996) Intercultural interactions: a practical guide.
California: Sage Publications.

Davis, J. J. and P. L. Markham (1991) Student attitudes towards foreign language study
at historically and predominantly black institutions. Foreign Language Annals.
New York, Vol 24, No 3: 227-37.

De Bono, E. (1976) Teaching thinking. London: Temple Smith.
De Keyser, R. M. (1991) Foreign language development during a semester abroad. In B.
F. Freed (ed) Foreign language acquisition research and the classroom, pp. 104-

118. Canada: D. C. Heath and Co.

Dhasmana, L. (1994) Asian parents' perceptions and experiences about Asian city schools
- a local perspective. Multicultural Teaching. Vol 12, No2: 24 - 28.

Dingwall, S. and S. Mann (1982) Methods and problems in doing research. University
of Lancaster: Dept of Linguistics and Modern Language.

Ediger, M. (1994) Philosophy in teacher education programs. 7The Journal of Teaching
Practice. Vol 14, No 2: 31-43.

Edwards, W. L. (1991) Mastering the mystery: an approach to school effectiveness and
a way of looking at it. A paper presented to the Education Review Office, Central

South Team, Wellington: Education Dept, Massey University.

Elliott, A. and P. Sangavarapu (1995) Cultural connections for learning. Every Child. Vol
1, No 4: 7-9.

Ellis, G. and B. Sinclair (1989) Learning to learn: a course in learner training.
Cambridge: Cambridge University Press.

Ellis, R. (1986) Understanding second language acquisition. New York: Oxford
University Press.

Ellis, R. (1992) Second language acquisition and language pedagogy. Multilingual
Matters: 79. London: Multilingual Matters.

Ellis, R. (1993) Social factors and second language acquisition. 7ESOLANZ Journal. Vol



124
1: 9-36.

Entwistle, N. and H.Tait (1990) Approaches to learning, evaluations of teaching and
preferences for contrasting academic environments. Higher Education. No 19:
169-194.

Entwistle, N. J. (1991) Approaches to learning and perceptions of the learning
environment. Higher Education. Netherlands: Kluwer Academic Publishers, Vol
22:201-204.

Entwistle, N. and H. Tait (1990) Approaches to learning, evaluations of teaching, and
preferences for contrasting academic environments. Higher Education. Vol 19:
169-194.

Entwistle, N. J., J. H. F. Meyer, and H. Tait (1991) Student failure: disintegrated patterns
of study strategies and perceptions of the learning environment. Higher
Education. Netherlands: Kluwer Academic Publishers, Vol 21: 249-261.

Erickson, F. (1991) Advantages and disadvantages of qualitative research design in
foreign language research. In Freed, B. F. (ed) Foreign language acquisition
research and the classroom, pp. 338-351. Canada: D. C. Heath and Co.

Ericsson, K. A. and H. A. Simon (1980) Verbal reports on data. Psychological Review.
No 87: 215-251.

Fanselow, J. F. (1990) “Let’s see”: contrasting conversations about teaching. InJ. C.
Richards and D. Nunan (eds) Second language teacher education, pp. 182-197.
Cambridge: Cambridge University Press.

Figueroa, P. M. E. (1981) Writing research reports. Nottingham: TRC Rediguides.
Fox, M. (1993) Psychological perspectives in education. London: Cassell Educational.

Freed, B. F. (ed) (1991) Foreign language acquisition reseach and the classroom.
Canada: D. C. Heath and Co.

Freeman, D. (1992) Language teacher education, emerging discourse, and change in
classroom practice. In J. Flowerdew, M. Brock and S. Hsia (eds) Perspectives
on second language teacher education, pp. 1-21. Hong Kong: City Polytechnic
of Hong Kong.

Furnham, A. and S. Bochner (1986) Culture shock. London: Routledge.

Furnham, A. (1993) Communicating in foreign lands: the causes, consequences and
cures of culture shock. Language Culture and the Curriculum. Vol 6, No 1: 91-
109.



125

Garaway, G. B. (1994) Language, culture and attitude in mathematics and science
learning: a review of the literature. The Journal of Research and Development
in Education. Vol 27, No 2: 102-111.

Garcia, (1982) Teaching in a pluralistic society: concepts, models and strategies. New
York: Harper Row.

Gardner, R. C. and W. E. Lambert (1972) Attitudes and motivation in second language
learning. Massachsetts: Newbury House.

Gardner, R. C. (1990) Attitudes, motivation and personality as predictors of success in
foreign language learning. In T. S. Parry and C. W. Stansfield (eds) Language
aptitude reconsidered, pp. 179-225. New Jersey: Prentice Hall Inc.

Gleason, J. B. (ed) (1988) You can take it with you: helping students maintain foreign
language skills beyond the classroom. New Jersey: Prentice Hall.

. Gordan, T. (1992) We don't want to come to ESL: teaching ESL to fluent, low-
achieving students. 7ESOL Journal. Vol 2, No 1: 30-32.

Gray, K. (1994) Error awareness and the Japanese learner. 7he Language Teacher. Vol
18, No 1: 13-15.

Gudykunst, W. B. and Y. Y. Kim (1984) Communicating with strangers: an approach
to intercultural communication. New York: Random House.

Guy, C. (1994) Classroom barriers. NZ Herald. Saturday, Sept 24. Section 3: 1.

Harrison, B. (ed) (1990) ELT Documents 132: Culture and the language classroom.
London: Modern English Publications and the British Council.

Hatch, E. and A. Lazaraton (1991) The research manual. Design and statistics for
applied linguistics. New York: Newbury House.

Hayes, C. B., A. Ryan and E. B. Zseller (1994) The middle school child’s perceptions
of caring teachers. American Journal of Education. No 103: 1-19.

Hayes, N. (1991) Introduction to cognitive processes. Leicester, UK: The British
Psychological Society.

Henderson, G., V. Milhouse, and L. Cao (1993) Crossing the gap: an analysis of Chinese
students’ culture shock in an American university. College Student Journal. Vol
27, No 3: 380-389.

Hess, R. D. and H. Azuma (1991) Cultural support for schooling: contrasts between
Japan and United States. Educational Researcher. Dec: 2-8.



126

Hillenbrand, B. (1989) Loving English - but not well. 7ime. 9 January: 31.

Hird, B. (1996) EAP: Teaching Chinese learners to be impolite. English in Australia.
Vol 115: 29-37.

Hirsh, W. (1990) 4 report on issues and factors relating to Maori achievement in the
education system. Wellington: Ministry of Education.

Ho, R. and J. McMurtie (1991) Attributional feedback and underachieving children:
differential effects on causal attribution success, expectancies and learning
processes. Australian Journal of Psychology. Vol 43, No 2: 93-100.

Hoffman, J. (1994) Identifying factors that can influence student academic performance
in tertiary education. New Zealand Journal of Adult Learning. Vol 22, No 2: 23-
37.

Holec, H. (1979) Autonomy and foreign language learning. Council of Europe:
Pergamon Press.

Holliday, A. (1992) Tissue rejection and informal orders in ELT projects: collecting the
right information. Applied Linguistics. Oxford University Press. Vol 13, No 4:
403-424.

Holliday, A. (1994) Appropriate methodology and social context. Cambridge:
Cambridge University Press.

> Holliday, A. (1994) Student culture and English language education: an international
perspective. Language, Culture and the Curriculum. Vol 7, No 2: 125-143.

Holly, D. (1990) The unspoken curriculum and how language teaching carries cultural
and ideological messages. In B. Harrison (ed) £ELT documents 132. Culture in
the language classroom, pp. 11-19. Modern English Publications and the British
Council.

Holt-Reynolds, D. (1992) Personal history-based beliefs as relevant prior knowledge in
course work. American Educational Research Journal. Vol 29, No 2: 325-349.

Horex, J. (1992) Attribution retraining. A multicomponential intervention programme
Jor remediating secondary students’ reading comprehension difficulties.
Research Affiliateship Scheme Report No 2, February. Palmerston North:
Department of Education, Massey University.

Hudson-Ross, S. and Y. R. Dong (1990) Literacy learning as a reflection of language
and culture: Chinese elementary school education. 7The Reading Teacher. Vol 44,
No 2: 110-123.

Hunkin, D. (1983) Learning and teaching in multicultural settings. Seminar given at



127
Auckland Teachers' College, September.

Iram, Y. and N. Maslovaty (1994) Students’ real and ideal characteristics as perceived
by teachers. New Education. Vol 16, No 1: 33-52.

Jarvis, G. A. (1991) Research on teaching methodology: its evolution and prospects. In
B. F. Freed (ed) Foreign language acquisition research and the classroom, pp.
295-305. Canada: D. C. Heath and Co.

Jin, L. and M. Cortazzi (1993) Cultural orientation and academic language use. In D.
Graddol, L. Thompson and M. Byram (eds) Language and culture, pp. 84-97.
Clevedon: BAAL and Multilingual Matters.

Johnson, D. M. (1992) Approaches to research in second language learning New
York: Longman.

Johnson, K. E. (1994) The emerging beliefs and instructional practices of preservice
English as a second language teachers. 7eaching and Teacher Education. Vol
10, No 4: 439-452.

Jones, A. (1991) At school I've got a chance. Palmerston North, New Zealand,
Dunmore Press.

Jones, S. (1993) Cognitive learning styles: does awareness help? A review of selected
literature. Language Awareness. Vol 2, No 4: 195-207.

Joo, N. W. (1995) S’pore students outshine others in global maths tests: study. 7he
Sunday Times. Australia, 19 November.

Jorden, E. H. (1991) The use of interactive video in the learning of Japanese. In B. F.
Freed, (ed) Foreign language acquisition reseach and the classroom, pp. 384-
392. Canada: D. C. Heath and Co.

Kagan, N. (1984) Influencing human interaction: interpersonal process recall (IPR)
stimulated by videotape. In O. Zuber- Skerritt (ed) Video in higher education,
pp. 93-100. London: Kogan Page.

Kamla, M. (1992) Teaching EFL to adults: between must and must not. Forum. Vol 30,
No 2: 47-48.

Kearins, J. M. (1986) Visual spatial memory in Aboriginal and white Australian children.
Australian Journal of Psychology. Vol 38, No 2: 203-214.

Kember, D. and L. Gow (1991) A challenge to the anecdotal stereotype of the Asian
student. Studies in Higher Education. Vol 16, No 2: 117-128.

Kim, Y. Y. (1982) Communication and acculturation. In L. A. Samovar and R. E. Porter



128

(eds.) Intercultural communication: a reader. California: Wadsworth.

Kobayashi, J. (1991) Cross-cultural differences in classroom management: coping with
student silences and communication failures. The Language Teacher. Vol 15, No
6: 17-19.

Koyama, T. (1992) Japan. A handbook in intercultural communication. Sydney:
Macquarie University, National Centre for English Language Teaching and
Research.

Kramsch, C. (1995) The cultural component of language teaching. Language, Culture
and Curriculum. Vol 8, No 2: 83-92.

Kumaravadivelu, B. (1991) Language learning tasks: teacher intention and learner
interpretation. £LT Journal. Oxford University Press. Vol 45, No 2: 98-107.

Ladson-Billings, G. (1995) But that’s just good teaching! The case for culturally relevant
pedagogy. Theory into Practice. Vol 34, No 3: 159-165.

Lalljee, M. (1987) Attribution theory and intercultural communication. In K. Knapp, W.
Enninger, and A. Knapp-Potthoff, (eds) Analysing intercultural communication,
pp. 37-50. Berlin: Mouton de Gruyer.

Lamb, M. (1995) The consequences of INSET. ELT Journal. Vol 49, No 1: 72-79.

Larsen-Freeman, D, and M. H. Long (1991) An introduction to second language
research. New York: Longman.

Leets, L. and H. Giles (1993) Does language awareness foster social tolerance?
Language Awareness. Vol 2, No 3: 159-168.

Lentell, H. (1995) Staff development of teachers in distance education in the real world.
Open Praxis. Vol 2: 6-8.

= Lewis, M. (1993) Current concerns: local and international. 7he TESOLANZ Journal.
Vol 1: 61-66.

. Lewis, M. (1995) International exchanges in language teaching. 7he TESOLANZ
Journal. Vol 3: 75-81.

Light, R. L. and W. Teh-Yuan (1991) Soviet students at US colleges: social perception,
languages proficiency and academic success. TESOL Quarterley. Vol 25: 179-
18S.

Littlewood, W. (1984) Foreign and second language learning: language acquisition
research and its implications for the classroom. Cambridge: Cambridge
University Press.



129

Lo, C. and M. Alsikafi (1992) The subjectivity of attribution in the context of
expectation, motivation and self esteem. Education and Society. Vol 10, No 2:
83-91.

Low, G., I. Tasker and L. Hong (1991) The wording of bipolar attitude scales in
Chinese. Educational Research. Vol 33, No 2: 141-150.

Lynch, B. K. (1996) Language programme evaluation. Cambridge: Cambridge
University Press.

Lynch, T. (1990) Researching teachers: behaviour and belief. In C. Brumfit and R.
Mitchell (eds) ELT Documents 133. Research in the language classroom, pp.
117-127. Devon: Modern English Publications and the British Council.

Maclntyre, P. D. and R. C. Gardner (1991) Methods and results in the study of anxiety
and language learning: A review of the literature. Language Learning. Vol 41,
No 1: 1-24.

Mangubhai, F. (1991) The processing behaviours of adult second language learners and
their relationship to second language proficiency. Applied Linguistics. Vol 12,
No 3: 268-298.

Mann, S. J. (1982) Verbal reports as data: focus on retrospection. In Dingwall, S. and
S. Mann (eds) Methods and problems in doing research, pp. 88-90. University
of Lancaster: Dept of Linguistics and Modern Language.

Mantle-Bromley, C. and R. B. Miller (1991) Effects of multicultural lessons on attitudes
of students of Spanish. Modern Language Journal. Vol 75, No 4: 418-425.

Marland, P., W. Patching, 1. Putt and R. Store (1984) Learning from distance teaching
materials: a study of students’ mediating responses. Distance Education. Vol 5,
No 2: 215-236.

Marland, P. (1984) Stimulated recall from video: its use in the thought processes of
classroom participants. In O. Zuber-Skerritt (ed) Video in higher education, pp.
156-165. London: Kogan Page.

Martinez, K. (1994) Problems of ethnic and cultural differences between teachers and
students: a story of a beginning teacher of Aboriginal children. JET: Journal of
Education for Teaching. Vol 20, No 2: 161-178.

May, S. (1993) Redeeming multicultural education. Language Arts. Vol 70: 364-372.
McCargar, D. F. (1993) Teacher and student role expectations: cross-cultural

differences and implications. The Modern Language Journal. Vol 77, No 2: 192-
207.



130

Mclntyre, D. J. and S. Pape (1993) Using video protocols to enhance teacher reflective
thinking. The Teacher Educator. Vol 28, Winter: 2-10.

Mills, C. (1994) Two sides of a coin. A paper presented at the Fourth National
Conference of Community Languages and ESOL. Christchurch.

Ministry of Education (1995) Education statistics of New Zealand, 1995. June, 1995,
Wellington, New Zealand: Data Management and Analysis Section.

Ministry of Education (1995) Tertiary education statistics 1995: selected tables
summarising 31 July 1995 student numbers and programme enrolments.
November, 1995. Wellington, New Zealand: Data Management and Analysis
Section.

Myers, D. G. (1983) Social psychology. Japan: McGraw-Hill.
Neiser, U. (1976) Cognition and reality. San Francisco: W. H. Freeman.

Netten, John (1991) Towards a more language oriented second language classroom. In
L. M. Malave and G. Duquette (eds) Language culture and cognition, pp. 284-
304. Clevedon, England: Multilingual Matters Ltd.

Nirmala, M. (1995) Talking to children helps make them literate. 7he Straits Times.
Asian Reading Congress, 23 June.

Nozaki, K. N. (19 95) The Japanese student and the foreign teacher. In Wadden, P. (ed)
A Handbook for teaching English at Japanese colleges and universities, pp. 27-
33. Oxford: Oxford University Press.

Nozaki, K. N. (1995) Decoding silence. A guide to teaching at Japanese universities.
TESOL in Context. Vol 5, Nol, June: 40-43.

Nunan, D. (ed) (1987) Applying second language acquisition research. Adelaide:
National Curriculum Resource Centre.

Nunan, D. (1988) Syllabus design. Oxford: Oxford University Press.

Nunan, D. (1990) Action research in the language classroom. In J. C. Richards and D.
Nunan (eds) Second language teacher education, pp. 62-81. Cambridge:
Cambridge University Press.

Nunan, D. (1992) Research methods in language learning. Cambridge: Cambridge
University Press.

Nunan, D. and C. Lamb (1996) The self-directed teacher. Cambridge: Cambridge
University Press.



131

O'Malley, J. M. and A. Chamot (1990) Learning strategies in second language
acquisition. Cambridge Applied Linguistics Series, Cambridge: Cambridge
University Press.

O'Neill, R. (1991) The plausible myth of learner-centredness: or the importance of doing
ordinary things well. ELT Journal. Vol 45, No 4: 293-304.

Oxford, R. L. (1992/1993) Language learning in a nutshell: update and ESL suggestions.
TESOL Journal. Winter: 18-22.

Packard, J. L. (1991) Implications for classroom-based research of various research
designs. In B. F. Freed, (ed) Foreign language acquisition research and the
classroom, pp. 356-361. Canada: D. C. Heath and Co.

Pajares, M. F. (1992) Teachers’ beliefs and educational research: cleaning up a messy
construct. Review of Educational Research. Vol 62, No 3: 307-332.

Palfreyman, D. (1993) ‘How I got it in my head’: conceptual models of language and
learning in native and non-native trainee EFL teachers. Language Awareness.
Vol 2, No 4: 209-223,

Parry, T.S. and C. W. Stanfield (eds) (1990) Language aptitude reconsidered. New
Jersey: Prentice-Hall Inc.

Peng, S. S. and D. A. Wright (1994) Explanation of academic achievement of Asian
American students. Journal of Educational Research. Vol 87, No 6: 346-352.

Phillipson, R. (1992) Linguistic imperialism. Oxford: Oxford University Press.

Pica, T. (1992) Language learning research and classroom concerns. Forum. Vol 30, No
3:2-10.

Ponterotto, D. (1992) Dealing with the mature L2 learner. Forum. Vol 30, No 4: 16-19.

Pudie, N. (1995) What do students think “learning” is and how do they do it? A cross-
cultural comparison. SE7. No 2, Item 4: 1-4.

Rees-Miller, J. (1993) A critical appraisal of learner training: theoretical bases and
teaching implications. 7TESOL Quarterley. Vol 27, No 4: 679-689.

Reid, J. (1994) Change in the language classroom: process and intervention. Forum. Vol
32, No 1: 8-10.

Reynolds, M. J. (1982) Classroom research: the choice of frame and focus in a data-
driven case study: a description of a research process. In S. Dingwall and S.
Mann Methods and problems in doing research, pp. 40-42. University of
Lancaster: Dept of Linguistics and Modern Language.



132

Richards, J. C. (1990) The dilemma of teacher education in second language teaching.
In J. C. Richards and D. Nunan (eds) Second language teacher education, pp.
3-15. Cambridge: Cambridge University Press.

Richards, J. C. (1996) (ed) The self-directed teacher. Managing the learning process.
Cambridge: Cambridge University Press.

Richards, J. C., B. Liand A. Tang (1995) A comparison of pedagogical reasoning skills
in novice and experienced ESL teachers. RELC Journal. Vol 26, No 2: 1-24.

Richards, J. C. and C. Lockhart (1994) Reflective teaching in second language
classrooms. Cambridge: Cambridge University Press.

Richards, J. C. and D. Nunan (1990) Second language teacher education. Cambridge:
Cambridge University Press.

Rieber, R. W. and A. S. Carton (1987) The collected works of L. S. Vygotsky. Vol I.
New York: Plenum Press.

Rivers, W. M. (1991) Psychological validation of methodological approaches and
foreign language classroom practices. In Freed, B. F. (ed) Foreign language
acquisition research and the classroom, pp. 283-304. Canada: D. C. Heath and
Co.

Robins, M. M. (1995) Black students in teacher education. Multicultural Teaching.Vol
14, No 1: 15-22.

Robinson, G. L. N. (1985) Crosscultural understanding: processes and approaches for
Sforeign language, English as a second language and bilingual educators. New
York: Pergamon Press.

Rogoff, B. (1990) Apprenticeship in thinking: cognitive development in social context.
New York: Oxford University Press.

Ross, P. (1990) Managing for success: learner interaction and independence: Open
learning and open management: leadership and integrity in distance education.
London: Kogan Page.

Rubin, J. (1981) Study of cognitive processes in second language learning. Applied
Linguistics. No 2: 117-131.

Samimy, K. K. (1992/1993) Advice for Japanese ESL/EFL students. TESOL Journal.
Vol 2, No 2: 7.

Samimy, K. and C. Adams (1991) Current perspectives on Japanese English education.
In Enn, G. (ed) International perspectives on foreign language teaching, pp. 75-



133
88. Illinois: National Textbook Company.

Samimy, K. K. and M. Tabuse (1992) Affective variables and a less commonly taught
language: a study in beginning Japanese classes. Language Learning. Vol 42, No
3: 377-398.

Samovar, L. A. and R. E. Porter (1982) Intercultural communication: a reader.
California: Wadsworth.

Savage, M. (1995) Training teachers in a changing world. Unpublished paper, Faculty
of Education and Training, Royal Melbourne Institute of Technology, P O Box
179, Victoria, Australia.

Saville-Troike, M. (1989) The ethnography of communication: an introduction. Oxford:
Blackwell.

Scarcella, R. (1992) Providing culturally sensitive feedback. In P. A. Richard-Amato and
M. A. Snow (eds) The multicultural classroom, pp. 126-141. New York:
Longman.

Scollon R. And S. W. Scollon (1995) Intercultural communication. Cambridge:
Blackwell.

Schuttengerg, E. M. (1983) Preparing the educated teacher for the 21st century. Journal
of Teacher Education. July/ August: 32-35.

Sharif, B. A. (1994) Discussing the needs of a neglected population: adjustment
problems and health issues of international students. Journal of Health
Education. Vol 25, No 5: 260-265.

Shimazu, Y. (1992) Advice for ESL/EFL teachers of Japanese students. 7ESOL
Journal. Vol 1, No 4: 6.

Singer, M. R. (1982) Culture: a perceptual approach. In L. A. Samovar and R. E. Porter
(eds) Intercultural communication: a reader, pp. 55-62. California: Wadsworth.

Snook, I. (1993) Teacher education: a sympathetic appraisal. Delta. No 47: 19-29.

Sorenson, C. W. (1994) Success and education in South Korea. Comparative Education
Review. Vol 38, No 1: 10-35.

Spada, N. and M. Massey (1992) The role of prior pedagogical knowledge in
determining the practice of novice ESL teachers. In J. Flowerdew, M. Brock and
S. Hsia (eds) Perspectives in second language teacher education, pp.23-37.
Hong Kong: City Polytechnic of Hong Kong.

Stern, H. H. (1984) in Christopher Brumfit (ed) General English syllabus design, pp.



134
5-12. Pergamon Press.

Stevenson, H. W. (1992) Learning from Asian schools. Scientific American. December:
32-38.

Stevick, E. W. (1989) Success with foreign languages: seven who achieved it and what
worked for them. New York: Prentice Hall.

Tamir, P. and H. Caridan (1993) Characteristics of the learning environment in biology
and chemistry classes as perceived by Jewish and Arab high school students in
Israel. Research in Science and Technological Education. Vol 11, No 1: 5-14.

Taufe'ulungaxi, A. M. (1993) Tongan language community attitudes and their
implications for strategies adopted for the continuing maintenance and promotion
of the Tongan language. 7TESOLANZ Journal. Vol 1: 67-87.

Tebbutt, M. J. (1993) Sixth formers' perceptions of A level and degree courses in
physics and mathematics. Research in Science and Technological Education.
Vol 11, No 1: 27-37.

Thorpe, D. (1991) Confused encounters: differing expectations in the EAP classroom.
ELT Journal. Oxford University Press, Vol 45, No 2: 108-118.

Tinkham, T. (1989) Rote learning, attitudes, and abilities: a comparison of Japanese and
American students. 7ESOL Quarterley. 695-698.

Titchener, E. B. (1915) 4 beginners’ psychology. Referred to in Chaplin, J. P.
Dictionary of psychology. New York, Dell Publishing Co.

Tollefson, J. W. (1994) Language, Culture and the Curriculum. A book review on
Robert Phillipson’s Linguistic imperialism. Vol 7, No 2: 175-179.

Tran, M. T, R. L. Young and J. D. Di Lella (1994) Multicultural education courses and
student teachers: eliminating stereotypical attitudes in our ethnically diverse
classroom. Journal of Teacher Education. Vol 45, No 3: 183-189.

Valdes, J. (1990) The inevitability of teaching and learning culture in a foreign language
course. In Harrison, B. (ed) Culture and the language classroom. ELT
Documents: 132, pp. 20-30. Modern English Publications in association with the
British Council, London: MacMillan.

van Leir, L. (1982) Ethnographic monitoring and classroom research. In S. Dingwall,
and S. Mann Methods and problems in doing research, pp. 61-70. University of
Lancaster: Dept of Linguistics and Modern Language.

van Leir, L. (1988) The classroom and the language learner. London: Longman.



135

van Leir, L. (1990) Ethnography: bandaid, bandwagon or contraband? In C. Brumfit and
R. Mitchell (eds) Research in the language classroom, pp.33-53. London:
Modern English Publications and the British Council.

Vann, R. J. and R. C. Abraham (1990) Strategies of unsuccessful language learners.
TESOL Quarterley. Vol 24, No 2: 177-198.

Verhoeven, L. T. (1991) Predicting minority children's bilingual proficiency: child, family
and historical factors. Language Learning. Vol 41, No 2: 205-33.

Wadden, P. (Ed) (1992) A handbook of teaching English at Japanese colleges and
universities. Oxford: Oxford University Press.

Wajnryb, R. (1994) The practice of supervision in adult TESOL teacher preparation: an
historical account of current trends. The Journal of Teaching Practice. Vol 14,
No 2: 44-51.

Walker, J. (1995) International students’ perceptions of quality of service in faculty of
Business Studies at Massey. Unpublished M.A. thesis. Palmerston North, New
Zealand: Massey University.

Waters, M. and A. Waters (1992) Study skills and study competence - getting the
priorities right. ELT Journal Vol 46, No3: 264-273.

Wear, S. B. and J. C. Harris (1994) Becoming a reflective teacher: the role of stimulated
recall. Action in Teacher Education. Vol 14, No 2: 45-51.

Webster, A. (1994) Learning styles to suit the individual. Evening Standard. Palmerston
North, Sept 10.

Wenden, A. (1990) Helping language learners think about learning. In R. Rossner and
R. Bolitho (eds) Currents of change in English language teaching, pp. 161-175
Oxford: Oxford University Press.

Wenden, A. (1991) Learner strategies for learner autonomy. Hertfordshire, USA:
Prentice Hall.

Wertsch, J. V. (1991) Voices of the mind: A sociocultural approach to mediated action.
Cambridge, Harvard University Press.

Wigzell, R. and S. Al-Ansari (1993) The pedagogical needs of low achievers. Canadian
Modern Language Review. Vol 49, No 2: 302-305.

Wiseman, R. L. and J. Koester (eds) (1993) Intercultural communication. California:
Sage Publications.

Wood, P. L. (1992) Teaching our students - adapting teaching styles to cultural and



136
class differences. SE7. Wellington, NZCER. No 2, Item 9: 1-6.

Woods, D. (1996) Teacher cognition in language teaching: beliefs, decision making
and classroom practice. Cambridge: Cambridge University Press.

Wright, T. (1990) Understanding classroom role relationships. In J. C. Richards and D.
Nunan (eds) Second language teacher education, pp. 82-95. Cambridge:
Cambridge University Press.

Wyatt-Smith C. and E. Burke (1996) Rethinking literacies in university education:
perceptions of Australian non-English speaking background students. Fnglish in
Ausiralia. Vol 115: 43-51.

Young, D. J. (1991) Creating a low-anxiety environment: what does language anxiety
research suggest? Modern Language Journal. Vol 75, No 4: 426-437.

Zeichner, K. M. (1993) Alternative paradigms of teacher education. Journal of Teacher
Education. May - June: 51-57.

Zuber-Skerritt, O. (ed) (1984) Video in higher education. London: Kogan Page.



137

APPENDIX 1.1: Introductory Letter to Subjects

=),

e,

MASSEY
UNIVERSITY

Private dag 11222
Palmerston North

New Zealand
Telephone i)-A- 156 9090
Facsimile 0-0-3150 5631

20 February, 1995 insimdcd

DEPARTMENT OF
LINGUISTICS AND
SECOND LANCUAGE
TEACHING

Dear

I would like to introduce myself. As you know, I am a Lecturer in Teaching English to
Speakers of Other Languages at the College of Education in Palmerston North. I have taught
for a good many years in New Zealand schools, but in the last twelve years I have worked
with students from non-English speaking background and their teachers. This year I am also
working with the Department of Linguistics and Modern Languages at Massey University. [
am carrying out research on New Zealand classrooms and ideas about these.

As part of this research, we hope to video tape two classes taught by your associate teacher
on each of your teaching sections this year. You will be asked to fill in a checklist while we
are making the video. After the class, we will look at the lesson again on the video tape and
will talk about your check list. If you agree, these discussions will be audio taped. I would

also like all the students involved in this research to meet as a group at my house about twice a
term to have coffee, to chat, and sometimes to look together at any particular video tape that
is interesting.

If you do agree to take part you will have opportunities to discuss, compare, analyse and
describe teaching and learning situations in New Zealand with me. This may be useful to you

in your course of study.

You can ask me any questions that you want to about the research and your part in it at any
time. '

If you are willing to take part in this research, please sign your name on the next page.

[ would value your participation in this project and look forward to the opportunity of
working with you this year.

Yours sincerely,

Penny Haworth
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MASSEY
UNIVERSITY

Private Bag 11222
Palmerston North

New Zealand
Telephone 0-6-156 9099
Facsimile 0-0-390 5633

FACULTY OF
HUMANITIES

DEPARTMENT OF
LINGUISTICS AND
SECOND LANGUAGE
TEACHING

[ freely consent to taking part in the research as described on the attached page. I understand

the purposes of the research and have had opportunities to ask questions about it.

I am willing to give the researcher access to my enrolment details and I agree to supply the
researcher with additional background information. I know that I may decline to answer any

particular questions in the study and am free to withdraw from the study at any time.

I understand that my name will be kept confidential and not linked to any information that [

provide.

signed
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APPENDIX 2: Characteristics of the Subjects

Table 3.2

Characteristics of the Research Subjects

I I I v

age 20 years 28 years 29 years 32 years

sex male male male female

ethnicity Japanese Japanese Japanese Hong Kong
Chinese

previous Graduated high BA from Japan BA from Japan BA from Waikato

education school in Japan University, NZ

previous Holiday work in Reporter and English teacher at ~ Teacher in a

employment take-away editor in Japan a Juku or Cram Kindergarten in

restaurants

school 1n Japan

Hong Kong

previous travel
overseas prior to
1995

2 short visits to
NZ; one year of
English study in

| short visit to
Singapore; one
vear of English

1 short visit to
USA and Canada
in 1989; 1 visit to

2 short visits to
NZ; completion
of BA in NZ

NZ study in NZ Korea in 1990 prior to 1995
status full fee-paying full fee-paying full fee-paying permanent
resident
pre-service primary secondary secondary secondary
programme (Div A) (Div ©) (Div C) (Div C)
1996 2nd year primary  employed in a employed in a employed n a
status pre-service New Zealand New Zealand New Zealand

programme

secondary school

secondary school

secondary school
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Personal Information
Given Name(s):
Family Name:
M/F Age Date of birth
Address in Palmerston North:
Telephone (Palmerston North):
College of Education division: College Box
Country of birth: Home country/town

Educational level before coming to New Zealand:

Language(s):

spoken written learning time learning method

proficiency

Language background of parents/family/close friends:
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Place in family:

Date of arrival in New Zealand:

Occupation prior to arrival at the College of Education:

Previous overseas travel experiences:

Reasons for coming to New Zealand:

Intended use of NZ teaching qualification:

Other people known in New Zealand:

Interests and hobbies (in home country):

Interests and hobbies in New Zealand:

Intended length of stay in New Zealand:

Next holiday in home country:

How do you feel about staying in New Zealand?
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APPENDIX 4: The Initial Interview Schedule

INITIAL INTERVIEW SCHEDULE

Which schools have you visited so far in New Zealand?

Can you tell me any things you particularly noticed about the schools you have
visited?

How is learning different in New Zealand?
- What do students do that is different from your country?

What are the teachers like in New Zealand schools?

Are there any ways that teachers are the same as in your country?
(Japan/Hong Kong)

Are there any differences between teachers in New Zealand and the teachers
who taught you in your home country?
- What do they do that is different?

What do you think about the students in New Zealand schools?
- Is there anything in particular which makes you feel this way about
the students?

What about the physical environment in the schools?
- What do you notice about this?

Are there any things which you like about New Zealand schools?

How would you mark New Zealand schools out of ten?
(10 out of 10 is excellent)
- What do they need to get 10/10?

In comparison, how would you rate Japanese/Hong Kong schools out of ten?
- Can you explain why you have given this rating?
- What do they need to get 10/10?

Can you describe your idea of
- an ideal learning situation?
- an ideal teacher?

At this time, how are you feeling about teaching in New Zealand schools?
- Do you think it will be a good experience?
- Why, or why not?
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APPENDIX §: Final Version of the Semantic Differential (SD) Scale

Instructions for research exercise

1. Observe

. Sit quietly and watch the class for a while.

. If you wish, you may move to help you hear better or see what the pupils are doing,
but remember not to get in front of the video camera.

2 Fill in the checklist

. When you have seen the main part of the lesson, you can begin on the checklist.
Remember to mark the scale as you did in the practice exercise.

. Work steadily to the end. Don’t spend too much time on any one item.

. If you wish, you may make brief notes on the paper, in English or your first language,
to help you to remember particular points from the class.

. If you run out of time, you should finish the checklist inmediately after the class.
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This learning situation:

~is what I expected

“is traditional
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1995 Timeline for Longitudinal Study

PNCOE ' PNCOE
year starls year cnds

Subjects Stimulated
contacted Recall Pilot

Subjects First Initial Practice Final
identified Meetings Interviews  Exercise Interview
30 Jan Feb March April May June July Aug Sept Oct Nov 1 Dec
Round 1 Round 2 Round 3
Teaching Teaching . Teaching
Praclice ? Praclice 7 Praclice 3
Visits Visils Visils

Notes:
1. Teaching Practice for subjects in Div C and Div A did not coincide exactly, hence the time spread, especially in Teaching Practice 1wo.

2. Two Div C Teaching Practices were considered to be out of the researcher s reach, in Gisborne and Nelson. In these cases, the Teaching

Placement was used as a substitute.

9 XIANAddV

YO1BISIY Y} JA0J Ul dul

|
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APPENDIX 7.1: Introductory Letter to Schools

=/,
et

MASSEY

UNIVERSITY
12 November [996

Private Bag 11222

Paimerston North
M New Jealang
2 Telephone 1)-0-3%6 A0
i i Facsi Yotrs 2 EPETY
The Principal acsimile 0-0-350 5633

FACULTY OF
HUMANITIES

DEPARTMENT OF
LINGUISTICS AND
SECOND LANGUAGCE
TEACHING

Dear M

[ am writing to request your help with research I am doing towards a Master of Arts Degree in
Second Language Teaching through Massey University, Palmerston North. The topic [ am writing
my thesis on is Cultural Perceptions of Learning Situations: Overseas Students in Their First
Year of Teacher Education in New Zealand.

As part of the research, [ would like permission to video tape one class taught by the associate
teacher of M , a first year student teacher from the Palmerston North
College of Education, at your school for teaching practice this term. While the video tape is being
made, the student teacher involved in this project, will fill in a check list which will aim at
analysing his cultural perceptions of the classroom situation. After the class, the student teacher
will review the lesson on the video tape and will talk with me about his check list. The advantage
of video tapes is that they provide the student teacher with real classes to discuss.

[ feel it is important to emphasize that neither the school, nor the pupils, nor the individual teacher
will be subjected to scrutiny. The focus of the research is on the general features of New Zealand
classrooms, including interaction patterns, class structuring and typical learning and teaching
activities. I would also like to assure you that all information is collected anonymously and that
the names of the schools, the pupils and the teachers who take part in the video tapes will be kept
confidential. If the school is interested in the results of this research I am happy to provide
feedback to staff either individually or in groups at a later date.

If you should require further information on this project you are welcome to contact either Dr
Noel Watts or Dr Cynthia White in the Department of Linguistics and Second Language Teaching
at Massey University. I will also be telephoning in the next few days to answer any questions you
may have and to discuss any further procedures which would assist in gaining your school's
informed consent to carry out this research. A mutually convenient time can then be arranged with
the teacher concerned.

Yours sincerely,

Penny Haworth (Mrs)
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APPENDIX 7.2: School Consent Form

=/,
|

BN

MASSEY
UNIVERSITY

Private Bag 11222
Palmerston North

Mew Zealand
Telephone 0-0-356 9099
Facsimile 0-0-350 5633

FACULTY OF
HUMANITIES

CONSENT FORM

DEPARTMENT OF
LINGUISTICS AND
SECOND LANCUAGE
TEACHING

[ freely consent to the school taking part in the research as described in the attached letter. |
understand the purposes of the research and have had opportunities to have my questions
answered to my satisfaction. [ know that I can ask further questions at any time.

I am willing to give the researcher access to a class in my school for the purpose of video
taping a lesson. [ also consent to the student teacher filling out a checklist while the video is
being made. [ am satisfied that the correct people have been consulted with regard to informed
consent for this project. | understand that the name of the school and that of individual
teachers, student teachers and pupils taking part in the research will be kept confidential.

I also understand that the school is free to withdraw from the study at any time.

signed date

name position

school
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APPENDIX 8: The Pilot Semantic Differential (SD) Scale

Please draw an X on the dotted line to show what you think.
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APPENDIX 9.1: The Practice Exercise

Practice Exercise
This is a practice, so please ask questions if you do not understand.
The checklist you are going to use shows two words/ideas with opposite meaning.

In berween the two words/ideas there is a scale for you to mark.

Please ook at the example in the box befow:

beautiful / not beautiful

If you make a mistake, cross it out, then make a new mark, eg

beautiful > ! not beautiful

How yott are going to try.
First look at the example checklist filled in by someone else.

Next, I will show you a picture and you will mark a short checklist.

I think this picture is:
like my home country not like my home country
beautiful not beautiful
traditional not rraditional
peaceful not peaceful

After the checklist is finished, you talk about your ideas and give examples from the video.
Can you show me parts of the picture which made you mark one item on the scale?

Now look at the scale on the research sheet. Please tick the items you understand.
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APPENDIX 9.2: Visual Stimulus Used in the Practice Exercise
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APPENDIX 10: The Final Interview Schedule

Final interview with research subjects

Section 1 - Review - 15 minutes from tape |

.

This learning situation:

is modern e ' , is traditional

is comfortable is not comfortable

is competitive : is not competitive

atiows students Does not allow

to develop ‘ ' : » students to

independent : : develop

learning skills S oae i o tindependent
learmng skills

shows my ideal S does not show my

teaching model ' ‘ : ' ideal teaching model

isanideal - ~ isnot an ideal

learning situation : : . learning situation

| : : .
{Section Two - intercultural comparisons

* How would you mark NZ learning schools out of 10? (10/10 is excellent)
- Can you explain this rating?
- What do they need to get 10/10?

* How would you mark Japanese/Hong Kong schools out of 10? (10/10 is excellent)
- Can you explain this rating?
- What do they need to get 10/10?

* What do you feel is most different/surprising about learning situations in NZ?

‘Section Three - the future

* Imagine that a student from your country is coming to the College of
Education to study next year.
- What would you tell them to expect at College?
- What would you tell them to expect in the schools?

* At this time, how are you feeling about teaching in NZ schools?
- in the short term?
- in the long term?





