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ABSTRACT 

There is a general need for Australian universities to obtain some conception of the  
cultural expectations and cultural adaptation experienced by East Asian students when  
they come to study at these institutions. In view of the large number of East Asian  
students currently studying at Australian universities there is a need to establish some 
understanding of these differences and to promote measures that will allow them to 
develop full value from their studies. This study specially focuses on four students from 
East Asia, studying in education, environmental education and modern Asian history,  
areas which emphasize opinion formation and generally require greater language skills 
than the mathematics and science areas. Interviews were held with the four students over 
approximately one year in which selected topics were used relating to approaches to 
knowledge and preferred learning styles, relations with teachers, expression of opinion  
and written and oral skills. Some use was made of the students’ responses to a  
quantitative questionnaire which had been translated into the students’ home language.  
Interviews were also held with four of the students’ teachers and some analysis was made 
of the students’ writing skills.  

The data were analysed using the framework indicated by Miles and Huberman (1984a; 
1984b), by which specific theories and concepts were applied to organize and to establish 
features of value in the data for the research. The analysis also made some use of the 
phenomenological approach in which some attempt is made to understand the students’ 
view of reality as perceived from another culture. The multiple case study was selected as 
the most suitable approach where students’ views could be linked and compared and thus 
present greater validity for the research than would be available from a single case study. 

The assumption was made at the beginning of the research that cultural factors do play a 
significant role in the students’ adaptation, as distinct from language difficulty. The 
students were encouraged to describe their own pattern of learning and also their 
difficulties in the course work. Certain theories relating to the role of the individual in the 
collective society and hierarchy and modes of learning and some consideration of Asian 
values were applied to the students’ responses in the attempt to interpret their behavior. 
Some discussion was held with the students about these factors as well as their  
educational progress.  

While allowing for the differing experiences of each student in the study, the results gave 
some indication that cultural factors were present in the students’ expectations and study 
experience and needed to be taken into account in relation to their adjustment needs. The 
long-term significance of the study may lie basically in its capacity to map out the 
individual responses together with value judgements of the students which can be 
developed in further studies. Accepting the role of culture, educators at Australian 
universities need to consider the role of schooling in those countries, the concept of the 
teacher and the interpretation of “value” in knowledge, factors which follow from the 
present research. 
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1 BACKGROUND TO STUDY 
                           

1.1 Introduction

The thesis examined the cultural adaptation of tertiary students from East Asia as they negotiated 

the academic demands of courses, both undergraduate and postgraduate, in the social sciences  

and humanities at an Australian university. This was done through four separate but comparable 

case studies of four students, one each from Japan and South Korea and two from Taiwan,  

through comparison and investigation of their responses in a series of interviews and one 

quantitative questionnaire. Interviews were also held with lecturers from one of the courses 

attended by each of the students. The themes presented to the students were comparable and the 

subsequent interview data offered material for comparison in accordance with the guidelines 

recommended by Miles and Huberman (1984a; 1984b). By using a phenomenological approach 

with some of the material it was also hoped to gain a valid picture of the students’ own  

expectations and interpretation of their cultural experience in adapting.  

Two issues were focal to the research. Firstly there was the success or otherwise of the East Asian 

students in transferring from an educational system stressing memorization and conformity  

(Milner, 1994, Davies, 1996) to one where a critical approach and some autonomy in the learning 

situation were required (Hird, 1996, Bailin Song, 1995). Secondly there was the role of cultural 

causation as perceived by the students, as producing factors hindering their adjustment or in some 

cases aiding it. All the students save one had done some post-secondary study in their own 

countries. 

1.2  Background and Rationale for the Research 

The background for the research was necessarily seen in the context of the dramatic rise in the 

number of students from East Asia attending Australian universities. In 2003 students from 

overwhelmingly Confucian North-East Asia totalled 56,885 and if one adds the substantial 

numbers from Singapore and Malaysia, just over half the students in Australian universities in  

that year were from countries or ethnic groups influenced by Confucian traditions (Department of 
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Education, Science & Training, 2004; see also Appendix C). In 1986, following a period in which 

tuition fees had been abolished for both Australian and overseas students full fees were 

re-introduced for overseas students. But this cost, to which must be added the expenses of living 

temporarily in a foreign country, has not apparently affected the desire of East Asian students to 

gain qualifications at Australian universities which rose from 21,015 in 1989 to 72,183 in 1998 

(Department of Education, Science & Training, 2001). Unquestionably financial requirements and 

problems associated with using a second language in their study have figured highly in the 

adjustment of East Asian students (Burke, 1986) but there is a need to consider cultural factors, as 

perceived by the students, as also acting on their adjustment.   

The adjustment and the achievement of East Asian students (as defined) remain very creditable,  

in Australia and the U.S.A. and other English-speaking countries. However two factors were 

pertinent to the study. Firstly, the specific demands of courses in the social sciences and  

humanities are more culture-specific, requiring knowledge of a particular culture. They generally 

require higher language skills and perhaps a specific cultural adjustment in which the student is 

required to see both himself/herself and the learning context from a new perspective (Tan &  

Farrell, 2001). A series of studies by Hird (1996; 1997; 1999) suggested that the cultural 

adjustment constituted a specific difficulty which was not easily surmounted by the East Asian 

student. Houghton (1991) described the difficulty in achieving “autonomy”, that is, self-directed 

learning, for an East Asian learner coming from a country and society where authority structures 

and rote learning are paramount. Hird (1999) emphasized the wide difference in culture between 

East Asia and the West in his study of a Chinese postgraduate student, a difference which seemed  

to constitute a major barrier to East Asian students studying in the Western mode.  

1.3     The Qualitative Approach 

In practice little qualitative research seems to have been done on cultural influences relating to 

overseas students’ progress in the social sciences and humanities apart from those cited. Studies  

by theorists of the SAL school (Student Approaches to Learning, see Watkins, 1996a) have 

considered East Asian students’ use of memorization and strategies such as informal group 

discussion as alternate cultural-specific ways of achieving conceptual understanding (Kember & 

Gow, 1991; Volet, Renshaw & Tietzel, 1994; Watkins, 1996b; Tang, 1996): however, these have 

mainly focused on one aspect of learning and do not specify the social sciences and humanities as 

foci of study. There have also been a number of studies using specific cultural difference 
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parameters such as locus of control, decision-making and conflict avoidance, to measure 

differences of students in East Asian countries and English-speaking countries on a quantitative 

basis, which generally indicated some cultural distinction between the respective societies (Mann 

et al., 1998, Chiu & Koinsky, 1994, Chiu, 1987, Chan, 1989). However these generally failed to 

consider students’ explanations in their own words, their understanding of cultural difference and 

how this was linked to their study. The failure to consider the individual response seems to have 

been a general drawback in quantitative studies. 

What is needed is a study that can provide some explanation of how cultural factors in the  

students’ background can be linked to their academic progress (this was indicated in some of  

Hird’s studies, previously cited). Ballard and Clanchy (1991a) perceived culture as a neglected 

factor in staff interaction with overseas students, where language and instruction in essay writing 

were seen as the most significant factors: however, in foregrounding culture it was necessary to 

consider the very elusive and subjective nature of this concept (Schweder, 1999). The research  

has not sought final answers but rather depended on analysis and comparison of students’ views  

in relation to cultural concepts taken from the relevant literature. By use of the multiple case  

study approach and keeping to selected themes it was hoped to produce and elaborate a number of 

issues which could be considered on a comparative basis by comparing and relating factors with 

each of the students. It was also hoped to produce a reasonably viable picture of the student in 

which he/she was perceived as an individual with distinct characteristics but always aware of the 

cultural difference and able to give this some expression. 

There seemed a clear value, then, in establishing students’ views on this highly relevant topic in 

relation to how they assess learning material and what they actually do, and their assessment of 

background culture as a factor impeding and at times aiding them in their adjustment progress. 

1.4 Research Questions

The main research question was framed as follows: How are the learning expectations and 

learning styles of East Asian students affected by cultural factors when they attend an Australian 

university to study courses in the social sciences and humanities, in subject areas that place a  

high value on personal interpretation and use of student initiative. This presupposes the need to 

consider and adopt a different style of learning in which the student is expected to be critical and  
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to present a personal opinion, factors that are especially significant in the history, education and 

social science areas where the students in this research do their study. The critical approach as 

considered in the research presupposes the ability to develop ideas which are not just taken from 

books but represent an amalgamation of ideas, evaluation of others' ideas and a critical attitude to 

differing interpretations. Although the creativity of the student plays some role in these areas, it 

remains necessarily subordinate to the critical faculty (see 6.2). 

Following from the main question a set of subsidiary questions needed consideration. 

1. How do East Asian students perceive knowledge in relation to their own learning needs  

and what do they consider to be the preferable method of acquiring it? 

2. How effectively do East Asian students utilize motivation in those difficult areas in the 

social sciences and humanities where commitment, interest and adaptability are usually 

considered essential for success?  

3. How do East Asian students manage in developing and presenting their own views as a 

result of their own reflection, as distinct from the unreflecting use of material presented in  

the texts and by the teacher? 

4. How do East Asian students relate to the learning situation where the teacher can no  

longer be considered as a direct source of ideas but where a new form of interaction is  

necessary to guide the student towards some autonomy? 

5. How do East Asian students relate to the oral learning situation where it is considered 

necessary to interact with other students in the learning context as a necessary step in the 

development of the students’ ideas? 

The thesis specifically considered motivation and interest as significant factors in the students’ 

choice of learning style in accordance with SAL (Student Approaches to Learning) theorists and 

the students' necessity to recognize and achieve an effective deep style of learning (Biggs, 1987;  

1993) as required in the social sciences and humanities. Kruglanski's theory relating to the 

individual's open or limited reception of knowledge was also applied to the research (Kruglanski, 

1989) with other relevant theories as discussed in the Literature Review and Methodology. The 
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thesis also considered Hofstede’s concepts of collectivism and individualism (Hofstede 1980; 

1986): in a collectivist society the individual and his/her interests are committed to a group  

whereas in the individualist society the individual's interests are paramount: in the large power 

distance society, power as held by those in society is seen as less subject to question than in the 

small power distance society: in the high uncertainty avoidance society safety in social relations 

and avoidance of risk-taking are predominant in contrast to the low uncertainty avoidance society. 

Applied to the learning role and perceiving these as cultural influences, the learner with the 

individualist orientation may be better able to establish commitment and the "learner's voice" as  

an individual (Cadman, 1992) in what he/she does; the learner with the low power distance 

orientation may be less ready to accept ideas unquestioningly from more powerful "others" in the 

learning context; in the low uncertainty avoidance society the learner may be able to demonstrate 

more "risk" in presenting his/her views to others. Collectivism, large power distance and high 

uncertainty avoidance are described by Hofstede as characterizing the countries of East Asia 

(Hofstede 1980; 1983; 1986). These categories, however, represent a simplification which  

requires elaboration and more strictly cultural interpretation in the research but do indicate 

influences which may inhibit the learner from different cultures from establishing a truly critical 

stance as required in the new culture.  

1.5 Justification for the Research  

There seems a clear need to introduce a study which focuses on culture causation in general terms, 

given the current quest for greater cultural understanding in pedagogy in Australian universities 

and the contemporary feeling that the Asian difference should not necessarily be seen as a  

"deficit" to be met as speedily as possible in remedial terms as was considered the case in the past 

(cf., Ryan & Hellmundt, 2005). Today, the overseas student should preferably be directed to

employ desirable critical approaches in a context of teacher empathy and cultural understanding. 

This understanding should include awareness by the teacher of his/her own cultural standpoint  

and "difference" as well as that of the student (cf., Carroll, 2005). The educational systems of  

East Asian countries over the past decade have given increased attention to educational  

innovation, such as advocating greater autonomy for educational institutes and more scope for 

initiative, e.g., Choo (2000) in Korea, Usuki (2001) in Japan and Yang (2001) in Taiwan and  

there has also been some interest in the recent Western developments such as the constructivist 

approach to learning (cf. studies by Kawachi, 2003; Kim, 2005; Wu & Tsai, 2005), but these  

trends are also balanced by a perceived need to maintain specific traditions in education (Lee,  

2004; Yang, 2001). The new developments, however, make it more likely that East Asian  
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students from those countries will be better enabled to understand and adapt more readily to the 

rationale of the Western critical approach; which does not, of course, cancel the need to provide 

sensitive help and direction. Hopefully a research study that links learning style and culture will 

contribute to a desired understanding. Given that inadequate understanding was shown to the 

earlier students coming to Australia, the fact that the students in this study belonged to a later  

influx means that some perspective can be applied in the research with readiness to discard  

simple solutions such as blaming the schooling or applying over simple attributes such as 

"passivity". Hopefully this perspective can take account of students' awareness of what is required 

in the new learning.  

Added to this is the momentum of the vastly increased number of East Asian students coming to 

Australia and their increasing proportion of the overall student intake (Ryan & Carroll, 2005).  

Thus, it is correspondingly more important to demonstrate awareness of this dimension and to 

devise strategies that will assist understanding and eliminate wasted time and student frustration, 

avoiding the predicament of the highly motivated postgraduate Chinese student in Houghton's 

study who is unable to discover "what the lecturers want from us" (Houghton, 1991, p.76). In  

view of this increased number it is also to the advantage of Australian universities to show 

awareness of the likely image of the university that will be taken back by East Asian students to 

their home countries. By establishing a more effective cultural context for CHC students' learning 

in accordance with the aims of this research, university teachers and staff can assist in presenting  

a positive image to the students. In addition, with some recognition of the particular perspective 

that East Asian students bring, it is possible that an Asian perspective could be given more 

prominence than heretofore, and introduced more specifically to the social sciences and  

humanities areas. Thus the social science and humanities, figuring in this study, may come with 

appropriate direction to have a focal role in furthering intercultural understanding. 

It can also be hoped that inter-cultural awareness, developed in Australian universities, will  

extend to Australian society generally and increase intercultural awareness of East Asian societies, 

their viewpoints and developments, and assist Australia in its endeavour to establish cultural and 

economic links with Asia.
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1.6 Summary of the Research 

Chapter 1 provided a background, rationale and some indication of the likely value of the research. 

Chapter 2 contained the Literature Review in which some idea of the difficulties but also 

achievements of East Asian students was provided and it also included some discussion of 

theoretical issues occurring in the research. Features of the Literature Review helped establish a 

theoretical context for both interview data and subsequent examination of data.  

Chapter 3 described the theory of the methodology, the justification for its use and an outline of its 

application, which basically involves comparison and in-depth analysis of the students’ views,  

and some description of the students’ background. 

In Chapter 4, beginning the data analysis, the researcher examined the students’ views of 

knowledge as a concept, what it could achieve for the individual and how it was best acquired. In 

Chapter 5 the research analysed the students’ interest in and motivation for their respective  

subject areas. In Chapter 6 the students were asked to describe their approaches to writing and 

their capacity and opportunity to use their own ideas. In Chapter 7 the students were asked to 

describe their relationship to teachers in their courses. In Chapter 8 the students were asked to 

describe their interaction with other students in tutorials and group work. Here, as in Chapter 7, 

cultural factors seemed to play a role as well as factors of personality. 

In Chapter 9, the conclusion, the results of the analysis were summarized and evaluated with  

some reference to the individual experiences of the students. Recommendations for future action  

as well as further research were made on the basis of the findings in Chapter 10.

1.7  Conclusion 

The preceding discourse has provided some justification for the study.  There appeared a need to 

examine processes of adjustment in relation to cultural factors, even if this was necessarily 

exploratory. Given the achievement of East Asian students in mathematics and science-based 

subjects it seemed worthwhile to consider their progress in the soft sciences and humanities, in  
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areas requiring a greater projection of the “self” and of one’s own ideas than in the hard sciences, 

mathematics, science and business, and to see what factors were important in their progress. 

1.8  Definition of Terms 

Following the definition of Ho (1991) the term Confucian Heritage Culture, abbreviated to CHC, 

has been used to designate students coming from Japan, Korea, Taiwan and the People’s Republic 

of China, countries influenced by the traditions of the Chinese sage Confucius, and also to refer to 

those countries themselves. It has also been used to describe students of a Chinese background 

coming from Singapore, Malaysia and Hong Kong although students from these areas did not 

feature in this study. All these areas are generally characterized by a zeal for education (Yee,  

1996), and a hierarchical view of education in which it is seen as improper for the student to 

question the teacher (Davies, 1996). South Korea has been generally referred to as "Korea" in the 

research. 

To avoid using the terminology “lecturer” or “tutor”, etc., the academic teaching staff has been 

simply described as “teacher” unless some special reason occurred for making a distinction. 

Because of the frequency with which reference was made to the SAL theorists (Student 

Approaches to Learning) the term has been simply referred to as SAL. The general term 

“humanities and social sciences”, referring to subjects where theories are speculative rather than 

established as in the strict sciences, has also been referred to as the SS&H. In the research  

education has been included as a social science because of its theoretical aspect although it has a 

marked component of practice, and the area of modern Asian history and society, referred to 

generally as “Asian Studies” and also comprising a variety of theories, is also considered as one  

of the social sciences. The term L2 will be used to refer to a student's use of English as a second 

language, compared to L1 referring to the home language of the student. 

Because there was some confusion between the terms “learning style” and “learning strategy” the 

first term was used in preference to describe the student’s habitual approaches to learning and 

his/her learning behavior and actions appropriate for these. Biggs more specifically defined 

“learning strategy” as related to the student’s choice of “strategy” in relation to a particular task 

while “learning style” referred to the general disposition of the individual to employ certain  
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strategies (Biggs, 1988, p.185). In this research the term “learning strategy” has only been used 

where emphasis is made to a particular application of methods in relation to a particular context. 

Further discussion of learning style is found in 2.2.1 in the Literature Review.
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2 LITERATURE   REVIEW 
        

2.1 Introduction 

The Literature Review has reviewed literature dealing with possible influences of cultural factors 

on learning styles followed by some consideration of underlying cultural attitudes which were 

likely to have some effect on the students’ academic work. After an overview of some studies 

dealing with the adaptation of CHC students an attempt was made to place East and West, as 

understood in the research, as distinct constructs with specific patterns of differences in regard to 

views of learning and some explanation of the more dynamic Western view of knowledge (cf., 

Kruglanski, 1989). The cultural factors were then considered, with emphasis on Hofstede’s 

dimensions of collectivism-individualism, power distance and uncertainty avoidance (Hofstede, 

1980) with some supporting literature showing how these factors affect patterns of thinking, react 

on learning style and also determine the educational practices of CHC countries. Learning styles 

were then considered in more detail, with some indication of their use by and relevance for CHC 

students. The Review then focused on the specific characteristics of surface or superficial 

learning approaches and the learning approach marked by conceptual understanding, a distinction 

that has some relevance for CHC students, given their tendency to use memorization in the 

Western learning context (Samuelowicz, 1987): however it seems that certain forms of 

memorization are successfully employed by CHC students to gain high marks despite the 

common assumption that this marks an inferior style of learning (Biggs, 1996). The review also 

considered studies of writing approaches linked to use of argument and the distinction between 

global and analytical learning styles. Features of the Review have provided a context for direction 

of the interviews and subsequent analysis of data.  

Although the terms “overseas students” and “Asian students” have been used in some articles 

reviewed here, in the Australian context it can be assumed that these are from predominantly 

CHC areas or are of CHC culture as applied to ethnic Chinese from Malaysia (Appendix C). 

Where feasible, the CHC background of the students has been identified. 
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2.2 Setting the Context of the Research

2.2.1  Definitions of Learning Style 

A crucial task for this research was to establish some definition of learning style. Schmeck (1988) 

defined learning style as a relatively stable disposition in the learner which was linked to 

personality and was distinct from learning strategy, which represented the pattern of tactics which 

were employed to achieve a specific learning outcome. As well as representing the individual’s 

style of processing information, learning style contained factors of motivation, attitude to task and 

predisposition to use certain strategies. Keefe in his often-cited definition of learning style  

emphasized its relative stability: 

   “the characteristic cognitive, affective and psychological behaviors that serve as relatively 

    stable indicators of how learners perceive, interact with and respond to the learning  

    environment”.                                     

                                                -   (Keefe & Monk, 1986) 

                                                                                               

Lawrence (1984) linked the cognitive aspect of learning style with factors of choice, interest and 

initiative in the learner:  

 “firstly, cognitive style [is described as] being preferred or habitual methods of mental   

functioning: secondly, patterns of interests and attitudes acting on the person: thirdly, a search 

for situations compatible with one’s learning patterns: finally a disposition to use certain tools 

and strategies and avoid others in the learning task” (Lawrence, 1984).  

In broad terms, learning style seems to comprise some individual choice in relation to the activity 

or set of activities, habitual patterns of thought in the learner, and affective elements relating to 

motivation and commitment to the task. One can perceive learning styles as characterizing 

individuals but also representing certain general patterns of behavior or ways of thinking acquired 

from others in which cultural influences are likely to be present.  
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Biggs demarcated styles from strategies, indicating that learning strategies were more concerned 

with one’s perception of the task at hand: 

  “Styles are stable ways of approaching particular tasks that are characteristic of individuals,  

         while strategies are ways of handling particular tasks: styles are focused on the person, 

         strategies on the task”                                 (Biggs, 1988, p.185) 

                                                                

More (1990), however, considered that the distinction between learning styles and strategies was 

by no means clear in the literature, the latter being only differentiated by showing a more specific 

relationship to the task at hand. In practice it is difficult to make a clear distinction in this 

research, given the nexus between the two and the need in the research to interpret explanations 

of subjects over the cultural barrier. What is clear, however, is that a general disposition to 

employ a learning style and a specific choice to relate this to a situation is likely to reflect the 

cultural background of the learner to a greater or lesser degree. The task of this research is also to 

consider cultural influences in factors of motivation and readiness to persist in a task and to vary 

strategy where necessary, given that these factors also relate to individual dispositions present in 

the subjects.  

2.2.2   Definitions of Autonomy  

Following from a consideration of the self-directed activity of the learner it is useful to establish 

some definition of autonomy as considered desirable in the Western learning situation. 

“Autonomy” is a preferable term to “independent” as the truly “independent” learner may only 

exist in exceptional circumstances in someone who is thoroughly aware of his/her learning needs, 

capabilities and the necessary skills required in the faculty and this category certainly does not 

apply to most CHC students studying at Australian universities. 

Dearden (1975, p.7) described the autonomous person as one who was able to question the ideas 

of others and who did not take for granted what was offered in the academic situation. The learner 

was able to define what he/she wants and to make a choice between alternatives “in ways which 

could exhibit the choice as the deliberate outcome of his own ideas and purposes” (Dearden, 1975, 

p.7).
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Describing the adult learner, Knowles et al. (1998, pp.123-125) emphasized the need for the 

learner to have control over his/her own learning, with an awareness of specific needs, strategies 

and factors that would be used in the attainment of his/her goals. They admitted, however, that 

some students might prefer structured courses while maintaining a wish for “personal” autonomy 

in relation to their goals. They also emphasized the importance of dialectic thinking for the 

independent learner with the capacity to face contradiction in the learning material and to make 

compromises where necessary (pp.176-7). However this model of the completely self-acting, 

self-monitoring adult learner is probably not applicable to the average CHC learner at an 

Australian university.  

Nevertheless the ideal remains of encouraging a greater sense of autonomy in the learner. In a 

scale devised to test the readiness of adults to undertake learning Guglielmino (1977) described 

the following factors as most significant:

       1.    self-concept as an effective learner 

       2.    openness to learning opportunities 

       3.    initiative and independence in learning 

       4     acceptance of responsibility for one’s own learning 

       5.    love of learning 

       6.    creativity 

       7.    ability to use basic study skills and problem-solving skills 

       8.    positive orientation to the future 

           

If factors 2, 5 and 8 are included as a part of “motivation” and 7 disregarded here as concerned 

with focused learning skills there is a concept of motivation which includes feelings of self-worth, 

an assumption of likely future success. With factor 3 there is the attribute of initiative which can 

be linked to a specific view of the role of the self and can be related to 4, “acceptance of 

responsibility for one’s own learning”. With factor 6, “creativity”, one can consider the ability to 

generate multiple responses where the individual can be truly creative (Tegano, 1990).  

The broad concepts of motivation, initiative and creativity provide a useful measure to consider 

the progress of CHC students, and are linked to concepts of one’s worth, one’s relationship with 

others and one’s adaptability in facing ambiguous learning situations. These can be linked to the 

SAL emphasis on students’ approaches to learning featuring in this research. 



14

2.2.3    Use of Terms “East” and “West” 

In practice the terms “East” and “West” are European inventions that developed in relation to 

European colonial enterprise in Asia in past centuries and the term “East” was not specifically 

perceived by Chinese or East Asians or the peoples of India as applicable to themselves, each 

considering themselves centers of civilization (Hay, 1970). As a result of the somewhat 

temporary success of Europeans in partly subjugating Asian countries these terms came into use 

as originally applied by Europeans: the term “East” was applied specially to China and the 

surrounding countries, linked to feelings of difference in relation to the “West”, describing 

Europe and North America. There are clear dangers in using broad terms in that these can lead to 

the use of generalizations on peoples’ behavior and the presentation of cultural stereotypes. For 

the purposes of this study one could have written “traditionally under Chinese Confucian 

influence” for the countries, peoples and cultural patterns of East Asia and referred to Europe, 

North America and Australasia by a term relating to their generally European-based culture. 

However there are advantages in using the terms “East” and “West” as indicative of relatively 

profound cultural differences, and bearing in mind the limitations of the terms they have been 

employed in this study. 

2.2.4 Overview of CHC Students and their Adjustment Issues at English-speaking 

      Universities 

When CHC students begin studying at an Australian university not only are there problems of 

finance but problems of expression in the second language and the adjustment relating to the 

differing cultural legacy of their own countries. Failure to participate in oral discussion and  to 

use critical thinking were seen as major factors linked to adaptation in a study by Samuelowicz 

(1987) in a survey of views of overseas students and staff at the University of Queensland. The 

staff characterized the students as relying on memorization rather than using analysis and critical 

thinking, while the students felt unprepared for the differing kind of course demands. Their 

approach to learning was described as disjointed and lacking conceptual unity where parts were 

perceived “without relation to each other or a unifying principle" (Svensson, 1977, cited in

Samuelowicz, 1987, p.123). 
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Ginsberg (1992) suggested that overseas students were not really being initiated into the forms of 

study usual for an Australian university which emphasized the need to write essays in a “linear” 

sequential method, giving priority to explanation of a problem, and the need to speak out in front 

of other students, which required some “assertiveness”. She suggested that the differing 

approaches of Chinese students related to the Chinese style of learning which was characterized 

by “observation”, “memorization” and “replication” of material to be presented accurately in an 

examination whereas Australian education used different learning techniques such as 

problem-solving, experiential learning and use of Socratic questioning.  Direct statement of 

problems and causes, characteristic of the “linear” style of essay writing at an English-speaking 

university, constituted a challenge as Chinese thought patterns emphasized use of indirect 

statement and allusion.  

According to Phillips (1990, p.770), most overseas students were aware that they were expected 

to acquire and understand information in Australian universities in a different way to that usual in 

their home countries; however, Asian students became confused when they found that were 

expected to work independently, both in practical matters with use of libraries and information 

sources and psychologically when they were called on to develop theories of their own. The 

academic staff needed to develop an understanding of the cultural differences that lay behind the 

students’ behavior. 

Hird (1996), however, criticized the tendency to see the East Asian tendency to use memorization 

and avoid argumentation as the main obstacle to the adoption of a critical stance and suggested 

that the focal issue related to one’s cultural view of the “self” and the sense of “self-worth” with 

the recognition that one’s ideas had value. In his study of Chinese learners studying an English 

literary text, he emphasized the teacher’s proper goal as one of encouragement and leading them 

to a more critical stance: however, Hird emphasized that the importance of “self-worth” could 

vary and take different forms of expression in the individual. 

In a further study Hird (1997) compared the progress of two postgraduate East Asian students, 

one Chinese, the other Thai, in their progress from a “subjective” approach to learning material to 

the goal of objectivity where different viewpoints were necessarily considered. However he found 

that the reciprocal nature of context as they perceived it meant that personal feelings became an 

inevitable part of their evaluation, and represented a fundamental feature of their East Asian 

cultural background. Hird (1999) went on to further consider if the “adjustment” required of the 
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Asian student was worthwhile as it ran counter to their cultural proclivities and was in danger of 

damaging their self-esteem.   

However Houghton (1991), working as a teacher of English for Academic Purposes in the U.K., 

described the “adjustment” as both desirable and necessary; this was in view of the changing 

views of knowledge, the rate of technological change and the need for “life-long” learning 

requiring permanent learning readiness in the student. It was therefore necessary to overcome  

“dependent” attitudes and to acquire some acculturation in the new milieu. From her detailed 

analysis of a postgraduate student of Chinese origin in marketing she outlined the goal as one of 

achieving “autonomy” as required in the Western academic system linked to “esteem” which was 

to be established in the new language.  

Using her own Chinese background to establish a context of understanding Bailin Song (1995) 

described the “adaptation” of Chinese students studying English texts as involving a change of 

perspective, from the traditional one where the text was sacred to one where the student could 

criticize the text and adopt new strategies of learning. She also recommended more interactive 

teaching strategies, such as students’ use of a diary where personal responses could be expressed. 

Another need, described by Ballard and Clanchy (1988, pp.13-14), was for the overseas student in 

the SS&H to establish an effective personal decision in relation to controversial material. The 

tendency of a Japanese student to avoid comparison in relation to views of different theorists and 

hence fail to gain high marks in Australian academia is described by Ballard (1982). Varghese 

and Abraham (1998), acknowledging problems of all students in understanding argument and 

presenting an argued viewpoint on a topic, described these as more formidable for East Asians 

given their traditionally different approach to argument.   

Barthel (1995) considered some of the specific difficulties that overseas students faced in oral 

work at Australian universities: even in tasks such as giving a seminar paper discourse skills were 

required to answer questions and terminate discussions. The problem, he stated, derived from 

cultural differences in managing discourse, but was also an effect of the low role that oral 

discussion played in Asian education systems. A study of Korean students in Australia by Choi 

(1997) indicated that class discussion involving some mastery of speaking skills constituted their 

greatest difficulty. 
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The literature reviewed above indicated a general framework of adjustment needs for CHC 

students in which cultural factors relating to self-expression, assertiveness and some use of 

argumentation have some significance.  This is making some allowance for problems of finance, 

studying in a foreign language and temporary problems relating to administrative requirements 

and adjusting to a new life style. There is necessarily recognition of the motivation and 

persistence of East Asian students in their study in a second language (cf., Mullins, Quintrell & 

Hancock, 1995). There is clear value in acknowledging an Asian approach to learning style (cf.,  

Hird, 1999) but there are reasons both educational and relating to the full development of the 

CHC learner in the Australian academic context why some cultural adaptation remains desirable.  

2.2.5 Differing Emphases of Subject Areas  

Moses and Ramsden (1992) described the sciences as being more concerned with the 

transmission of knowledge and the social sciences more concerned with the development of 

intellectual skills in the student. They cite a nursing academic (p.109): “I feel very strongly that 

the most important part of teaching is the development of intellectual skills and that’s what it’s all 

about. The subject matter is very much secondary”. 

In 2003 East Asian students overwhelmingly chose Business Administration, Economics and 

Science in that order in preference to the social science and humanities at Australian universities 

(see Appendix C; Phillips, 1990). A study by Fan, Sharples and Karnilowicz (1999) of students of 

East Asian parentage who were brought up in Australia showed their marked preference for 

science and mathematics-based subjects rather than the humanities. The authors suggested that 

these areas, which involved “academic tasks with set rules and well-defined problems”, were 

more in accord with traditional Chinese society and its regulated hierarchy (p.100). Hsia (1985, 

p.7) suggested that Asian Americans (referring to Americans of East Asian parentage) made a 

calculated choice for areas such as mathematics and science because these did not require the 

fluent knowledge of language and verbal skills required elsewhere.  

A clear dichotomy in academic culture between the demands of the humanities and the sciences 

has long been postulated (e.g., Snow, 1964). The differing demands of the Sciences and Arts have 

been expressed as follows (Ramsden, 1981):



18

Figure 1: Contrasting Demands of the Sciences and the Arts and Social Sciences 

           Sciences Arts & Social Sciences
formal teaching methods 

limited choice of topics 

clear goals in learning 

emphasis on analysis

informal teaching methods 

wide choice of topics 

unclear goals in learning 

emphasis on holistic views 
                                                      - from Ramsden, 1981    

                                                                                               

The research area for the hard sciences is based on accepted theories with a high degree of 

paradigm development, whereas the “soft” or social sciences are described as having “flexible 

theories” and “the highest degree of task uncertainty and strategic uncertainty” in their goals 

(Whitley, 1984, pp.131-136). Part of the reason lies in the nature of the social sciences: 

  “Evident lack of many key assumptions in the modern social sciences seems more  

  comprehensible in terms of their close connections to everyday concerns and  

  audiences, and a consequent plurality of standards and goals than a direct product of 

  some essential properties of their subject matter”. (p.6) 

The subject areas have been divided along specific axes, one axis representing hard and soft

according to the strength of paradigm development, another axis, pure and applied, where the 

first term refers to strictly theoretical approaches while the latter gives a more significant role to 

practical applications (Becher, 1984; Biglan, 1973). In Table 1 (following) English and 

mathematics are classified as “pure” while education and engineering are “applied”: however 

English, in contrast to mathematics, is “soft”, i.e., does not rely on a strict theoretical base. Moses 

described research in English and related humanities areas as “highly individualist” (1990, 

p.358).

In practice the distinction between individual subjects is frequently fluid, as shown in the areas 

chosen for studies by the four students in the present research. The area of modern Asian Studies 

selected by two of the students is highly theoretical but also demands rigorous results (cf., 

Entwistle & Ramsden, 1983 on history, pp.7-8) while education, chosen by another, is both  
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theoretical and has a marked “applied” component. Another choice, environmental education, 

uses both a variety of theory and practical applications. 

Table 1: Categorization of Academic Disciplines in relation to Type of Research  

  and Type of Researcher

Subject  Paradigm 
Development 
(Biglan 1973)      

Type of Learner  
(Kolb* 1981)    

 Organization of 
research 
(Whitley 1984) 

Chemistry Hard-pure Assimilator 

(theoretical thinker) 

low strategic 
uncertainty: 
low task uncertainty:

Engineering  Hard-applied Converger (set 

theory linked to 

practice) 

relatively high 
strategic uncertainty: 
low technical 
uncertainty 

English  Soft-pure Diverger 

(imaginative thinker) 

high strategic 
uncertainty: high 
task uncertainty 

Law Soft-applied Accommodator 

(pragmatic thinker, 

flexible theories) 

relatively high 
strategic uncertainty: 
relatively high task 
uncertainty 

- adapted from Moses, 1990 

*see 2.4.3. for a description of Kolb’s categories 
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The above table gives some idea of the differing requirements of broad areas of academic study, 

even though Moses here was strictly describing post-graduate research. The tendency of the 

“hard” sciences to rely on a select number of basic theories while the social sciences and related 

areas have a range of generally arguable theories are significant factors that direct and   

circumscribe study in these areas, suggesting that a greater need of, and use of initiative is 

required for the social sciences.                                                                      

Becher and Trowler (2001, p.62) criticized the tendency of the social sciences to adopt ephemeral 

intellectual fashions in place of theory. However, the methods of the social sciences still required 

academic rigor. Ramsden states: “Personal interpretation and description certainly are   

important in the humanities and social sciences but so is the ability to analyze evidence 

rigorously” (1997, p.215). 

One can hardly state that the scientific approach is absent from the social sciences. However, the 

ambiguity and range of theories in the social sciences with the requirement for independent 

decision-making may pose special difficulties for overseas students who are used to a prescriptive 

form of education based on set rules and procedures.

                                                                                       

                       

                                                                                      

2.2.6  Factors of Language, Discourse Skills and Cultural Values 

      

Language difficulty, relating to effective expression of one’s ideas in an essay, and the need for 

oral interaction as a necessary part of seminars and class discussions, is clearly an inhibiting 

factor in the academic adjustment of CHC students. Listening skills, for instance, play a vital role 

impinging on the ability to follow lectures and follow necessary instructions. Nevertheless 

Ballard and Clanchy criticized what they saw as the common approach of university staff of 

seeing overseas students’ academic difficulties as mainly language related: in practice other areas 

than language needed to be considered as major factors (1991a, pp.20-22). Three broad areas of 

difficulty required attention: firstly, that relating to linguistic expression in the L2; secondly, the 

cultural differences of “rhetoric”, the way knowledge is presented in a particular culture; and 

thirdly, most significant they state, are broad cultural attitudes to knowledge itself springing from 

the culture of the home country. 
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A level of language proficiency that will establish effective interaction with others in the learning 

situation and aid linguistic understanding of complex concepts seems necessary for CHC students. 

A U.S. study by Light & Ming Xu (1987) indicated that proficiency in English as calculated from 

TOEFL (Teaching of English as a Foreign Language) scores did not by itself constitute a reliable 

predictor of academic success for overseas students. A study by Chen (1999) of Chinese students 

writing in English offered support for the assumption that students’ academic performance in the 

L1 is related to academic performance in the L2, which problems of linguistic expression impede 

but do not prevent. While acknowledging that the degree of linguistic skill was not directly 

related to academic results, Graham (1987) concluded that there was a minimum level of English 

proficiency for each subject area and students below these levels would have their chances of 

academic success seriously affected. 

The second factor referred to by Ballard and Clanchy (1991a), rhetoric or discourse skills, was 

related to the organization of knowledge for presentation to others in a writing or speech format. 

In a well-known essay Kaplan (1966) described “rhetoric” as culturally variant reflecting both the 

forms of language expression available in the language and the cultural background of the writer. 

Whereas English academia required a clear “linear” format  with “exclusive concern with the 

topic”, other cultures were more discursive and it was necessary to instruct foreign students in the 

style and thought patterns of the “linear” format.  In the linear style incidental or descriptive 

material was strictly excluded while the topic, presented in the introduction, was linked to 

evidence and supporting material in the succeeding paragraphs and led directly to a definitive 

conclusion. Clearly differences in discourse patterns represented a particular and identifiable 

aspect of culture and culture difference and there was a need for the CHC student to negotiate this 

difference (see focused studies by Nemoto, 2002; Leki, 1994: Choi, 1988, Mayumi, 1998).  

There remains the perception of broad cultural attitudes to knowledge (Ballard & Clanchy, 1991a) 

which can be linked to a consideration of the students’ educational background, their values in 

education and their accepted role in education. While instruction in effective academic expression 

and use of rhetorical forms remain necessary for CHC students (cf., Swales, 1990), the emphasis 

in this research has been on the influences relating to the cultural background of the students, 

relating to their education, their educational values and their interpretation of their learning role. 

Thus while the research recognizes the important role of language and rhetorical styles these have 

only been treated here in relation to broad factors of cultural difference as treated in the literature.
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2.2.7 Attitudes to Knowledge and Learning in the East  

A perspective on two views of knowledge was given in the continuum proposed by Ballard and 

Clanchy (1991b): at one end, for Eastern societies, knowledge was described as fixed and 

unquestionable and based on unchangeable texts, whereas for Western societies  

knowledge was not fixed but subject to continual re-evaluation and questioning and perceived as 

capable of expansion. The authors emphasized that the continuum did not necessarily imply that a 

country or culture was characterized by one approach. Although there was some emphasis on 

basic memorization or “knowledge conservation” in the early stages of schooling in Australia, by 

the time students reached the higher secondary grades a more critical analytical approach was 

expected. 

According to Paine (1990) students in Eastern countries were expected to be “passive receivers” 

of knowledge rather than being involved in “the transformation of knowledge”. Maley described 

the traditional Chinese attitude to knowledge and the text: “For many Chinese students and 

teachers books are thought of as an embodiment of knowledge, wisdom and truth. Knowledge is 

‘in’ the book and can be taken out and put into the students’ heads” (1983, p.92). 

Bradley and Bradley (1984, p.290), explaining the Asian respect for knowledge which is written 

out and expressed in books, suggested that to ask an Asian student to reformulate this knowledge 

in his/her own words would be, for the student, an act of disrespect to the printed word of the 

writer. 

A study by Peng and Nisbett (1999) defined contrasting cultural approaches to knowledge. The 

Western thinker was characterized by an analytical approach where he/she attempted to link ideas 

and applied dialectical reasoning to the exploration of knowledge, while for the traditional 

Chinese thinker separate causes were simply not available either as an explanation for an event or 

as part of a climax, because no single item was perceived as an entity of itself but was inevitably 

tied to a context. Thus in contrast to the rational emphasis of Western thought ancient Chinese 

thought had a holistic orientation which emphasized reconcilement to a metaphysical unity that 

embraced all things (see also Nisbett et al., 2001). (The term “holistic” here must be distinguished 

from its more specific application in this research to Pask’s learning style). 
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Tweed and Lehman (2002), comparing traditional Chinese learning as expounded by Confucius 

with that of Socrates, the Greek philosopher and a powerful influence on Western education, 

pointed out that Socrates rejected anything that could not be supported by common reasoning and 

held that knowledge should always be subject to question and never accepted as given. In contrast, 

the Confucian tradition held that “essential” knowledge was handed down unchanged from 

ancient exemplars. Although Confucius gave a role to “reflection”, this differed from the 

application of critical skills as understood in the West and was directed to moral reform of the 

individual. In fact Confucian learning in traditional China was linked to exact and fluent 

memorization of texts which were tested in country-wide examinations and success in these 

provided an opportunity of gaining government posts (Cheng, 1979, p.46). 

It is reasonable to suggest, however, that the early high status of education in Confucian societies 

has contributed to the present Chinese and East Asian interest in education. On (1996) described 

the status traditionally given to education in China in the past, where its value was perceived as 

both intrinsic to the person and as a means of gaining material success, and presented this as a 

reason for its focal position today, both in China and countries linked to Chinese culture. 

Rejecting the notion that early Chinese learning was by rote he also suggested that the early 

Confucian sages practiced meaningful learning that involved self criticism and transformation of 

the "self", an approach that today helped explain both the present success of CHC students in 

many fields and their development of a conceptual approach which was more than mere copying 

of material. This issue is considered further in this Review in relation to the work of the SAL 

theorists (2.4.10). (see also Appendix G for account of traditional Chinese learning).

2.2.8  Recent Western Developments in Views of Knowledge and Learning

A model of the student’s progress in the humanities from a basic system of values to a higher 

level of conceptual understanding was described by Perry (1970). At the commencement of 

academic study in the humanities the student’s values show basic parameters of right and wrong, 

black and white, good and bad. This is followed by a period of disorientation where the student 

first modifies and then abandons his/her belief system when no clear answers are available and 

after a period of inner conflict finally establishes personal commitment to a viewpoint which can 

now be justified and does not exclude evaluation of other viewpoints. 
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A comparative longitudinal study of Chinese students was undertaken by Zhang and Watkins 

(2001) to see if they showed any correspondence to the development stages described by Perry. 

Although the Chinese students made formal academic progress they seemed unable to adopt the 

kind of personal exploration described in Perry’s model, a result which reflected, the author 

suggested, the strict routine of the Chinese education system. 

Using a phenomenological study based on the views of English university students Marton et al. 

(1993) established a distinction between views of knowledge based on a quantitative approach,  

where knowledge was perceived as a quantity, and those based on a qualitative approach where 

the individual directly and meaningfully interacted with the knowledge. The resultant views of 

learning have been classified in hierarchical fashion as follows:  

   Views of Knowledge 

1. Increasing one’s knowledge (as a quantity) 

2. Memorizing and reproducing (the quantity of knowledge) 

3. Applying (the knowledge as quantity) 

4. Understanding (the knowledge) 

5. Seeing something in a different way (because of the knowledge) 

6. Changing as a person (because of the knowledge)               

- Marton et al., 1993  

-

In the first interpretation the learner perceives knowledge as a quantity which he/she is obliged to 

absorb. In the second interpretation the learner sees knowledge as a quantity to be reproduced 

exactly as it is at some future stage. In the third interpretation, knowledge remains basically a 

fixed quantity but some adjustment is necessary to give it practical applications. In the fourth 

interpretation the learner seeks for the conceptual meaning, as distinct from the surface meaning 

in the material, and in the fifth and sixth interpretation the learner is conscious of the potential of 

learning to act directly on him/herself and change the habitual self. In the last three interpretations 

the emphasis on knowledge as a fixed quantity is absent. The concept of knowledge as a quantity, 

of course, has been common and is still common in Western countries, notably in the examination 

situation (Entwistle & Ramsden, 1983, pp.13-14). However, it is clear that Western learning 

today has come to emphasize more the concept of learning where the individual relates to 
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knowledge him/herself and transforms it. This development is illustrated briefly in the work of 

the following. 

In the work of Piaget (1973) the growing child was perceived as making and re-making concepts 

in a process of adjustment using what were, for the child, logical patterns of thought. In the 

constructivist approach to learning deriving largely from Piaget learning was described as 

occurring in a regulated system of cognitive growth in the individual, which proceeded by 

degrees to greater complexity: “we know something if, and only if, we can construct and 

transform it” (Floyd, 1979, p.17).  

In Bruner’s view (1986, p.129) education should not simply be a matter of providing objective 

facts but should allow for personal reflection by the student; it “must express stance and 

counter-stance”. Through a process of reflection and negotiation of meaning the student reached a 

stage where he/she was in control of knowledge in relation to both the self and others. Although 

Bruner conceded that many cultures at various times have presented knowledge in a fixed format 

he suggested that this was only a temporary stage, incompatible with the dynamics of culture 

change; thus he effectively denied the idea of the permanency of knowledge. Posner et al (1982) 

described the necessity for conflict and the fruitfulness of conflict in the learner for effective 

learning; this “conflict” would occur when the learner was required to replace an older set of 

organizing concepts resistant to change by what was new and perceived as more plausible. 

However, the constructivist approach, at least in its extreme form, e.g., Posner et al., (1982) cited 

above, is not necessarily taken as an ideal form for East Asian students in the research, but the 

theoretical background does provide some explanation of the critical approach and the need for 

openness to knowledge that are significant in the SS&H.  

Kruglanski (1989) described the individual as possessing a dynamic urge to acquire new 

knowledge and to subject it to "hypothesis-testing", an urge which would be discarded when the 

new knowledge came to be seen as disturbing or incompatible with the individual's belief systems, 

when the individual made a personal decision described as "closure". The need for "closure" 

varied according to whether the answer required was directionally based ("specific") or broad 

("non-specific"): however, following "closure" the individual's search for knowledge ceased with 

the establishment of a plausible hypothesis. Kruglanski’s model, which linked the cognitive 

aptitude of the learner to accessible knowledge and the learner’s motivation for the knowledge, 
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distinguishes the individual's urge to accept a final conclusion from the individual's willingness to 

defer or withhold the conclusion and the model has been applied to organizations where the need 

for "closure” is linked to a need to preserve a particular social order (cf., Jost et al., 1999, 

Kuglanski & Webster, 1996). The aspect of the learner’s readiness to accept ambiguity in 

knowledge has some relevance to SS&H desired learning approaches as compared to the 

emphasis on the correct answer in the sciences. Although Kruglanski's model was not applied to 

cultural differentiation, the view of knowledge as dynamic and changing necessarily reflects more 

recent Western views, where the "open" mode, and individual's readiness to apply ongoing 

questioning in learning without expectation of a final answer and to accept changes to his/her 

belief system has some relation to the needs of the SS&H and differs from a traditional  

Eastern view of knowledge as static and not open to question (cf., Ballard & Clanchy, 1991b). 

However, Kruglanski’s interpretation should not be taken as a final definition of knowledge but 

as a culturally based perspective.  

 Table 2: Model of Search for Knowledge 

Search for Knowledge without Closure Search for Knowledge with Closure

Knowledge perceived as ongoing and 

dynamic 

Knowledge seen as providing useful  

answers 

Awareness that knowledge concepts are 

liable to be superseded 

Knowledge concepts viewed as stable and 

unchanging 

No final answer expected in knowledge quest Expectation of conclusive answer in 

knowledge quest 

Readiness to change one’s belief system with 

acquisition of new knowledge 

Resistance to changing one’s belief system 

through acquisition of new knowledge 

                                                 - based on Kruglanski (1989; 1990)

The above studies give some indication that the Western approach to acquiring knowledge has 

moved substantially from a view of learning as a quantitative task, based on memorization of 

material outside the learner, to one where it is seen as a force acting directly on the learner and 

requiring some negotiation of meaning and conflict of ideas in the learner.       
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2.3  Cultural Influences on CHC Learners 

2.3.1   Definitions of Culture

In considering the nature of cultural influences there is the difficulty, firstly, of establishing a 

satisfactory definition of culture and secondly of deciding whether individual behaviors and 

attitudes shown by CHC students are a product of that culture as defined or can be traced to other 

causes.  

Brown (1994, p.164) suggested that a distinct culture existed when “a given society uses the same 

set of symbols, has the same values, and has the same way of expressing the culture”. 

Barrett-Schuler (1997) described a culture as defined by its use of specific rituals and symbols as 

a surface manifestation but the culture was also marked at a deeper level by the tendency to 

follow the same models of behavior and hold the same values.  

Rosseel (1982, p.110) saw the distinctiveness of each society as reflecting its “creativity”, a 

quality which could develop and give a form to basic tasks as eating and drinking but which also 

extended to distinctive ways of thinking. Condon (1978) described culture as a powerful directive 

force on the individual, although often an unconscious one, which distinguished one’s own from 

other cultures and which purported to offer a “correct” viewpoint of reality in contrast to the 

mistaken views of other cultures. He states:  

  “Culture thus establishes for each person a context of affective and cognitive behavior, a  

  blueprint for personal and social existence. But we tend to perceive reality strictly within 

  the context of our own culture.”  (p.4)                                                   

                                                                                               

Yoshino (1992, p.108) made a distinction between culture seen as an abstract general feature of a 

nation which he called “holistic” culture and particular patterns of behavior where that culture is 

manifested, irrespective of whether the participants were aware of this. Yagi (1995, p.35) 

demonstrated how carefully defined Japanese traits such as “taciturnity” may exist at a national 

level but also at a familial level in the mother and child relationship. A study by Tama and Lee 
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(2002) indicated both the durability and variance of traditional culture in Japan and Korea: in 

Japan emphasis was on the strength of the "group" while in Korea the emphasis was on filial 

piety and empathy for others. 

One difficulty in defining culture and especially cultural influence lies in the eye of the beholder, 

who may be interpreting according to his/her own cultural predispositions. Cortazzi (1996), 

warning against this tendency, suggested that cultures tended to place emphasis on certain 

behaviors rather than others and it was this emphasis that was incorrectly defined as cultural 

difference by the observer, who did not perceive the basic similarities. Schweder (1999), however, 

asserted that any cultural perspective was necessarily limited and partial, but to desist from 

presenting a perspective would simply mean incoherence; therefore it was still preferable to 

establish an interpretation while remaining conscious of its likely partiality.  

Feldman and Snyder’s analysis (1980) has the value of showing how cultural influences may be 

linked with other influences which both act on the individual and may also contribute to his/her 

learning style. Criticizing the Piagetian model for its concentration on “universals”, such as 

concepts of volume and number and time sequence as perceived by the child, they suggested that 

these developments are accompanied by varying influences acting on the individual: those arising 

from national culture, from one’s choice of profession and of course the unique disposition and 

talents of the individual. These influences were all subject to “incremental growth” in Piagetian 

terms but unlike Piaget’s universals the development was not inevitable and might require a 

suitable environment. In practice the individual was, firstly, affected by his/her national culture, 

an inescapable matrix; secondly, by patterns of thought linked to a profession or trade which were 

a matter of choice, and finally, of course, the development of individual talents latent in the 

individual. These influences might be interlocking, e.g. one’s profession partaking of one’s 

culture (p.17). They also categorized cultural influences into “amplifiers”, the artifacts that 

directly convey the home culture, and those that act as “transmitters” which the child learns to use, 

of which schooling is one of the most significant (p.14). 

More (1990), while conceding that cultural influences acted on learning style, considered that the 

tendency to use broad bi-polar measures to describe learning style was inadequate to describe the 

complicated differences in the learning style of ethnic groups. He suggested that testing of 

learning style differences between cultural groups would be better served by considering specific 

abilities in each group. In comparing cultural groups one had also to consider the effect of other 
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factors, such as motivation, which were not necessarily cultural and acted on the learner in 

addition to cognitive style. 

The above studies illustrate some of the variability to be expected in a national or regional culture 

but also give some support to its durability and strength.  

As Figure 2 indicates, the cultural influence remains an inescapable factor in the upbringing of 

the individual and has to be included in any explanation of his/her later behavior but today the 

early influences are likely to be supplemented by the cultural influences of other societies at an 

early stage of growth, given the ease of communication and rate of cultural exchange.  

            Figure  2: Early Cultural Influences on Individual*

Values of Society 
Established influences on the 
individual in the cultural 
transfusion triad 

 Variable influences on the 
individual in 
early lifetime experiences 

      
School 
norms 

Given 
beliefs 
relating to 
one’s purpose 
in life 

Family 
norms 

 Influences 
from peers 
and 
social 
contacts 

Cultural 
influences 
from 
other
societies 

Individual’s internalized values Differing external values  influencing 
individual 

    * based on Gatfield, 2001, p.137 

2.3.2   Hofstede’s Dimensions

In 1980 Hofstede published the results of a massive study of over 117,000 IBM employees in 66 

countries concerning work-related values as they were described in different cultures (Hofstede 

1980). The most significant discovery was an intercultural variation along four dimensions 

relating to collectivism versus individualism, large power distance versus small power distance, 

strong uncertainty avoidance versus weak uncertainty avoidance and masculinity versus 

femininity. Hofstede also included descriptions in his dimensions of the likely relationship 

between teacher and student, these being “archetypal” relations in every society (see also 

Hofstede 1983; 1986). 



30

The society along the collective axis was distinguished by the presence of “in” groups to which 

the individual was closely and generally inseparably linked while in the individualist society 

people sought their immediate interest and those of their immediate families as distinct from the 

group. The large power distance society implied a society where power was seen as distant and 

not negotiable for the majority in contrast to the more egalitarian context in the small power 

distance society where the exercise of power was more negotiable. Members of a strong 

uncertainty avoidance society tended to avoid unknown or ambiguous situations in contrast to the 

weak uncertainty avoidance society whose members were more able to consider risk-taking and 

tolerate ambiguous situations. The feminine society was characterized by the presence of 

“feminine” virtues such as sympathy for the weak and concern for the environment and especially 

acceptance of these values among the male members of the society while in masculine societies 

competition and personal success were valued most highly (Hofstede, 1980).  

In Hofstede’s classification, English-speaking countries, namely the U.S., the U.K., N.Z. and 

Australia, belonged to the individualist and small power distance dimensions while the CHC 

societies of Japan, Taiwan, South Korea, Hong Kong and Singapore belonged to the collectivist 

and large power distance dimensions. The People’s Republic of China was not included in the 

survey (Hofstede, 1980; 1983: 1985). There was some variation in the other dimensions; South 

Korea being described as “feminine” and the English-speaking countries as “masculine” 

(Hofstede, 1980). 

The dimensions may seem to present an assumption of Western cultural superiority where 

individualism, lack of hierarchy and readiness to take risks are seen as preferable characteristics. 

However, the collectivism/individualism dimension has been accepted by Asian scholars and has 

been used in studies of Asian society and by Asians themselves, with the proviso that some 

refinement is necessary and allowance has to be made for changing cultural patterns. Rhee and 

Uleman (1996) suggested that definitions of collectivism vary in specific cultures, partly 

depending on how the “group” is defined and the effect of increasing affluence was likely to 

encourage greater individualism. Chung (2000, pp.354-5) suggested greater personal affluence 

was a reason for the movement in modern Taiwanese society towards greater individualism. Lau 

(1992) in a study of Chinese in mainland China, Hong Kong and Singapore, explained that the 

concept of “collectivism” was inadequate as a descriptor, pointing to evidence of the Chinese 

desire for freedom and personal control over their lives, but concurrent with the need for and the 

ability to act in a group in specific situations. Hsu (1981), however, considered that the 



31

collective-individual axis was basically misleading as the “collective” was the basic factor in 

human relations and that the United States had suffered severe social disorientation from its 

pursuit of the individualist ethos.  

Voronev and Singer (2002) criticized the Hofstede model for use of simple dichotomies and its  

failure to allow for complex cultural factors. Hofstede, however, emphasized the variability in his 

dimensions, which he describes not as fixed but as tendencies which could be diverted, giving as 

an example the Japanese predilection to allow free emotional expression to pre-school children 

despite the classification of Japan as a hierarchical society of ordered relationships (Hofstede, 

1986). 

While three Hofstede dimensions relating to individualism-collectivism, power distance and 

uncertainty avoidance can be related to educational styles and provide some cultural explanations 

there are difficulties with the fourth concept, masculinity-femininity. This represents, not 

specifically gender differentiation, but competition and striving for success as marking masculine 

societies and concern for social value and the quality of life as marking feminine societies. Some 

European states with advanced social service systems and gender equality were classified as 

feminine together with a number of non-European and third world countries which included 

South Korea and Taiwan but not Japan. As there seems some difficulty in defining the dimension 

and relating it to specific Asian countries as a cultural construct it has not been used in this 

research.  

2.3.3   A Confucian Perspective 

Specifically to provide some corrective to the cultural bias perceived in Hofstede’s work a survey 

of Chinese Confucian values was made using the views of Chinese social scientists and the 

results were distributed as a questionnaire to tertiary students in a variety of countries (Chinese 

Cultural Connection, 1987). The values enshrined a variety of concepts such as tolerance of 

others, trustworthiness, filial piety and patriotism. The research showed a clear relation of some 

of these to the dimensions of collectivism-individualism and masculinity-femininity described in 

Hofstede’s study while a specific value, described as “Confucian dynamism”, relating to 

persistence and sacrifice in the pursuit of long-term aims, had no relationship to any of Hofstede’s 

concepts. Hofstede also attempted to establish Confucian dynamism linked to group motivation as 

a viable dimension comparable to individualism-collectivism (Hofstede, 1991), a classification 
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which was criticized by Fang (2002) from a Chinese perspective: Chinese values in their 

complexity, he states, cannot be arbitrarily assigned to positive or negative values. He gave an 

example of this with “face”, given a negative value in the dimension it had a positive role in the 

individual motivation for high marks as well as for success in commercial pursuits. He also 

criticized Hofstede’s failure to express the concern with “right behavior”, the moral norm that is

linked to Confucian culture and also the moral value that is associated with the pursuit of 

education. Nevertheless, whether considered as a dimension or a cultural tendency Confucian 

dynamism seems to offer some explanation of CHC learning behavior (cf., Biggs, 1996). 

2.3.4   The Collective Society linked to Hierarchy

Linked to collectivism is hierarchy: in CHC countries this is not just a matter of who has power 

but reflects the traditional degrees of respect accompanying certain relationships such as those in 

the family and those established through age differentials. In the Confucian ideal the five basic 

relationships are those between ruler and subject, father and son, husband and wife, older brother 

and younger brother and teacher and student, relationships which are reinforced by behaviors of 

respect and submission but also affection and respect for seniority (Cheng, 1990). Lee (1978) 

described the “I” or self in Korea as linked to a network of family and social loyalties which 

reflected ancient traditions.  

Criticizing the tendency to consider individualism and collectivism as distinct, unadulterated 

constructs, Triandis and Gelfand (1998) indicated that the presence or absence of hierarchy might 

modify their influence in any society. Following a study testing attributes of collectivism and 

individualism in relation to hierarchy on Korean and American university students they came to 

the conclusion that hierarchy linked to collectivism indicated a society that was both authoritarian 

and traditional and differed from a collective society where hierarchy was not emphasized. 

2.3.5   The Self-Concept in Individualist and Collectivist Societies 

A number of theorists have constructed exemplars of what appears to be a pattern of motivation 

for the “self” in an individualist society, i.e., the United States. Breckler and Greenwald (1986) 

examined the role of the individual ego in pursuing a goal, distinguishing between the task 

performed for one's own values and that performed for winning the approval of others. Linked to 
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this was self-esteem; however self-esteem linked to public approval was more liable to 

fluctuation in contrast to where it was held as a private value where group pressures were more 

easily ignored. A picture of the highly motivated minority, which is present in any society, is 

given by McClelland (1961; 1991), the minority who take up a specific challenge to achieve and 

by their goals differentiate themselves from the less motivated majority. Greenwald (1980) 

described the “self “ or ego in Western society as not only the source of motivation but exerting a 

kind of totalitarian control, in which censorship was maintained in regard to potentially disruptive 

information which could divert one from the goal. The psychological response to a setback to 

motivation was initially to minimize the information and to reinforce the control exerted by the 

ego.    

Both these descriptions, coming from the United States, seem to apply more specifically to 

individualist societies where the motivated individual is acting in terms of his/her own values and 

goals. A collective orientation to achievement was described by Marcus and Kitayama (1994) 

where the urge to achieve was related to the expectations of a group. In Japan, considered as a 

collectivist society, motivation in the workplace was linked to personal attachment to a superior 

with a corresponding sense of obligation. 

The term “independent self” has been coined for societies where the requirements of the 

individual take precedence over the group and “dependent self” where the group has precedence 

over the individual (Marcus and Kitayama, 1991). The role of the “dependent self” is to follow 

superiors, to be receptive to other opinions and especially to avoid behavior which would disturb 

the harmony of the group (p.240). However in every society collectivism and individualism 

remain relative terms: Markus and Kitayama (1991, p.247) stated that even in the most individual 

Western societies most people were characterized by a degree of interdependence which was not 

made clear in the dimension. Bond and Hwang described the individual in Eastern society as 

characterized by a relationship with others, a relationship which was both hierarchical and 

benevolent according to Confucian norms but requiring negotiating skills to put into practice 

(1986, pp.215-216). Sampson (1985) emphasized the values of Eastern societies where context 

remained a pervasive influence on the self. Gao described the Chinese view of the “self” as 

distinguished from the Western by its emphasis on others: he writes: “Congruous with the notion 

of an interdependent [dependent] self, the Chinese self also needs to be recognized, defined and 

completed by others” (1996, p.84). Ting-Toomey (1999) suggested that the individual has 

differing motivations according to kind of society: she states: 
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   “ ‘Independent self’ individuals tend to be motivated by personal goal achievements,  

    personal assertion, and personal fairness and rewards. Comparatively, ‘interdependent self’ 

    members tend to be motivated by group-oriented goal achievements, collective consensus 

    and in-group harmony and rewards.”  (p.35)                                                       

The literature at least goes some way towards establishing a “difference” in motivation between 

Eastern and Western societies which can be applied to the learning situation.  

2.3.6   The Collective Society linked to Face-work  

While Walsh et al. (2000) linked the self-concept or self-construal with the 

collectivism-individualism dimension they clearly distinguished this from face and “face-work”, 

the “conception of self” that is presented to others, that seeks confirmation from them and uses 

both verbal and non-verbal signals in relation to the self presentation. In Eastern societies, they 

stated, concern for the other’s face was marked by strategies to pre-empt conflict while in the 

individualist societies individuals were more likely to disregard the other’s “face” and pursue 

their aims in a conflict, or even establish a compromise on a basis of “give-and-take”. In 

Taiwanese society Chang and Holt (1994) described face as a crucial means through which social 

relations could be established on hierarchical, ordering principles. 

Ting-Toomey (1985) described “face” as the use of strategies to avoid giving embarrassment to 

the other person, both by avoiding direct statements of problems and through use of negotiation 

skills. Volet and Tan-Quigley (1999) described face-saving strategies as “deliberately subsuming 

one’s social status to someone else, who is then expected to reciprocate by further face-giving”. 

Oetzel (2001) suggested that the Chinese propensity to “smooth over” a conflict was related both 

to one’s status, the mientzu, and the appearance that one presented to others. Gao et al. described 

the Chinese tendency to use indirect assertions in public, with scope to make more substantial 

agreements privately (1996, p.191).  
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2.3.7     Large Power Distance as a Cultural Construct

Large power distance has already been described in the form of “hierarchy as linked to 

collectivism. However, Hofstede basically considered his concept in terms of power, a quality 

relating to those in authority, or individuals who were able to use social influence as power, as 

distinct from relations in the family or age differentials. The following development of the 

concept relates to the aspect of power as perceived by those below, a significant aspect of CHC 

societies and with some relevance to education. There seems relatively little material dealing with  

large power distance as a separate construct. The material used here has some relation to business 

management but is applicable to relationships in education. 

Tyler et al. (2002) applied Hofstede’s model to compare different cultures in the U.S.A. in 

relation to the exercise of legal or established authority in the workplace. Whereas large power 

distance is marked by deference to those in authority, absence of criticism or discussion, and a 

focus on outcome rather than how the decision is applied, the small power distance propensity 

demonstrates readiness to question, the attempt to establish the “reasonableness” of those making 

decisions and emphasis on process rather than outcome from those subject to authority. Tyler et 

al.’s study also included a number of Japanese university students who demonstrated a readiness 

to accept the decisions of the professors without relation to their own views. A study of employee 

perceptions relating to organizational authority by Lam et al (2002) showed that those employees 

representing the small power distance culture paradigm were more likely to perceive justice as a 

crucial factor in relation to the outcomes in work disputes than those from the large power 

distance. The large power distance employees were also more easily demoralized by negative 

reactions from their supervisors than those from small power distance societies.  

Although these studies do not deal directly with education they do give some indication that 

citizens from large power distance societies, coming from societies in which status is more 

clearly recognized and delineated and which can react on the motivation of the individual, are 

more likely to hold differing concepts of authority to those from small power distance societies. 

2.3.8   Strong Uncertainty Avoidance as a Cultural Construct 

The aspect of strong uncertainty avoidance from Hofstede’s research is considered specifically in 

relation to the persona or self as expressed to others and has some relation to the 
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collectivism-individualism dimension. Here the difficulties that the self has in expressing ideas 

and developing interaction are considered rather than influences acting on the self from “others”. 

A concept, described as “self-monitoring”, was developed by Snyder (1974, 1979) to describe the 

individual’s ability to “monitor” and direct his/her behavior to create the desired impression on 

others in a social situation. The high self-monitoring individual evaluated the expression of views 

and self-presentation of others and used these as cues to direct his/her own “self- presentation” 

(p.528). Conversely because of the inability to correctly evaluate cues the low self-monitor had 

difficulty in establishing an effective self-presentation. One might believe that a high self-monitor 

would be more easily embarrassed in a social situation but this is not the case, as Snyder tells us, 

for the “high” self-monitor can adopt and pursue a “prototype” image of the self which is 

adaptable to a variety of situations while the “low” self-monitor has a more enduring unchanging 

image of the self which is less responsive to the social environment. Low self monitors were 

liable to fear the occurrence of something not manageable in role relations (Berger & Bradac, 

1982). Goodwin and Tang (1996) suggested that Chinese society, because it perceived greater 

significance in the (social) context and less on the individual, was liable to encourage low self 

monitoring. Applied to cultural differences the theory seems to offer some understanding of the 

difficulties of CHC students in expressing themselves in formal situations, linked to a specific 

view of the self when they are called on to give expression, and where the responses of others are 

uncertain or ambiguous. 

In a study comparing Japanese and American students Gudykunst et al. (1992) discovered that 

American students, representing both an individualist and low uncertainty avoidance society, 

showed greater capacity to modify their self presentation and to react to the behavior of others in 

social situations and contrasted to the Japanese who showed greater attention to the social status 

and expressed behavior of perceived others in the group. In a further study Gudykunst et al. (1996) 

compared students from China (collectivist) and England (individualist) using the self-monitoring 

scale. The English showed a higher capacity to modify their self-presentation in a social group 

with sensitivity to the expressive behavior of others, but unlike the Americans in the previous 

study cited they tended to avoid public performances. The Chinese rated higher in relation to 

gaining information on social characteristics and showing attention to status characteristics of 

“others” in the relevant social groups. Gudykunst and Nishida (1984) suggested that because of 

the formal nature of interaction and the role of status in Eastern societies the use of strategies that  
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reveal aspects of the self and entail questioning others presented greater obstacles to CHC 

students than students from other societies. 

In sum the studies suggested, given the difficulty of “monitoring” the self so that it can be 

perceived as a relatively free agent in the social situation, that CHC students may have greater 

difficulty in adjusting to social situations than English-speaking students, even allowing for the 

problem of communicating in a second language.  

2.3.9   Influence of Culture on CHC Educational Practices 

In Hofstede’s (1986) interpretation, relations between teacher and student in collective societies 

were marked by use of tradition and emphasis on memorization. In large power distance societies 

personal knowledge was dispensed by the teacher from a position of authority. In strong 

uncertainty avoidance societies education was characterized by strict rules and procedures and an 

emphasis on the correct answer. In individualist societies education was open to new ideas, with 

emphasis on “how to”; in small power distance societies knowledge was impersonal and the 

students were encouraged to show initiative; in weak uncertainty avoidance societies education 

was marked by flexible rules and procedures (Hofstede, 1986). 

In CHC countries, education practices can largely be described in terms of the first three 

characteristics listed above and while cultural factors undoubtedly played a part in establishing 

the forms of education in these societies, which in their present guise are relatively recent, there 

was the utilitarian view that education should serve national purposes and was not a matter of 

personal choice (cf., Shimahara, 1992; Ashton, 1999).  

Henshaw (1992) described the Japanese system as characterized by use of standardized materials 

decided by the government, a strict exam system which reinforced conformity and promoted rote 

learning, but balanced to some degree by the emphasis on diligence and the value of education. 

Hough (1997) described the strict control and demarcation of stages of learning in Japanese 

education in a learning pattern without regard to the individual’s propensities and personal needs, 

a factor that the author linked to the presence of large power distance in Japanese culture. Okane 

and Tsuchiya (1999) in a study of the Japanese education system as described by participants 

presented it as extremely competitive, uniform and attuned strictly to one viewpoint. Ellinger and 
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Carlson (1990) described the South Korean system as following a strict routine where 

mathematics was especially emphasized and all study was related to competitive exams. 

For Milner (1994) education in East Asian countries was linked to structures of government, and 

reinforced by the need to uphold ancient traditions: this contrasted with Australian education 

which was more focused on the individual with an emphasis on individual choice. The CHC 

systems gave substantial authority to the teacher with a relationship between teacher and student 

characterized by “authority and obedience to authority which is reflecting both traditional society 

and present forms of government” (Davies, 1996, p.22). 

More recently Yang (2001) has outlined a movement to give more autonomy to the Taiwanese 

educational system with some scope for individual expression of opinion though stating that this 

has faced opposition from conservative circles. The Taiwanese educational system like the 

Korean, was based on the Japanese system which gave primacy to national needs: the Japanese 

system he described as being formed originally from a composite of Western forms and Eastern 

traditions.   

The existence of a cultural link between student and teacher in CHC societies where, despite 

relations of hierarchy, the teacher is perceived as a helper and guide, is supported in a study by 

Spencer-Oatey (1997), using the views of British students and Chinese students studying in the 

U.K. The Chinese view of the ideal teacher was as follows: “[the teacher] has a rich knowledge, 

is dynamic thinker, and also has . . . high moral values” (p.297). But irrespective of whether the 

teacher lived up to that ideal, he/she was still invested with a power differential, reinforced by 

mutual sentiments which had some analogy to kinship relations. To some of the British students 

this power differential between students and teachers existed but often seemed morally 

unjustified. 

While it can be seen that education designed principally to promote economic growth is less 

likely to allow for individual propensities and encourage the autonomy of the student there are 

pervasive cultural influences in these societies reflecting Confucian views of education that may 

act as a disincentive to the development of the individual viewpoint. 
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2.4 Learning Style and East Asian Students 

2.4.1 Creativity 

Lewis (1992), acknowledging the difficulty of arriving at a satisfactory definition of creativity, 

suggested that it might comprise the ability to create ideas, to develop ideas in novel ways, to 

express oneself effectively and to show outstanding achievement in a particular field. Considering 

Japanese education as a whole, he found evidence of “creativity” in the early stages of learning 

but there was an increasing emphasis on factual knowledge as the student progressed to the stage 

where the crucial entrance exams to the university had to be taken to the detriment of creativity, 

at least in the SS&H areas. Burstein and Hawkins (1992, p.217) described the Japanese school 

system as based on convergent thinking skills where facts were applied to theory: however, 

creativity occurred in Japanese society in a variety of fields, which disproved the assertion that 

the Japanese as a people lacked creativity.  

Chan (1999) described the emphasis on rote learning in the Chinese education system as being 

both a legacy of past traditions which emphasized Chinese memorization of the classics, and 

contemporary educational practice: through use of rote learning and application of examples the 

goal was the acquisition of a vast store of knowledge at the expense of creativity. She writes: 

“Chinese students may be more concrete and pragmatic in evaluating ideas than their Western 

counterparts but they may also suffer from the lack of creativity as well as being less likely to 

explore new directions” (p.301). Liu suggested that the basis of Chinese education was 

antipathetic to the formation of ideas: “The acquisition of a different set of procedural knowledge 

by the Chinese tends to inhibit verbal and ideational flow and to enhance memorization and other 

cognitive skills in later life” (1986, p.95). A study by Saeki et al. (2001) showed substantially 

higher scores for creativity for American college students than for Japanese. The Chinese teachers 

in Pratt et al.’s study of Hong Kong (1999) emphasized memorization of “foundational” 

knowledge followed by practical applications in contrast to the Western teachers working there 

who encouraged analysis at an early stage.  

Perkins (1990) described creativity as linked to flexible thinking and although creativity was 

widely linked in common estimation to art and artistic dispositions, it nevertheless played a key 
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role in critical thinking, i.e., the assessment or evaluation of something required application of the 

inventive facility and some flexibility to be truly effective. Conversely, strictly creative thinking 

required to be linked with assessment, a correct perception of an item’s value and relevance, 

before the writer could produce something worthwhile. 

2.4.2 Tolerance of Ambiguity

The ability to consider responses which may be disputable or admit alternative answers has been 

described as “tolerance of ambiguity” (Guildford, 1967, p.216). As explained by Budner (1962), 

this capacity is a crucial factor in flexible thinking where the situation is novel, complex or 

seemingly insoluble. De Roma et al (2003, p.2) stated that tolerance of ambiguity was generally 

desirable where courses had unstructured elements and called for critical thinking. Tolerance of  

ambiguity was also described as a stage in the development of the learner, where the learner 

“acknowledges his inner conflict of ideas” and manages to hold these as a specific part of the 

learning progress (Harsch & Borzak, 1979, p.77), a progress which has some parallels with  

Perry’s stages of cognitive growth where the learner establishes a viewpoint which can be finally 

justified (see 2.2.8).  

Biggs (1987a) considered separately the dimensions of intolerance [sic] of ambiguity versus the 

tendency to form tentative theory, together with dimensions of cognitive complexity versus use of 

simple relationships and dogmatism versus scepticism. He concluded that these dimensions really 

derived from basic personal characteristics of the learner but their appearance in the learner 

tended to differ depending on the subject area studied: in arts there was greater tolerance of 

ambiguity and lesser dogmatism than in science areas. Biggs' research shows some allowance 

both for the individual propensities of the learner and the influence of the educational area in 

which he/she has chosen to study. 

2.4.3    Kolb’s Learning Styles 

In the theory used to underpin Kolb’s Learning Style Inventory (1985) differing tendencies that 

link creativity, practicality, theorizing and focused thinking occur in the individual in different 

strengths so as to present a predominance in the learning style of the individual. In his 

classification the converger was suited to areas of work and study requiring application of theory 

to practice, the diverger was suited to areas involving use of imagination and interaction with 
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others, the assimilator was suited to areas of strict theory, such as pure mathematics, while the 

accommodator was more practical, preferring to experiment and ignore theory unless it was 

shown as strictly relevant. A study by Torkelson using Kolb’s inventory with East Asian student 

teachers in the United States suggested that they were predominantly convergers or assimilators, 

preferring to use theoretical models or consistently link theory to practice: most showed 

“compulsive attention to detail” (1992, p.5). Despite the limited scope of the study, the results 

seem to reinforce studies in the language learning field (2.4.4) showing the preference for 

analytical and detail-oriented approaches by Japanese, Chinese and Koreans.

2.4.4 Classification of CHC Students’ Learning Style in Language Learning Classes 

It seems that the most complete categorization of the learning styles of foreign language students 

has been done in the area of second language teaching. The categorization of styles include 

concepts from Jung’s works on psychology (see Jung, 1938), enumeration of preferences shown 

by the learners which may reflect the influence of the school system, socialization tendencies and 

concepts taken from studies of cognitive styles (Oxford, 1990). However, the main motivation of 

CHC and other overseas students in learning English is for furthering their studies in other subject 

areas, the motivation is instrumental and the technique utilitarian (Gardner & Lambert, 1972), 

which indicates that factors such as personal commitment to the study and intrinsic interest are 

more likely to be absent.  

Oxford, Holloway and Horton-Murillo (1992) described students from a range of cultures 

applying learning styles linked to preferred strategies as a matter of choice. In general terms they 

suggested that students from a gregarious culture would be prone to extroversion and 

field-dependence, while students from societies with an emphasis on rote learning and the 

authority of the teacher tended to closure and a concrete-sequential style and preferred to learn in 

graded, clearly demarcated steps (pp.443-445). In a comprehensive study of Chinese students 

studying English, He (1996) tested a range of styles from field dependence versus field 

independence to co-operative learning.  The learning strategies of the Chinese were basically 

described as analytical and “detail-oriented”, with an emphasis on grammar reflecting ancient 

traditions of learning. The students required the teacher to provide directions and precise  
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instruction, were unwilling to question in class and expressed difficulty in situations providing no 

clear answers.  

Oxford (1990, p.40) saw rote memorization as characterizing Asian students more than students 

from other non- Western cultures. According to a study by Tinkham (1989) Japanese learners of 

English regarded rote learning more positively as a learning technique and seemed to demonstrate 

its utility for themselves by recalling material more effectively than the Americans.  

Oxford (1996) described Japanese students as concentrating on strategies that required precision 

and accuracy with a preference for working singly which distinguished them from the Hispanics 

(Latin American students of English) who preferred predicting, inferring and working in groups.  

Harshbarger et al (1986) offered some general characterizations of East Asian students in 

language learning. While the Hispanics showed socializing tendencies, the Japanese and Koreans 

had a preference for a strict teaching style, disliked ambiguity and showed a tendency to closure. 

The Japanese students preferred instant correction and did not feel comfortable with multiple 

correct answers: both Japanese and Koreans preferred set tasks with clearly defined rules and 

answers provided. 

These studies provide some picture of the CHC learning style in a specific field; there is a 

tendency to prefer a “convergent” learning style in which clear answers are provided in a 

structured teaching format with an avoidance of self-directed learning. There appear to be some 

inconsistencies; although they have a collective background the CHC students do not show any 

propensity to work in groups and in view of the strict format of the CHC education systems one 

may speculate if this has been a restriction on the students’ impulse to be creative.   

2.4.5    Analyzing and Reproducing Orientations in Learning 

Memorization which requires no criticism or reflection by the learner has a role in education in 

tasks involving the acquisition of basic formulas and definitions but it does not generally 

accompany the highest kind of learning. Dahlgren (1997, p.25) described the kind of learning 

where a “right” or “wrong” answer was required as still common in Western countries at the time 

or writing, i.e., 1984 in Sweden. Truly effective learning required a “change in conception”, 

where an item was not perceived as a single “correct” answer to a question but was linked to a 
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unifying concept perceived by the learner. Marton (1988, pp.74-5) referred to students’ capacities  

to acquire “huge blocks of knowledge” over a period of time through memorization but at the 

same time he noted that they failed to perceive the underlying concepts and structures.  

Rote learning has been defined as “the acquisition of information or behavior by repetition and 

drill rather than by understanding” (Harris, 1995). Although the material can be reproduced from 

rote memory this does not necessarily mean that it is understood. In its basic form, memorization 

seemed to involve a waste of time and effort. Entwistle and Ramsden write: “Reproducing 

[simple memorization] is more likely to involve overlearning by repetition at a shallow level of 

processing with little use of elaboration” (1983, p.58). It was largely ineffective when dealing 

with complex problems in view of the fact that “students learn best when asked to verbalize, 

analyze and synthesize their ideas” (Emerson, 1974).  

Weinstein and Mayer (1986) allowed for rote memorization as appropriate in some situations 

involving rehearsal of material, but beside this they placed more interactive strategies: use of 

elaboration such as paraphrase and summaries; a conscious attempt to link new material with 

previous knowledge; use of organizing categories; setting learning priorities before commencing 

task; monitoring comprehension by such strategies as use of self-generated questions. Included 

were affective strategies such as conscious self-stimulation of motivation and the preferred 

approach involved some self-reflection on the material as distinct from learning by rote. In a 

study of students preparing for a multiple-choice exam in a science subject Yip (2001) found that 

while rote learning enabled them to pass the exam they did not subsequently show understanding 

of the processes involved in the material tested. 

Schmeck (1988), using studies describing cognitive models of student learning, postulated an axis 

of processing ranging from the position where the memory retained separate items (shallow 

processing) to a stage where the writer’s message was effectively understood as an entity (deep 

processing). A further development of deep processing occurred where the writer’s message 

became linked to the learners’ own experience and previous knowledge. Thus Schmeck suggested 

that an even stronger involvement of the learner occurs when he/she perceives beyond what was 

strictly contained in the material. 
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2.4.6   The Phenomenological Approach to Learning Style  

Another and distinctive approach to the rote versus meaningful learning dichotomy was 

undertaken by Ferenc Marton and colleagues at the University of Gothenburg, Sweden, in 1974 

based on studies of the students’ perception of the learning context, the so-called 

“phenomenological” investigation using data from students’ self-expressed responses to the 

difficulties of a naturally conceived learning task (Marton & Saljo, 1976). The students’ 

responses were identified as belonging to two separate axes, surface learning where the items in 

academic reading material were memorized for later reproduction and deep learning where the 

intention or main point of the writer was grasped and acted as a focus for later memorization. 

Deep learning involved an understanding of the principles in the text as distinct from the facts, 

from which the learner could establish the full meaning and perceive it as an organized entity 

which also involved an understanding of the writer’s use of evidence to support his/her issues or 

theme (Marton, 1988, pp.58-9). At a lower stage of learning as revealed in their studies the 

learner could grasp the main point but not the writer’s use of supporting evidence (Entwistle & 

Ramsden 1983, p.16). Deep learning represented the desirable form of learning in the academic 

sphere where the learner was motivated, was more likely to retain material for purposes of later 

recall while in surface learning more time was needed to cover the same material, there was a 

growth of disinterest affecting motivation and the student found it difficult or impossible to 

change to a deep approach where this was required by the nature of the material (pp.18-19).  

Marton and Saljo's phenomenological approach (1976) has been criticized by Fleming (1986) for 

its failure to use proper or consistent research procedures and by Webb (1997) on the grounds that 

it used simple taxonomies to classify what were in fact varied learning responses. In practice 

subsequent studies have shown that the dichotomy is capable of a large degree of elaboration and 

in Biggs’ model, described subsequently, it has been adapted to allow for Asian “difference” 

(2.4.10).

The evaluation of student accounts together with quantitative questionnaires was used by Biggs 

from his Australian research (1978) to establish an inventory of learning styles and, in a separate 

development, an inventory of learning styles was established by Entwistle and associates in the 

U.K. (Entwistle, 1988). Each is based on the surface-deep learning distinction but each 

emphasizes the focal role of motivation. The theoretical basis of Biggs’ model is described in the 
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following section. Entwistle’s intention was to extend the work of Marton and associates relating 

to factors of deep and surface learning (Entwistle, 1981; Entwistle & Ramsden 1983) and the 

inventory included aspects of personality which related to motivation and application of study   

methods. The questionnaire which resulted from the study has been used in this research (see

Appendices A, B). 

2.4.7    Biggs’ Model of Student Learning 

Biggs built up a model at least similar to that of Marton employing categories of deep and surface 

learning and incorporated these into a Study Process Questionnaire (Biggs 1987b). In contrast to 

Marton (1978) who defined deep and surface learning as part of a single dimension, Biggs 

assumed these were separate factors which could be adopted in turn or even used together 

according to the needs and ability of the learner (Biggs & Rihn, 1984). Biggs defined the 

desirable approach to learning:  

“A self-conscious and planful approach to learning thus requires, first, that students are  

aware of their motives and intentions, of their own cognitive resources, and of the demands 

of the cognitive tasks; and second, that they are able to control those resources and monitor 

their consequent  performance”. (1988, p.187) 

Motivation and self-awareness seem focal in Biggs’ analysis, where a strong motivation will 

interact with the learner’s intrinsic interest and lead to an effective learning outcome.  The 

relationship between the teacher, the learning context, the student’s learning processes and the 

learning outcome were linked in a composite model where the key role was given to the student’s 

approach, involving motivation, perception of abilities and perception of the learning context 

(Biggs, 1993, p.9). An intention to learn that involved intrinsic interest in the material resulted in 

an effective use of “deep” strategy and effective learning outcomes as required in the learning 

context. The “surface” approach was linked to low motivation and “reproducing” outcomes. A 

third category, “achieving” or “strategic” was introduced where the student had an external 

motivation to get high marks, relating perhaps to competition with others and hope of a career, 

and where the student followed a strategy involving organization of time to maximize results, use 

of guidelines and use of “cues” in the learning material and gained from lecturers (Biggs, 1993). 
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In the Study Process Questionnaire Biggs (1987b) used these dimensions with a range of factors 

from a consideration of the learner’s intention (presage) to the use of strategy (process) and 

finally, the learning outcome (product), a pattern in which intrinsic motivation by the student led 

to the deep approach and an effective deep outcome where material can be recalled with full 

understanding. It was delimited in systemic terms where “each component interacts with other 

components, forming a system in equilibrium” (Biggs 1996, p.52). Surface motivation was likely 

to lead to the surface approach with use of rote memorization and recall of the material but 

without full understanding. The achieving approach was likely to lead to high grades and a deep 

outcome, but not necessarily so, depending on the student’s ability to interpret instructions as to 

what was required. A key element in Biggs’ model was “intrinsic” interest which was linked to 

motivation. Biggs (1993) explained intrinsic or deep learning in global terms; it represented both 

a commitment to gain maximum meaning from one’s studies and a regard for the personal and 

philosophical meanings to be derived from one’s study. Biggs (1993) also clarified his use of 

terms, “surface”, “deep” and “strategic”; only the deep approach was truly task-focused or 

“natural” in contrast to the “sanctions” and “rewards” characterizing the other approaches. 

However, a student who gained the highest marks in response to the academic requirements 

would be likely to have effectively combined deep and strategic approaches.  

Table 3: Learning Orientations and Likely Outcomes in Biggs’ Model 

Motivation

Personal interest in learning 

material 

Motivation 

Avoidance of failure and/or 

wish to gain minimal 

qualifications 

Motivation

Urge to satisfy self-esteem 

and/or gain approval of 

others 

Approach

Intention to understand 

writer’s meaning 

Approach

Intention to memorize all or 

some of the learning material 

Approach

Intention to follow course 

requirements and cues to 

maximize marks 

Likely Result

Gaining abstract focal 

concepts with high rate of 

retention 

Likely Result

Gaining surface features of 

material with likely high 

attrition 

Likely Result

May be result in column  

one or result in column two 

                                                     - based on Biggs 1993                          
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As Table 3 indicates, the initial motivation establishes the approach and the results of following 

the approach lead either to the academically preferred learning with conceptual understanding or 

learning without these. The strategic approach may be linked to the deep approach depending on 

the student’s ability to interpret the requirements of the courses: however the achieving 

motivation is seen as inferior to intrinsic motivation in the quest for high marks (Pintrich & 

Schrauben, 1992). The quantitative questionnaire used in this research was partly based on this 

model (see 3.3.6).  

In a comparison of undergraduate and postgraduate students at a British university using Biggs' 

methodology Richardson (1998) found that postgraduates exhibited only marginally higher 

meaning orientation in selected social science courses than undergraduates and moderately lower 

surface orientation, concluding, however, that factors such as examination pressure and weight of 

new material were likely to influence the results. 

Richardson (1994), in a review of literature on approaches to learning, stated that the  

“reproducing approach” or surface orientation in Biggs’ model was strictly incompatible with 

academic requirements in any subject and resulted from “counter-productive institutional 

practices” (p.464). While this may have truth in a broad sense, it is nevertheless likely that in a 

contextual sense the student may feel the need to rely on the surface approach through fear of 

failure, apparent incomprehensibility in the material and by his/her interpretation of the 

requirements of the material, rather than the counter-academic motivation to gain the lowest 

possible mark to avoid failure. 

It is at least theoretically desirable for CHC students to change from a surface approach involving 

the use of simple memorization to a more analytical one, especially in those academic areas that 

emphasize critical thinking at the early stages. There are obvious cultural differences that make 

the application of Biggs’ model problematic in relation to non-English-speaking students (see

Watkins, 1996b), and Kirby and Ma (1996) described the tendency of L2 students at a lower level 

of English competency to concentrate on surface features of the text, making achievement of the 

deep approach more problematic. 
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2.4.8    Intrinsic Interest and the Quest for High Marks 

Keller (1983) suggested that intrinsic interest occurs when the learner’s interest in a topic has 

been aroused and is sustained over a period and where stimulation from exterior forces is linked 

to cognitive dispositions in the learner. “Intrinsic” suggests some previous activity which directs 

his/her interest in a particular direction.  

Pintrich and Schrauben (1992) described motivation as a necessary incentive to “decipher” the 

learning material, in which some personal involvement was necessary in addition to acquired 

skills. This induced the student to apply strategies such as elaboration, regulation of one’s 

strategies and willingness to persist in the task. While factors such as a perception of one’s likely 

success and control over one’s learning were important they cited studies showing that motivation 

relating to interest in the material was generally more efficacious in attaining the deep approach 

than that for material reward. Pintrich et al (1993) described interest, linked to affective factors of 

motivation, as necessary for the stage of learning where the student was required to change or 

adapt his/her ideas.  

Janssen (1996) proposed that achieving motivation, defined as “the mastery they [the students] 

want to acquire within a well-defined occupation  or disciplinary domain” would by a natural 

process develop into conceptual understanding and include the capacity to apply “expert 

knowledge” to ambiguous situations.  

2.4.9    East Asian Students’ Motivation 

Kember, Wong and Lang (1999) claimed that the distinction between intrinsic and strategic 

motivation did not generally occur for East Asian learners and in practice their motivation, which 

was generally linked to a career, subsumed deep or intrinsic motivation. Also in Eastern societies 

strategic motivation did not usually include competition with others. A study by Niles (1995) 

comparing Australian and Asian students studying in Australia, suggested that the Australian kind 

of motivation, stressing competition with others, differed from Asian motivation, where family 

influences, fear of failure and the work ethic were the most significant factors and the assumption  



49

that a high sense of personal self-esteem was necessary for Asian students was culturally 

misguided. 

2.4.10  Cultural Factors in CHC Students’ Use of Learning Style 

Biggs, basing his studies on Hong Kong Chinese students, postulated a model of memorization 

which both used repetition and was distinguished from rote or meaning-absent learning. In this 

model where understanding and memory were distinct from rote memory, repetition played a 

crucial role in aiding the learner to distinguish "recognizable signposts" and was accompanied by 

meaningful reflection with repeated readings (Biggs & Watkins, 1996, pp.271-2). In practice this 

indicated a strategic ability to move between the two forms of learning, despite the apparent 

reliance on surface forms of memorization. Memorization, Biggs stated, (1996), may precede or 

accompany effective learning or may serve the role of recalling previously learned material in 

explicit form before taking an examination (p.272-3). Watkins (1996a) suggested that Hong Kong 

students tended to develop a strategy of deep learning when they selected material or points 

requiring specific memorization in the learning task (p.115).  

Kennedy (2002) described the Chinese stress on “foundational knowledge”, on the acquisition of 

necessary facts which precede meaningful learning, as contrasting to the Western emphasis on 

critiquing, elaborating and applying one’s knowledge of material at an early stage of learning. 

A number of studies support the existence of a link between memorization as practiced by CHC 

students and “deep” learning leading to achievement. Kember (1996) saw “encouraging research 

evidence” for the link between memorization and the high academic achievement of CHC 

students. A study by Tang and Bain (1994) showed that understanding and memorization were 

interrelated for CHC students studying in Australia. Kember and Gow (1990) suggested that 

understanding was initially applied to material as a preparation for subsequent memorization 

where clear guidelines had been provided by the lecturer. Hess and Azuma (1991) described 

repetition as a necessary precondition for effective learning by Japanese students in the Japanese 

learning context.  

However a number of studies on an East-West comparative basis by SAL researchers have not 

shown a clear cultural difference in use of the deep approach, e.g., Ramburuth's study (2002) 
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showed that while no significant differences between international and Australian students 

appeared in use of the deep approach, the Asians, both undergraduate and postgraduate, showed 

more frequent use of surface strategies. A study by Volet et al. (1994) had similar results: 

however, the authors suggested some limitation in CHC use of the deep strategy; their processing 

"seems to be limited to the information contained in the text and may not involve elaborative 

processes such as critically examining new material or relating it to other subject matter" (p.303). 

Biggs also included the influence of certain cultural beliefs as contributing to the academic 

success of CHC students as shown in his studies. These included an emphasis on diligence and 

repeated effort in the face of apparent failure, use of cue seeking and ability to accept the social 

rules involved in group problem-solving as a preparation for assignments and examinations 

(Biggs, 1996, p.61). Use of “cue-seeking” involved strategic assessment of what the lecturer or 

examiner required in an examination or assignment (Tang & Biggs, 1996). The correct use of 

cues, such as from comments by lecturers, was shown to be a significant factor in passing 

examinations in a study by Gentry and Perry (1993). 

2.4.11   Conceptual and Reproducing Orientations in Written Work 

In a review of literature on the reading-writing connection Tierney and Shanahan (1996) 

considered the varying strategies used by learners separately for reading and writing tasks, and 

cited evidence for an underlying similarity in both processes, based on students’ own description 

of their experiences. Langer (1986) suggested that the basic strategies for the two tasks were 

similar, with use of questioning, hypothesizing, validation of evidence, use of previous 

knowledge and use of (self-monitoring) meta-comments, but there was a marked difference in 

emphasis: in writing the student was more focused on giving form to ideas than generating them. 

Studies of reading and writing skills of high school students and young adults showed that 

students who applied effective comprehension skills in their reading were better able to interrelate 

and synthesize ideas for reproduction (Spivey, 1984; Spivey & King, 1989).   

Applebee (1980) described the benefits of writing what one has learnt as follows: through writing 

the writer was able to review, clarify and reconsider the work more effectively: it usually aided 

acquisition of study material by requiring a higher degree of concentration than with reading: and  
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where the “audience” was considered the writer was more likely to show consideration for views 

different from his/her own. While considering the writing task as giving some scope to personal 

expression of viewpoint Hayes and Flower (1980) indicated the need for the writer to recognize 

the tangible restraints of the format when expressing these, which included the specific 

conventions of the task but also the presentation of the writer’s self to the audience. In a further 

study Hayes and Flower (1983) warned against “the disorderly dynamics of serious thinking” on 

a topic and the need for the writer to maintain continual awareness of the constraints and the 

required form of the finished essay. 

Hounsell (1984) indicated three broad categories of essay writing in relation to one’s presentation 

of material using history as a measure, a subject in which there was some emphasis on personal 

interpretation. In the first category, essay as argument, which qualified for high marks, an 

argument was clearly presented with detailed evidence for support. In the second category, essay 

by viewpoint, the writer presented a coherent and possibly original viewpoint but failed to show  

meticulous use of evidence. In the third category, essay as arrangement, all apparently relevant 

material was included in an attempt to satisfy the examiner or marker but there was no attempt to 

link the material into a conceptual hierarchy or to develop an argument and this category was 

barely able to achieve a pass mark. Thus the effort in collecting and presenting the material was 

not reflected in the marking, which was likely to involve frustration for the student (p.123). 

Marton and Booth (1997, pp.27-29) linked Hounsell’s study with Marton and Saljo’s research, 

showing that a deep approach to learning is more likely to result in an argumentative essay and a 

surface approach more likely to result in unconnected discourse. Biggs (1988, p.217) suggested 

that essay writing expressed in a manner comparable to the process of learning the writer’s 

motivation and that an active, interested approach to a writing assignment would be likely to 

produce deep outcomes in an essay marked by analysis. He further subdivided the deep approach 

into deep integrative, in which the writer kept within the context defined by the question and deep 

reflective, in which there was reflection beyond the context of the essay material at a relatively 

high level of abstraction, while in the surface approach to writing planning was minimal or 

non-existent (pp.217-218). 

These distinctions and others have been included in the SOLO taxonomy, an acronym for 

Students’ Observed Learning Outcomes, which was designed as a guide to test students’ written 
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work qualitatively on organization and originality rather than quantitatively as a listing of 

significant relevant points (Biggs & Collis, 1982). While the lowest levels in the taxonomy 

represented misunderstanding of the question or an uninformed viewpoint, the intermediate stage 

related to the capacity to consider alternate and conflicting data but a failure to provide an 

effective conclusion. In the relational stage evidence was used together with an attempt to 

incorporate the data but strictly in context of the question while in the extended abstract stage the 

student showed the capacity to consider issues and hypotheses that went beyond the context and 

was also able to withhold presenting a conclusion until all alternate possibilities were considered 

(pp.36-49).  

The problem for students writing in a second language is that though they may have the ability or 

motivation to aim for a high level of abstraction in their approach, they are likely to have 

difficulty with the “mechanics” such as memorization of detail, given that this involves use of a 

second language, with the result that the use of supporting argument may be weaker, or 

conversely, if too much attention is paid to linguistic detail this may adversely affect the structure 

(Cantwell & Biggs 1988, p.366).   

The SOLO taxonomy gives some expression to the presence of an “elaborative” approach to 

academic writing which extends beyond the context of what is given and comprises elements of 

personal evaluation. 

2.4.12  Oral Expression and Conceptual Understanding 

Although not usually emphasized as much as writing oral expression plays significant role in the 

learning programs of the SS&H and is at times included in assessment policies. Tudge and 

Rogoff (1989) indicated that oral discussion between peers was a necessary complement to the 

more interactive forms of learning where one’s ideas were not only the fruit of personal reflection 

but could be subject to modification by others. Suhor considered oral work played a crucial role 

in helping the student to prepare and clarify ideas which would later appear in written work 

through “question, tentative verbalizations, informal talk with others, reorganization of notes” 

(1984, p.5). According to Creme (1997, p.13), through the exercise of talking round a topic the 
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student was enabled to express thoughts more clearly, and through the interaction with others 

would be more likely to perceive alternate ways of viewing a topic. However, in addition to  

language there are certain cultural difficulties partaking in oral interaction for CHC students (see

Barthel, 1995, cited in Literature Review, 2.2.4).  

2.4.13 Global and Analytical Orientations

In addition to deep and surface categories of learner another set of categories, relating to global 

and analytical styles of learning, was established by Pask with the use of experimental methods 

linked to data supplied by a computer (Pask (1976; 1988; see also Entwistle, 1978). The 

distinction was not between a more preferable and less preferable approach as with deep and 

surface approaches (Marton, 1988) but between two basic strategies that the students chose to 

demonstrate effective understanding of a task, a choice reflecting partly factors of personality in 

Pask’s view. Basing his initial study on classification by students of imaginary Martian animals 

he described the serialist as using linear progression from one hypothesis to the next while the 

holist employed more complex hypotheses over a range of material. Thus the holist was 

distinguished by a broad range of attention which ranged over both concrete and abstract concepts 

and looked for interconnections between these (the global viewpoint) while the serialist kept to 

low order relationships and distinguished concrete from abstract (the analytical viewpoint). Pask 

also made some distinction between the holist who kept strictly to the terms of the material and 

the holist who introduced personal experience. Both strategies, if not counteracted by the student, 

led to failures or pathologies: in globetrotting (Pask’s term) the student failed to use essential 

evidence to support the connecting ideas and in improvidence (also Pask’s term) the student failed 

to establish inclusive links between items and/or relate them to the purpose of the study (Pask, 

1988). In contrast to the surface learner the serialist was able to establish links between discrete 

parts rather than just memorizing.  

Pask’s work was based on a theory of internalized conversations which the learner conducted 

with him/herself as learner, which established focal relationships in the material and enabled  

concepts to be transferred from one situation to another: effective understanding was achieved 

when the student was able to explain the task in the role of teacher (Lindstrom, 1983:Pask, 1988, 

p.84).  
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                2.5  Conclusion 

The Literature Review considered both general problems of CHC students at English-speaking 

universities and some of the specific difficulties associated with study in the SS&H. Given the 

distinction made between the hard sciences and the soft, the SS&H generally required a greater 

degree of “global” views and divergent thinking, relevant for the students in this research. An 

overview of the cultural and learning background of CHC students indicated some features of 

Eastern learning and also its divergence from the Western, marked by more recent perceptions of 

knowledge as acting on the individual and inherently dynamic. The Review offered some 

interpretations of cultural difference which can be applied to the behavior and learning style of 

CHC students. These partly comprised theoretical constructs developed in the work of Hofstede; 

for instance, Hofstede’s concept of large power distance can be applied to a form of knowledge 

which is controlled and dispensed by the educational authority. Other constructs concerned the 

relationship of the self to generalized or specific “others” (individualism/ collectivism), and the 

assumed role of the self in relation to others (high uncertainty and low uncertainty avoidance), 

constructs which provided some means of illuminating the behavior of the students. In addition 

the research considered the role of creativity and ambiguity as features of learning and 

phenomenological research on the deep, surface and achieving approaches to study and practice 

of these by East Asian students. Some study was made to the link between personal interest and 

application of the deep and elaborative approaches and their application to written work, and to 

the role of oral learning. Thus a review of relevant theories and theoretical constructs has 

provided some underpinning for the conduct of the research in addition to providing some 

account of other studies in the field of culture difference and learning approaches.  

.
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3. METHODOLOGY 

3.1 Theoretical Background to Methodology 

3.1.1 Giving Direction to the Research 

Rather than trying to establish a composite definition of the cultural factor in this study the 

researcher envisages it as a set of influences which impinge on the students’ behavior, something 

which they can recognize, and most especially do so when faced by differing behaviors from 

another culture. Given the need to establish depth and validity to the research and given the 

vagueness of the term "culture", a grounded approach to theory might seem appropriate with no 

attempt to introduce theory at the commencement of the research (cf., Glaser & Strauss, 1967). 

Given the presence of four subjects in the research with some similarity in background a  

grounded approach, linked to comparison as recommended by Glaser and Strauss, might seem to  

offer the best opportunity to generate ideas and features of similarity from the students' accounts. 

However, in view of the cultural difference between the Australian researcher and students, the 

latter all recently arrived from East Asia, it was felt necessary to give more theoretical direction to 

the research than would be available from an open approach to the research question. The  

reasons for giving some direction to the research are summarized as follows: 

1. It was felt that only by giving the subjects some knowledge of the relevant theories at the 

beginning of the research and some understanding of the basic issues could their interest and 

co-operation be fully gained and maintained over a period of time. 

2. By the use of certain basic but not necessarily authoritative theories some direction would be 

maintained in conduct of the interviews and irrelevance avoided, a likely result where 

understanding is deficient. 

3. Use of theory would assist in replication across the four case studies with the application of  

basic factors of learning and culture difference that could be used for comparison and  

triangulation of results. 
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There are, however, dangers in applying theories too prescriptively and the goal was also pursued 

of encouraging the students to express their viewpoints and idiosyncratic experiences. 

3.1.2   Theories linked to the Research 

The theories used in the research derive from two broad-based but totally different areas of  

research (see 2.3.2, 2.4.6). One, based originally on phenomenological research by Marton and 

Saljo (1976) and developed later in clear paradigms but separate research by Biggs (1978) and 

Entwistle and associates (Entwistle, 1981), concerns basically the difference between the 

meaningful learning orientation, deep learning, and the memorization-based orientation, surface 

learning. Their interpretation of these dimensions have the merit of being easily definable and 

testable and a statement of what one actually does while learning and writing. It should be noted, 

however, that Biggs, rather than emphasizing experience as in the phenomenological studies,  

gave a central place to approach, the learner’s commitment when confronted with the task in 

relation to his/her motivation which included an assessment of the purpose of learning and the 

perceived demands of the task. The approach had a major, perhaps a decisive role, in determining 

the kind of activity undertaken by the learner. The other area referred to is linked to broad  

estimates of behavior based predominantly on research on culture difference by Hofstede (1980, 

1983, 1986), but also to a lesser degree on the individual's responsiveness to knowledge and the 

concept of it as dynamic or utilitarian (Kruglanski 1989). In the area of broad estimates of 

behaviour, the effects of culture as a force hindering students’ use of the deep approach or  

making problematic the CHC students’ understanding of the rationale of the deep approach, are 

considered and introduced in relation to the aims of the research. However, as stated in the 

Literature Review, the deep approach necessarily carries an emphasis on criticism in relation to  

the SS&H (Moses, 1990). Care is also required in the application of the theories of culture to 

student behaviour, given their broad nature and the interpretations available in the literature.  

The relevance for the research of the broadly parallel framework established by Biggs, and 

separately by Entwistle (see 2.4.6) lies in its definition of deep learning as distinct from surface

learning and its application especially to SS&H areas (a third orientation of Biggs, strategic, is 

discussed in the Literature Review, 2..4.7). Following Biggs certain assumptions are used in the 

research: that deep learning is best achieved through appropriate motivation and interest in the 

topic; that the deep approach will help establish a critical approach to the learning material and is  
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therefore a key factor in the SS&H with their critical use of theories (Moses, 1990); and that the 

deep approach also provides a direction for the learner to establish elaboration or some personal 

evaluation from the material (Biggs, 1988), these last factors being significant in the SS&H.  

The need to make an appropriate learning adjustment to the SS&H exists for both Australian and 

CHC students. However SAL studies comparing deep/surface approaches have not established a 

clear Western/East Asian differentiation in use of the deep approach, though there is evidence  

from at least some studies that CHC students make greater use of the surface approach (cf., 

Ramburuth, 2002; Volet et al., 1994). However the SAL studies have generally failed to 

differentiate the SS&H, and have also focused on South East Asia and former British colonies 

where current or residual Western influences are likely to be present (Volet & Renshaw, 1996, 

pp.218-9; Biggs & Watkins, 1996, pp.276-7) and may not therefore give a clear picture of the 

culture differentiation. The literature gives plentiful evidence of teaching methods in CHC 

countries which are likely to encourage use of surface learning patterns (see 2.3.9¸ 2.4.1), which  

at least presents some grounds for using the deep/surface differential to consider East Asian 

learning styles at an initial stage while remaining aware of its limitations described subsequently. 

The quantitative questionnaire used in the research (3.2.6, 3.3.6) also contained students’  

responses to sixteen statements relating to global orientations and strategies and analytical 

orientations and strategies (see 2.4.13). In contrast to the deep/surface parameters these are not 

given a formative role in the research but rather considered as strategies that aid in achievement  

of the deep approach: however their application may also reflect characteristics of the personality 

(Pask, 1988, see also 6.3, 6.5).

Despite their broad nature the Hofstedian parameters of individualism and collectivism, large and 

small power distance and high and low uncertainty avoidance also serve a purpose for the  

research in introducing a cultural view of the self as perceived by the self in relation to others.,

Thus the concept of relations with close or generalized others, collectivism, may affect the  

student’s quest for autonomy and capacity to evaluate his/her own viewpoint; the concept of 

dependence on others, large power distance, can be related to the student’s tendency to accept 

uncritically the ideas of others; and the concept relating to uncertainty about others, high 

uncertainty avoidance, can be related to the student’s inhibitions in expressing viewpoints to  

others as a learner. Thus recognition of certain possibly constricting cultural barriers offers a way 

of elucidating the students' difficulties in cultural terms even where they carry assumptions that 
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later may have to be modified. Also in considering the cultural factors it is especially important to 

be aware of Western and especially U.S. influences taking a number of forms on East Asian 

societies today (Louie, 2005).  

In general terms use of the Entwistle/Biggs framework in constructing the research indicated 

relatively stable and clear-cut data both in students’ responses to the questionnaire (Appendices A 

and B) and their responses in the open interviews. A weakness in the framework lies in a  

tendency to simplify what are complicated psychological and social processes (cf., Kember,  

Wong & Lang on motivation, 1999). The broad theories of culture difference may give a clearer 

indication of the cultural role but there is a need to show care in interpretation of the students' 

accounts and connecting them to theories. Bearing in mind the limitations of both the 

Biggs-Entwistle approach and the cultural theory approach it was hoped that by applying both to 

the research there would be some balance and some estimate of East Asian learning style linked  

to an estimate of the presence of cultural difference. 

3.1.3  Transcendental Realism 

The underpinning theory of "transcendental realism" provided some rationale for the use of  

guiding theory in the research and also served as a basis for the Miles and Huberman  

methodology of data analysis used in the research. The theory involves specifically the  

recognition of “social structures” whose existence is not tied to specific testing of facts and events 

nor seen as existing solely in the understanding of individuals (Bhaskar, 1998; Bhaskar &  

Lawson, 1998). In Bhaskar’s view the structures exist “out there” in the world, possessing both 

order and regularity in their operation. They are not created by individuals but embrace them as a 

non-materialistic expression of, and reflection of, human society and are subject, through 

interaction with the behavior of members of society, to transformation and continual 

self-production. Bhaskar states: “Only transcendental realism, I will agree, can sustain the idea of a 

law-governed world independent of man” (1998, p.20). The structures also form a hierarchy in 

which the lower orders of structure are inescapably linked to the higher: thus if a finding occurs at a 

lower level this has to be related to a higher level structure in a full context if it is to be fully 

understood. 
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Basically Bhaskar postulated the existence of general laws which were available for discovery  

and verification by social science methods but could not be tested in a quantitative mode. The 

theory has been criticized on the grounds that the “social structures” cannot be established 

accurately because of the complicated interrelationships existing in any society and, further, that 

they cannot be verified as required in strictly realist research (Benton, 1998). While recognizing  

the limitations of the theory, the researcher has accepted its utility via the Miles and Huberman 

methodology in relation to the aims of the research, to investigate and evaluate significant  

cultural factors representative of societies across the cultural barriers.  

3.1.4  Application of the Miles and Huberman Methodology 

The Miles and Huberman methodology involves the application of on-going themes and  

tangential theories as described in Bhaskar's theory (see 3.1.3 above), thus providing scope for  

use of clear direction but also some flexibility in the application of basically grounded research. 

There has been an intention, in conduct of the research, to present the theories and see how they  

link to the explanations of the students. Thus the theories "out there", which had some validation 

from the researches indicated in the Literature Review, have been linked to conduct of the  

research, partly through use of themes, e.g., individualism and collectivism linked to motivation, 

and have been also used to help establish significant factors in the results of the research. Crucial  

to the Miles and Huberman approach is the use of organizers of data: these act as topics and help 

establish what is relevant and irrelevant for the research through bounding (Miles & Huberman's 

term). Thus its use in data analysis contributes to the elucidation of viable patterns. The authors  

also suggest use of verification strategies as likely to strengthen and make more plausible the  

final results. In reiterative research results of a “finding” are held to be provisional while a 

continual re-examination of the context is undertaken in the light of new findings and insights  

that may modify the original results (Miles & Huberman, 1984b, pp.186-7). While they 

acknowledge that it is impossible to establish the exact causality that is possible through strict 

scientific and quantitative techniques of measurement they suggest that a story, a sequence of 

factors established in a time sequence, may represent a pattern with its own logic where causes  

are more easily linked to final outcomes. To guard against overuse of theory in the methodology  

they suggest the use of connected propositions that will provide some direction to the research  

but because they are not accepted as final will leave scope for further exploration (1984a, p.190). 

Thus the approach has certain safeguards against the danger of misinterpretation that is likely  
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when the researcher relates the use of theory to complex factors that are linked to human  

behaviors. 

3.1.5    Use of the Phenomenological Approach

As a corrective to the possible bias of the Miles and Huberman use of theory to describe human 

behaviors some use has been made of the phenomenological approach, an approach which  

involves some recognition of the students’ cultural difference and their possible holding of 

alternate values to those of the researcher. Edmund Husserl (1859-1939) a German philosopher,  

is credited with the founding of phenomenology, which represents basically an attempt by the 

researcher to establish the interview-subject's view of reality, his/her own use of logic in relation  

to this reality and his/her recollection of experience in the immediate past when outside  

influences or any directions from the researcher are purposefully excluded. Phenomenology 

explicitly rejects "presuppositions and prejudices" of the researcher and the existence of an 

"underlying shared order" (Maso, 2001, pp.138-144). Thus the approach using "ideas out there",  

as outlined by Miles and Huberman (1984a, 1984b), seems rejected in the phenomenological 

approach, but it does have advantages, for the researcher, of establishing parameters of individual 

difference in the interpretations of the students. Thus the use of repeated questions to establish 

students' views of a topic gives the students the opportunity to explain in their own terms by the  

use of directive questions relating to feelings, e.g., to Cheryl, "You find it difficult to express and 

talk in seminars? . . . so it's not culture, it's not - " (Extract 8.12, 8.3.9).

There are some practical difficulties in establishing factors through introspection as required in  

the phenomenological approach given the need for complete researcher objectivity (Pring, 2000, 

pp.98-99), difficulties which are magnified when the communication is over a cultural and 

linguistic barrier, and these factors may limit the usefulness of the approach. However, it does  

have some value in its emphasis on how the subject thinks and, hopefully, in the research has  

acted as a corrective to the tendency to impose theory in the Miles and Huberman approach. 
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3.2    Rationale for Methodology 

3.2.1  Choice of the Multiple Case Study 

The multiple case study has been chosen as the most suitable approach for conducting the  

research. Firstly, it possesses all the advantages of the case study as described in 3.2.5, offering  

for this research an opportunity for a relatively in-depth analysis of causes and factors in the 

adjustment of CHC students. Secondly, by use of several case studies linked by a common theme  

or themes, it is likely to present findings that have greater validity than would normally be the  

case on a single case study (Yin 1994, p.45). Thus the multiple case study with the use of  

structured interviews offers an opportunity to consider a range of factors from motivation to 

relations with teachers to approaches to writing and speaking in tutorials expressed by different 

students within the circumscribed boundary offered by the case study (see 3.2.3).

3.2.2    Alternatives to the Multiple Case Study 

Compared to the multiple case study the general inclusive survey based on questionnaires and/or 

controlled testing of behaviors has the advantage of offering quantifiable evidence of trends and 

also the advantage of using a much larger group of subjects than is feasible in the multiple case 

study, e.g., the inclusive survey of overseas students’ adjustment at Griffith University, Brisbane 

by Meggitt, Tourkey & Singh (1995). However the quantitative forms of testing do not usually 

allow for complex responses, ambiguities in behavior and student reticence which this research 

seeks to uncover as factors of culture. 

An alternative approach to the case study or multiple case study lies in the controlled testing of an 

aspect of cultural behavior, which has been used with apparent success in studies of cultural 

causation and may involve some quantitative procedures. Examples are studies of the locus of 

control by Chiu (1987), Chan (1989), Hamid (1994), relating to the students’ tendency to  

attribute future success to his/her own efforts (the internal locus of control) or to chance or others 

(the external locus of control), based on Rotter (1966). Like the general survey these have some 

advantage in producing what seem concrete results over a broad range of subjects with some 

capacity to prove or disprove aspects of cultural behavior. The approach has the disadvantage, for 

the aims of this research, of ignoring broad and interacting factors of cultural difference which act 

on students’ behavior. 
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3.2.3   General Advantages of the Case Study 

Briefly, the case study, by its relatively intense focus on a real-life topic relating to a person, 

situation or institution plays a significant role in its capacity to demonstrate factors and causal  

links that cannot be demonstrated in through experimental methods (Yin, 1994, p.13). In this way  

it can complement other methods by giving a more complete explanation of specific factors and 

also open the way to fresh lines of research when new factors have been discovered.  As a study  

that is commonly exploratory and “ground-breaking” the case study does not depend on  

producing a specific set of outcomes (Yin, 1994, p.25). Because it provides the opportunity to 

analyze the context of subjects’ behavior in a broader sense than is available in the survey or 

research the case study gives the researcher the opportunity to establish the links between the 

context and what is demonstrated in relative detail (Yin, 1994, p.13). The case study also  

naturally offers a form of triangulation in its eclectic use of forms of data-gathering, which may 

include interviews, printed material or observation studies, which may produce varying evidence 

from interviews from a range of perspectives and use of printed matter and observation studies 

contributing to the final result (Yin, 1994, p.13, pp.91-2). 

The case study is not necessarily linked to a specific theory, although this may occur in some 

instances, but is linked to a site which serves, at least partially, as a boundary to the aims of the 

research where these include no preconceived theory. In this way theories can be introduced and 

tested for relevance while the site and the aims of the researcher act as a delimiting boundary  

(Stake, 1994). 

Cohen and Manion (1994, p.110) discuss the advantages of the case study in establishing contact 

between researcher and subject over a period of time: the views of the respondent can be  

considered as developing and perhaps changing over the period of the case study; the length of  

time makes it more likely that the respondent will develop warm relations to the interviewer and 

thus express him/herself more openly; over time the subject will show a greater likelihood of 

expressing his/her views without indulging in self-justification, given that the interviewer is not 

perceived as critical of the subject (Cohen and Manion 1994, p.110). In educational research case 

studies have an additional value in providing insights into the perceptions of participants in the 

learning process in a situated context of interaction (Miller, 1997). 



63

An additional value, then, of the case study is its role in establishing the presence of normally 

elusive factors relating to personal values and personal experience as a result of personal contact, 

which can be evaluated and contribute to the final conclusions. 

3.2.4   Advantages of the Multiple Case Study 

Generally the evidence from a multiple case study is more conclusive than that from a single case 

study, given that the researcher has been able to gather and compare evidence from different but 

related sites bound by a common topic. The use of replication or duplication of duplicating 

procedures for each separate “case”, is the usual means by which multiple case studies can be 

effectively linked and given unity (Yin, 1994, pp. 45-47). While this research proposes to use  

some theory this is applied in a general loose fashion, giving scope to individual responses as 

expressed by the subjects and including factors of personal values and personal experience. 

3.2.5   Use of Structured Interviews and Quantitative Questionnaire 

For the multiple case study in this research the structured interview has been selected as the most 

suitable means of data gathering in its capacity to offer a balance between structure and 

non-structure, to provide some clear direction to the students in the research and to allow, where 

suitable, events to “speak for themselves” (Cohen & Manion, 1994, p.277). There was also some 

limited use of a quantitative questionnaire (3.3.6), consideration of some of the students’ written 

work (3.3.9) and supplementary interviews with four of the teachers (3.3.8). Use of a quantitative 

questionnaire to give some guidance in interviews of second language students is recommended  

by Houghton (1991), based on her work as a language teacher with students using English as a 

second language. It has the advantage of directly linking the conduct of the research with the 

current theories in the field explained in the questionnaire. However, the purpose was not to use  

the questionnaire for purposes of comparison or evaluation of the students as in a strictly 

quantitative study but to assist direction of the research and help give the subject some idea of the 

aims of the research. The proposed strategy was to present basically open-ended questions and 

statements to the students while making use of topics from the questionnaire or relevant literature 

based on the students’ experiences. The open-ended question has the advantage of facilitating 
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further probing (Cohen & Manion, p.277) and thus giving the interviewee the chance to state  

“all” that he/she knows and thus providing valuable data. There was also an attempt to asking the 

same or matching questions to all the students so that results could be compared for relationships 

and congruence in relation to issues described in the literature. 

3.2.6 Description of Entwistle and Ramsden Questionnaire 

The questionnaire used in this research is divided into four broad areas,representing the research  

of Entwistle and his colleagues at an English university: three concern the meaning, reproducing 

and achieving orientations of students at an English university from research by Entwistle and 

colleagues at an English university (Entwistle, 1981). Linked to these are psychological factors 

relating to the students’ sense of purpose, fear of failure, motivation, negative feelings and 

competition with others, which can be linked to learning approaches. The model on which the 

questionnaire is based in described in 2.4.7. A fourth area of the questionnaire deals with  

categories of global and analytical orientations and strategies described in 2.4.13 (Pask, 1988).

3.2.7 Limitations in Using the Multiple Case Study 

There are clear limits in using the multiple case study to describe cultural differences, partly 

because the method involves a large degree of interpretation and the results are consequently 

unlikely to present undisputed evidence of the workings of culture, given the difficulty of  

defining the term. In the personal accounts which featured in this research factors of personality, 

specific experiences and particular life goals have been inevitably linked to influences that can be 

described as cultural and it may be beyond the task of the researcher to disentangle these and  

offer a valid pattern of difference. The danger also exists of the researcher providing his/her own 

explanation where some ambiguity occurs in the subjects’ responses. There is also some risk, in 

matching responses from students from different backgrounds, that similarities and links will be 

perceived that are not grounded in fact. The provisional nature of at least some of the results of  

the research must be kept in mind. However, by a policy of returning to main themes and 

introducing the subjects to concepts of culture (given their general familiarity with Hofstede's 

famous collectivism-individualism differentiation) and comparing cross-results (such as in the 

varying perspectives on teachers in Chapters 6 and 7) the researcher has hoped to give some 

validity to the final results, even when these are not perceived as complete or final. 
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3.3  Description of Procedures 

3.3.1   Selection of Student Sample 

Initially it was considered necessary to have six students from East Asian countries to provide a 

relatively broad scope for the research, to allow for comparison of differing viewpoints and also  

as a precaution against attrition, a danger in studies of this kind where East Asian students have a 

natural need to give their courses priority over other interests. There was initially some difficulty 

getting a suitable number, given that the number of East Asian students studying in the soft 

sciences was relatively low compared to those in the hard sciences and commerce (see Appendix 

C).  Despite some attrition four students were found who continued in the research over the  

period, and whose studies were in the areas required for the purposes of the research. 

In October 2002 four students were obtained through the researcher’s personal contacts, Len,  

male postgraduate, 30, from South Korea, Yvonne, female undergraduate about 34, from Japan, 

Cheryl, undergraduate, about 20 from Taiwan and Tom, graduate, 27, a student from the Peoples 

Republic of China (PRC). The last-named student withdrew from the research in the following  

year due to pressure of work.  However, another Taiwanese student, Daphne, postgraduate, aged  

30, joined the research at the beginning of April, 2003, making up four, which was held to be 

sufficient number for purposes of comparison and evaluation. The names given to them and to  

any other people in the research are fictitious. The institution in which the research was  

conducted has been simply referred to as The Australian University. There was some benefit in 

having all the students coming from countries where Confucian traditions had been maintained  

and were countries that had neither been European colonies or been subject to communist  

ideology (see Appendix F) as these countries seemed to represent more specifically the traditional 

values of East Asian culture. In contrast, the Peoples' Republic of China had been through 

disturbances in that period with attempts to implement communist ideology. The students' home 

countries had enjoyed a relative degree of security since the 1950s and had embarked on a steady 

path of economical and educational advance. Also none of the students were Christian which may 

have been of some advantage for the study in that the students could more easily consider from an 

Asian perspective the cultural factors which distinguish East Asian societies as distinct from  

those that emanated from Western countries. 
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Len, aged 30 at the commencement of the research, went to college in Korea on leaving school, 

“college” being an alternative form of tertiary education, did his military service, went to Japan to 

study at a university for four years without much success or apparently much motivation as he 

described it, and finally made a decision to pursue environmental studies in Australia at a 

postgraduate level. The aim was not so much to get a job but to help him in his aim of working  

for protection of the environment in Korea. He spoke Japanese fluently in addition to his native 

Korean. Yvonne who was perhaps in her mid-thirties, went to college for two years in Japan after 

leaving school and studied English literature without real interest, “college” in Japan as in Korea 

being an alternative form of tertiary education but lacking the status of the university. She worked 

in clerical jobs and finally, following the decease of her mother, decided that she should gain an 

overseas qualification. She started psychology as an undergraduate at The Australian University 

but found some of the material, which had a mathematical component, beyond her so she  

switched to Asian Studies. Cheryl, who was the youngest at 20, had not done any tertiary study in 

Taiwan, her home country, but started studying education directly as an undergraduate at The 

Australian University and was interested in second language teaching. Daphne, aged 30, had 

graduated and done some postgraduate study in science and had been working in electronics in 

Taiwan for a number of years, but her employing body decided that she should study other Asian 

societies and so she was provided with a scholarship to study at the Australian University for two 

years in Asian Studies as a postgraduate. All the students were fee-paying with the exception of 

Daphne whose fees were paid by her employing body. Two of the students were studying at a 

post-graduate level, Len and Daphne, while two were undergraduates, Yvonne and Cheryl. All 

were of a relatively mature age, 30 or over, with the exception of Cheryl who was about 20. 

3.3.2  Interview Procedures 

The interviews were usually held in the reading rooms of The Australian University though in a few 

cases they were held at the students’ domiciles. They commenced in November 2002 and  

continued till December of the following year (in one exceptional case, an interview was held  

with one student, Len, in May 2004, see Appendix J). In a preliminary discussion the students  

were given an overview of the aims of the research and the options of withdrawal and omission of 

any material from the research that they might consider of a personal nature. 
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3.3.3    English Proficiency of Students 

A preliminary interview was held with each student on his/her English proficiency, which  

provided some valuable general data. It was decided initially that the research questions should  

not probe language difficulty, given the requirement to maintain focus on cultural factors as  

defined in the research. However, it was clear that language difficulty played an important role in 

the students’ adaptation to The Australian University. The students’ levels of proficiency are 

described in Appendix D although this probably represents a relatively low level, given their 

improvement over the period of the research. Briefly, it can be stated that Yvonne, although 

competent in conversational English, had difficulty with academic forms of expression. Len was 

initially weak in both conversation and written work where his academic expression was  

especially limited by grammatical weakness but he had established a reasonably effective  

informal means of oral communication. Cheryl seemed to have more competence in English than 

the others, doubtless reflecting the tutoring that she had received since her early years as a child  

but she still had problems in academic expression. Daphne was less proficient than Cheryl, but by 

dint of concentration seemed to be able to establish a reasonably effective academic style in the 

final stages of her study in Australia. 

3.3.4    CHC and Australian Undergraduates and Graduates 

The Literature Review has already given some indication of the learning difficulties that both  

CHC and Australian students have when they commence as undergraduates, given that 

English-speaking Australians have commonly had introduction to more critical approaches 

(Ballard & Clanchy, 1991b) and that East Asians need to adjust to a different form of 

argumentation, given their familiarity with different, Eastern styles of argumentation (Varghese  

& Abraham, 1998). The assumption holds, however, that all students should be prepared to 

progress in critical thinking and ability and to understand and apply argument from the start of  

their undergraduate study. For those who move to postgraduate study a more specific  

commitment and search for meaning in the chosen topic is required (Astin, 1993).  

Excluding here grammar and formatting, the generic skills expected by graduation broadly 

comprise the following: the capacity to present a viewpoint effectively when writing for others;  

the application of critical thinking involving the comprehension, analysis and evaluation of 
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learning material; problem-solving skills involving choice of appropriate strategies for managing 

data (significant in the sciences but also the social sciences); and application of interpersonal 

understandings with use of appropriate intelligence and understanding of others in social  

situations (Australian Council for Educational Research, 2001).  

Cheryl as undergraduate saw the need to show autonomy and critical thinking (7.5.9). She was  

also required to do some research at a basic level (7.4.3). Alone of the subjects she had moved 

directly from secondary school in her home country (Taiwan) to tertiary study in Australia and  

had some advantage over the others in her superior grounding in English (Appendix D). Yvonne, 

although she was enrolled as an undergraduate, had studied for two years at an undergraduate 

college in Japan, “college” having a lower status than “university”, and where, as she explained to 

the researcher, the pedagogy was strictly teacher-centred and based on memorization.  

Nevertheless one of her courses at The Australian University conducted by Dr Smith (see 7.4.1)

was designed to initiate overseas students into demonstrating critical attitudes and some  

autonomy. Although responding to this she had difficulty establishing a critical framework for 

presenting her ideas, something that her postgraduate study had apparently not equipped her for. 

Compared to undergraduate programs the point of change for postgraduate programs generally 

consists in the refinement of skills hopefully acquired in the undergraduate level, exclusive, of 

course, of research at or above the doctoral level. Postgraduate courses tend to place greater 

emphasis on goals of autonomy, application of critical and original thinking and some refinement 

of research skills, given that the students may have used research at an undergraduate level as 

Cheryl did (these general postgraduate requirements can be found in the attribute requirements of 

most Australian universities). The two postgraduate areas selected by Len and Daphne both 

emphasized autonomy, involving critical discussion of theory and basic field work for Len and 

some original research for Daphne in addition to her course work. Despite their previous studies  

at Asian universities (Len in Japan, Daphne in Taiwan) both had difficulties relating to the new 

demands. Daphne had the additional difficulty of adapting from a science background with 

emphasis on quantitative measures to a SS&H area which was basically qualitative (7.4.4).  

Ramburuth’s comparative study (2002) indicated greater use of surface learning by international 

students than Australian, suggesting that postgraduate study places greater demands on the former 

with a need to apply more memorization, despite the postgraduate requirements for the  

application of critical thinking, a result which may reflect their cultural and language difficulties. 
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3.3.5     Cultural Impediments to Plain Speaking 

The following extract may illustrate some of the problems of intercultural communication.  

Yvonne speaks of her shift from an undergraduate psychology course to her present one in Asian 

Studies where, in contrast to the former, the Email requests of students frequently had no replies. 

   

    “.. .of course they (the Psychology Department) were sure of giving me an answer by Email   

 so without fail. But in (Asian Studies) some – maybe students’ number is problem – because 

much is ((?)) but they – some of them – have no answer – no reaction to students’ questions or

–  (Y190603:27). 

Bearing in mind the restraints and politeness phrasing characteristic of East Asian communication, 

the question arises, is Yvonne presenting to the interviewer a criticism of the teachers in relation  

to the failure of their moral role as teachers to respond to students, or is she indicating that in her 

view they have a reasonable excuse for not responding to students’ Email?  Often only by using 

context and some interpretation as a guide can the speaker’s intention be truly discerned. 

Communication theory based on Western and East Asian forms of communication establishes a 

clear difference in the typical East Asian collectivist society where the message to the other is not 

explicit, is frequently abbreviated, is often based on shared understandings and is tailored to avoid 

risk of giving offence while in the Western individualist society, e.g., Australia, the U.S., New 

Zealand, the U.K., the sender’s intention is explicit in the message with relatively clear  

expression of personal goals (Yum, 1988, Yum & Bahk, 1994). .  

In addition to the fear of being misunderstood through language difference, CHC students may 

have inhibitions in expressing criticisms or controversial opinions. Where there seems some 

ambiguity or indirection in accounts, is the researcher justified in presenting an interpretation of 

meaning, or should the policy be followed of accepting only what is explicitly stated? Rather than 

doing either the researcher has followed a policy of offering an interpretation in some cases but 

indicating its tentative nature. In the transcripts Cheryl seemed more ready to offer a criticism of 

teachers (7.5.9) contrasting to Len’s mild expression (7.5.7), reflecting perhaps her relatively 

greater acculturation.  
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3.3.6 Students’ Use of Entwistle and Ramsden’s Questionnaire 

The students were asked to supply quantitative responses to statements in Entwistle and  

Ramsden’s questionnaire (1983), which had been translated into Japanese, Korean and Mandarin, 

theirhome languages. This took place in November 2002, Daphne being an exception who started 

the research in April of the following year. A second interview was held with each student 

following completion of the questionnaire, based on certain selected statements from the 

questionnaire. Of her own volition Yvonne provided another set of answers which indicated her 

recollection of her motivation and learning style in her earlier period of tertiary study at college 

when she left school some fifteen years previously which gave some indication of her changed 

approach to learning since the earlier period. A summary of what the interviewer considered 

significant responses is given in 9.3 while the full questionnaire with responses is reproduced in 

Appendix B and analysis of some of the responses in Appendix A.  

The questionnaire, using the Likert Scale, allowed five responses, “I strongly agree”, “I agree  

with reservations/partly”, “I strongly disagree”, “I disagree with reservation/partly”, and an  

option allowing for indecision or irrelevance as perceived by the student but they were asked as  

far as possible to avoid using the last option. Considered as a whole the quantitative responses  

gave an indication of tendencies in the students which had some parallel in the open-ended 

interviews. Cheryl, because of the repetitive nature of some of her responses, suggested to the 

researcher a lack of commitment in considering the statements: however, the later discussions 

made it possible to form a relatively coherent pattern of her learning experience. 

3.3.7 Subsequent Interviews with Students  

Further interviews were held separately with each student for the remainder of 2003 (see  

Appendix J), given that Daphne joined at the beginning of April, 2003. Each interview was based 

broadly on a topic in the questionnaire such as motivation, use of memorization, conceptual 

understanding and on forms of expression and interaction relating to essay writing, presentation  

of one’s views in seminars and tutorials and the students were also encouraged to speak frankly  

on issues of adaptation that were important to them (see Appendices L, M, N, O). 
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3.3.8    Interviews with Lecturers

With the permission of the students interviews were held with four of the lecturers in fields  

relating to the students’ study, namely environmental education, education (in relation to practical 

teaching) and two lecturers in Asian Studies. Three of the lecturers gave permission for taped 

interviews and the remaining lecturer gave an informal unrecorded interview. Selections from  

these are given in Appendix K and a summary is given in 7.4.

3.3.9    Students’ Written Work

Although the students presented examples of written work to the researcher this was only given 

limited use in the research as it was felt that further consideration of this would involve an  

analysis of the rhetorical features of cross-cultural writing which was not feasible given the  

limited scope of the research. However, four of the students’ essays were considered in relation to 

their remarks on essay writing and provided some background for their views as expressed 

(Appendix H). 

3.3.10  Use of Tape Recorder 

The use of the tape recorder has been vital for the research, given the difficulties and ambiguities  

of interpreting speakers who are using an L2 expressing meanings which may not be initially  

clear in the second language. One advantage of the tape recorder is that it enables the collection  

of a relatively large data base from which extrapolation can be made in relation to the needs of  

the research (Perakyla, 1997, pp.205-6), an important factor in this research where, initially, the 

significance or relevance of some items was not always initially clear. Also by comparing 

“redundant” material it was possible to arrive at a clearer idea of the meaning of certain concepts 

expressed by the students, given that they were expressing these in disjointed form in the L2.  

3.3.11    Transcription Conventions

The recorded material was transcribed into written English. Basic punctuation, such as use of 

dashes to indicate broken sentences, and use of full stops to indicate likely sentence endings was 

applied. Pauses were not generally indicated, except where these were of relatively long duration 

and approximately over 10 seconds. Repeated words, phrases and sentences were not included, 
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given that where people communicate with another person in a second language such repeats are 

often necessary for clarity and do not impinge on the meaning. However, where material has been 

repeated and carries some change in wording, this is included. Any non-verbal expression of 

emotion, such as laughter, is included as this may offer some clue to the subject’s feelings. A  

fuller explanation of the conventions used in transcription is provided in Appendix E. 

The extracts from the transcripts are given in italics. Except where the students’ expression is  

clear the researcher has affixed a rendition of each statement in clear English in square brackets  

and roman type. The apparent difficulty of the students’ expression has to be seen in the context  

of their tendency to introduce features of the home language into English expression rather than 

simple failure to understand and respond, e.g., nouns are linked together and to verbs and other 

parts of speech made parts of nouns in coinages not acceptable in English, and clauses linked 

together in what seems haphazard fashion to the English-language listener. Once these features  

are recognized it becomes easier to interpret some of the meanings, e.g., one student’s reference 

to ”change-knowledge” refers to “knowledge that changes” where he uses a coinage acceptable in 

his own language but not in English. Where there is some doubt as to the student’s meaning, this  

is expressed by a query.  

3.3.12  Summary of Procedures in Data Analysis

The goal of the multiple case study approach was both to maintain some idea of the  

distinctiveness of each student as a learner and to establish general categories which could apply  

to all or some of the students and could contribute to the final conclusions. It was therefore 

necessary to extract representative data which could be compared for each student, establish a 

general picture for each student and also indicate recurring patterns of behavior for the students 

considered as a cultural group (Miles & Huberman, 1984a,  p.431).  

Firstly the whole data was read, re-read and analyzed and a relatively comprehensive number of 

categories was established based partly on categories in the relevant literature, partly on specific 

applications of study procedures by the students and also those based on theories of culture 

difference, e.g. Hofstede (1980) and knowledge acquisition (Kruglanski, 1989).  Other factors  

were introduced by the students such as misunderstandings with teachers and established under 

suitable categories, which were still relevant to the research. Thus the categories which were 

established represented both descriptions of forms of learning and more abstract general  
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principles, which could be related to their learning adaptation. The aim of the analysis was to 

provide at least one matching comment from each student for each separate category established  

by the researcher. By taking each student’s perspective in relation to each category it was hoped  

to give some scope for comparison of views and see how each student’s viewpoint contributed to  

a general picture which would have some validity for the research. Thus each student’s 

individuality was maintained, in accordance with the case study approach, while the ideas of the 

students were matched and compared for similarities and differences which could be related to  

the goal of establishing specific cultural factors in the students’ progress. 

In accordance with the guidelines offered by Miles and Huberman (1984a; 1984b) the whole data 

material was subject to further examination at stages in the research so that new relationships and 

trends could be established in relation to the context of the research. The data were then 

re-classified under broader headings, with use of cross-referencing where required, and the 

material was examined for further consistencies, relationships, and also for presentation of 

apparently discrepant viewpoints by students. At the same time the distinction was maintained 

between the four students as specific individuals who had both personal characteristics and 

characteristics that seemed representative of their respective cultures.  

3.4 Conclusion 

The chapter commenced by describing two approaches in conduct of the research; firstly the 

methodology of Miles and Huberman (1984a;1984b) which was based on the assumption that 

structural forms exist in society and that these could be used to interpret factors of culture 

difference; secondly a phenomenological approach where the freely expressed views of the 

students were sought to establish factors that they might consider significant in the final result.  

Given the need to explore cultural influences both in context and some depth without 

pre-considerations, there were sound reasons to consider the multiple case study approach as most 

suitable for the research. In common with the case study it presented the opportunity to consider 

certain social and personal influences as significant and also offered the opportunity to strengthen 

the findings through use of triangulation over a number of “sites”; here the sites being the separate 

students. Direction was given to the research, partly by some use of the highly structured 

quantitative questionnaire and partly by the broad use of topics to give direction to the students in  
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the interviews. However the students were encouraged to present their own viewpoint and 

interpretations through the use of open-ended questions.. The last section of the chapter described 

conduct of the research in some detail with a brief account of the conduct of the data analysis. 
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4 DATA ANALYSIS :  VIEWS OF KNOWLEDGE AND  
     HOW IT IS BEST ACQUIRED 

4.1 Introduction 

There were problems in introducing an abstract concept of knowledge as an entity in education,  

as perceived by CHC students across the linguistic and cultural barrier, and also in explaining this 

to the students. At one stage Daphne seemed to suggest that this was a waste of time seeing that  

the role of knowledge for students at school was to absorb it, not to ask questions about it (see

Extract 4.16, 4.3.10). However, a series of views of knowledge involving its possible uses and the 

relationship of the individual student to it as an entity was obtained that seemed to show the 

characteristic approach of each student. 

For the interviews on knowledge the interviewer had previously outlined to the students  

traditional Confucian views of knowledge in a culture where it was seen as fixed and not subject  

to change. He also introduced the issue of the knowledge explosion (Jungwirth, 2002), with the 

challenges and opportunities that this portended. The intention was to see (1) if Confucian views 

remained as part of the students’ approach to knowledge and (2) how the students linked their 

present perceptions of knowledge to the activity of the individual who wished to acquire this 

knowledge. 

In traditional Confucian terms knowledge was seen both as a factor in enhancing the person, and  

as a means of rising to a higher social station. Gaining knowledge to establish a career, of course,  

is common in both Eastern and Western societies. However, the SS&H are generally less 

career-based than the other disciplines (education being a partial exception) and knowledge in  

these areas is seen as linked to flexible theories (Moses, 1990) and requiring a personal viewpoint 

from the individual (Perry, 1970). In the present Western perspective knowledge is presumed to  

be dynamic and evolving, in which the individual may limit or accommodate his learning role to 

this knowledge (Kruglanski, 1989). Chan (1999), however, has described modern Chinese  

practice generally as continuing Confucian traditions in its view of knowledge as quantity to be 

acquired through rote learning and examples: see 1.5 on recent developments in CHC education.  
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Table 4 represents a kind of taxonomy reflecting the work of Marton and associates (Marton & 

Saljo, 1976) where students’ conceptions of knowledge are defined in a hierarchy.  In the first 

interpretation knowledge is seen as a quantity, existing outside the individual but desirable in  

Table 4: Views of Knowledge and Learning 

Definition of             
Learning  

View of  
Knowledge 

Perceived Effect 
of Knowledge 

Emphasis by                 
Learner

1. Learning as  
increasing one’s  
knowledge

Knowledge seen 
as factual and  
quantifiable 

Learner tries to 
increase store of 
knowledge 

Emphasis is on 
learning but not 
on “how” it is 
acquired 

2. Learning as  
memorizing and 
reproducing 

Knowledge seen as 
factual and  
quantifiable to be  
rote-learned 

Learner is enabled to 
reproduce  
knowledge in  
specific situation 

Emphasis is on  
act of learning 
but not on “how” 
it is acquired 

3.  Learning as 
applying knowledge 

Knowledge seen as 
factual and  
quantifiable to be 
adapted for  
practical 
applications 

Learner is enabled 
to apply knowledge in
different contexts 

Emphasis is on 
applying and  
“use” is  
significant 

4. Learning as  
understanding 

Knowledge seen as  
qualitative  
acting on the 
learner 

Learner is enabled 
to grasp underlying 
concepts in 
knowledge 

Emphasis is on 
learning and  
“how “ it is acquired 

5. Learning as  
seeing something 
in a different way 

Knowledge seen as 
qualitative giving 
multiple  
perspectives on the 
environment 

Learner is enabled  
to establish new 
way of thinking 

Emphasis is on 
applying  but 
practical “use” is not 
significant 

6. Learning as 
changing as a  
person 

Knowledge seen as 
qualitative acting on 
and changing the 
learner 

Learner is enabled  
to become “in 
charge” in relation 
to the learning 
environment 

Emphasis is on 
learner changing 
as a result of  
learning 

                                                 
                                                                               - based on Marton et al., 1993                        

-

This table represents a development of the taxonomy of Marton et al. (1993) where the crucial   
distinction is that between the first three, where the learner perceives knowledge as distinct from 
the self and the last three where the learner perceives the knowledge acting on the self.   



77

itself, and the goal is to acquire a part of this through memorization. In the second interpretation 

knowledge is defined in relation to the learner’s capacity for later recall in an exam situation, and 

the usual result of this activity is to promote rote learning. In the third interpretation knowledge is 

defined in relation to its subsequent practical applications and remains quantitative and outside  

the learner though some adjustment may be required in the applications. In the fourth  

interpretation the learner develops to a stage where he/she can perceive an item from  

different angles or personal viewpoints. The fifth interpretation is somewhat similar except that  

the learner establishes some internal change as a result of the differing perceptions. In the last 

interpretation the learner achieves a sense of being in “control” of events as a result of change in  

the person: however the authors state that this is rather a personal grasp of something and may not 

include direct material control (Marton et al., 1993).  

4.2 Responses to Entwistle and Ramsden’s Questionnaire 

There were no direct statements on knowledge as a distinct concept in the questionnaire but 

generally the students gave positive statements on use of the deep approach. All except Daphne 

gave a positive response to DA2, indicating some use of the critical approach. Daphne afterwards 

explained her negative response as follows: “Because this is a new field of study so – like – I  

don’t understand what he [the teacher] is talking about”: however in Extract 4.19, 4.3.11 she

outlines a technique where memorization and an intention to understand are combined in a single 

strategy.  

  DA2: I often find myself questioning things that I hear in lectures or read in books.  

[Yvonne: qualified assent/ Len: qualified assent/ Cheryl: qualified assent/ Daphne:   

  qualified dissent.] 

  SA2: I find I have to concentrate on memorizing a great deal of what we have to learn.  

[Yvonne: unqualified assent/ Len: qualified dissent/ Cheryl: qualified assent/Daphne: qualified  

  assent.] 

All the students except Len gave a positive response to the statement on use of  memorization, 

indicating its role for second language students (cf., Kirby & Ma, 1996). Len (Extract 4.10) 

indicated some change of view in which he had come to see memorization as having a necessary 

role. 



78

4.3 Analysis of Separate Responses 

4.3.1    Yvonne: Role of Knowledge 

Yvonne (undergraduate) is asked if she considers knowledge as comprising factors that do not 

change.  

Extract 4.1 

A: Well. What do you think is one of the things in education that does not change? 

Y: People want . . to know something new all the time. I mean, something new is – something new  

is, I mean – ah – ((?)) - I have read it from here – from this age. So I have many things – many 

information about the world and about Asia and society – but I think it is just a part of them. So 

now I am studying Asian Studies, so very – there are many, many, something new for me. So it’s a 

study, or it’s an education, I think. So I mean so education is just – education is not just for  

children. So for me, for me at first, so people seek for every, or want to know or have something  

new, and other things more and more. [People want to know something new all the time. I mean 

something new is available, can be read, here in the present age. And so much information about 

the world is available to us, about the world, about Asia and society in general, which is only part  

of the information available. So now I am studying Asian Studies and there are many new things  

in it for me. So this is a study or rather an education, I think, and the education is not just for 

children. To me it seems, in the first place, that people seek for and want to know what is new  

and that they do this more and more.] 

(Y1509403:1) 

Yvonne does not directly respond to the statement. Instead she presents her view of knowledge 

“from this age”, and carries the suggestion that the opportunities and role of learning are things  

that belong to now – excluding the past where the emphasis was on “children” – and she links “I”, 

herself, with “people”, those with whom she shares the wish to know something further. Thus she 

expresses a dynamic view of knowledge not prescribed by authority but offering “something  

new”, reflecting Kruglansk’s theory where people tend to respond to knowledge which is  

dynamic and has contemporary significance where they have the opportunity and are not  
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restrained by fear of the knowledge (Kruglanski, 1989). Yvonne also links her view to “many 

knowledge about the world”: thus knowledge is linked to contemporary information. She does  

not consider how information is turned into “knowledge” but returns in the concluding line to 

emphasize what is its true significance, its dynamic quality and the increasing attraction that this 

holds for people.  

The following relates to the views of an author in one of Yvonne’s texts for her course.  

Extract 4.2 

A: . . . Did you find that you were interested in the material in the circumstances? 

Y: Yes, it was very ((?)). This article about deep – about MacDonald’s, it also indicated the part  

– it – its author also referred to in the past – refers now the symbol of American cultural 

domination. So this concept is very interesting. [Yes, it was very ((?)). This article about deep 

(?learning), about MacDonald’s, it also indicated the role (of MacDonald’s) – the author referred  

to it in the past and does now as a symbol of American cultural domination. So this concept is  

very interesting.] 

A: It also refers to concepts. And you also feel that the concept helped you get a better interest in 

the article? 

Y: Yes. Because I didn’t think that MacDonald’s is a symbol of domination. 

A: Mac. What’s that? [Yvonne had mispronounced the word.] 

Y: Mac – Donald. 

A: MacDonald’s. Ah, I see. You’ve been reading about MacDonald’s in France, maybe, or some 

countries? 

Y: Yes. I know that we can see MacDonald’s anywhere in the world. But for me MacDonald’s is 

very easy for to access, so I can eat easily and cheaply, but that he says so – it’s a symbol or  

notion – notion of cultural domination by the United States.  
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A: Yes. 

Y: Um. He [an author] analyzes and criticizes American culture’s domination. It’s a – he calls it – 

his view was very new for me and very interesting. 

(Y231102:24)

Here Yvonne gives an example, withal a basic one, of  “seeing something in a different way”, 

where she has been brought to regard something that was part of her daily routine as on a more 

meaningful, conceptual plane, the field of culture difference (in which she had an interest: see 

Extract 5.2. in Chapter 4). She emphasizes her own interest in this new approach. Notable is the 

understanding that without the study the conception would not have been available to her, i.e., it 

was not simply a matter of her experience. Thus Yvonne gives some indication of gaining a new 

perspective on something that was previously familiar as distinct from acquiring strictly factual 

information (Marton et al., 1993).  

The interviewer asks Yvonne further what she considers to be new knowledge. 

Extract 4.3 

Y: I mean, something new is not – so I follow the factual of the matter I have already learnt. It is  

a message – different update? [I mean something new is not necessarily about facts, so I do not 

discard the facts that I have learnt. It is rather a message or a revised view.]

A: It’s the aspect – yes? 

Y: From a different position as viewed from a different position – ah, for example now I am 

studying the Cold War after the World War Two, and I learnt about this in Junior High School,  

but now the World War, the Cold War, I am studying now about is a little bit different, a different 

aspect to me. 

A: Yes. 
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Y: So the same matter, even the same matter, is different from a different position, or starting  

point. 

A: Do you feel that in Japan people did not learn to show, to have a different position, they just 

learnt one viewpoint. 

Y: Since some of those are lucky, it can get chance to view from different standpoints, but the  

mostly they don’t. [Some Japanese are fortunate in being able to use different perspectives but the 

majority are not able to do so.]

(Y150403:1-2) 

In this extract Yvonne explains more precisely what she means by something “new”. In the first 

paragraph she emphasizes that it is not the material fact but the “update”, a viewpoint which is 

subject to revision. She seems to indicate her understanding of certain historical processes of 

developments where a new perspective is available at a different time, thus giving the learner a 

chance to modify or “update”. In response to the interviewer’s query about the Japanese 

perspective (paragraph 6), Yvonne again emphasizes the difference she has perceived, the 

“different standpoints” and positions herself as “lucky” with only a few other Japanese in having 

the opportunity to sample the new knowledge. Thus Yvonne may be establishing some difference 

between herself and the presumably conformist society of which she is a part, Japan. Indirectly  

she again rejects the quantitative view of knowledge and establishes a conception of knowledge  

as available to “opportunities” perceived by the individual and inherently carrying value.  

4.3.2 Yvonne: Role of Learning in relation to Knowledge

The researcher introduces the theme of rote memorization. 

Extract 4.4

A: . . . But if you learn something [through memorization] you just take someone else’s views. 

Y: I don’t think so. 

A: You don’t think so. What do you think? 
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Y: Learning by heart is just memory and I think some memory can – does – be effective to  

improve and changing their mind and ideas on knowledge. Ah, but sorry. So memory is put – so I 

mean that memory is piled – so memory is piled more and more, so it’s effective, but normally 

memory is gone after exam or something. So it’s such – such a memory is not so worthy or  

worthy – and cannot change their idea. Just memory is memory. [Learning by heart is just using 

memory, but I think that memory can be effective in refining and changing people’s ideas and  

their views of knowledge. Ah. I’m sorry. So memory tends to become more and more compressed 

but is effective, but normally the memorized material disappears after the exam or whatever. Such  

a form of memorizing is not valuable and cannot act on people’s ideas. It is just memory]. 

(Y060603:4-5)

Initially Yvonne considers that memorization can change people’s ideas. She then reconsiders, 

“sorry”, after what seems some reflection. She then grants memory certain qualities of value for 

learning but uses a quantitative comparison, “piled more and more”, suggesting an accretion of 

facts which can be effective only for a brief period and is therefore lacking in value. By the term 

“exam” she indicates that that is the true role of memory, to pass exams, but it is unable “to  

change their idea”, to direct people to new conceptions at a higher level. So Yvonne returns to the 

conceptual type of learning which acts on the learners, e.g., in “changing their ideas”, which at 

times may involve some memorization. In practice Yvonne presents some reconsideration, 

memory may act on the learner conceptually, but she establishes this “memorization” on a lower 

scale of learning. In a general sense Yvonne establishes further her conception of “deep” learning: 

it “improves” the learner by establishing a higher status as well as presenting some change to 

his/her views.

Extract 4.5   

A: Well, what sort of learning do you think is the best kind? 

Y: Ah. I think, thinking myself, thinking, thinking about the subject or topic. And what find, what  

is problem. Or what is main point. Or, I mean, analyze it. So, all the time, thinking about the  

topic, myself. So no – I said that attitude is not good, passive. All the time, positively thinking,  

what is, how, how can I do. Any time is - we need to seek for question. . [Ah, I think about it, by 

myself, thinking about the subject, a particular topic. And how to find the problem, or the main 
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point, or I really mean, analyzing it. So reflecting all the time on the topic myself. But not, as I  

said, passive, an attitude which is not good. Rather it is positively thinking about what I need to  

do. At any time we need to look for the question.] 

(Y060603:5) 

Yvonne seems here to introduce indirectly the motivation and determination of the learner, where  

a passive reaction is rejected. Her expression,  “what can I do”,  establishes the personal  

response. She also expresses focus – “main point” – linked to “problem”, reinforcing the 

impression of a global approach which is indicated in her responses to Pask’s categories in the 

questionnaire (see 6.3). Thus she gives some impression of the individual acting on knowledge  

and trying to perceive the underlying conceptions as represented by knowledge as understanding

(Marton et al., 1993). 

Below Yvonne establishes her sense of the difference between Australia and Japan in relation to 

historical studies. 

Extract 4.6 

Y: . . .So only two semester I study here, the times the questions are “how” or “what” – “what do 

you think about that?” Or “how do you think of the date” or something like that? Whereas here  

in Australia we are always asked how or why – in Japan, what or who or whose. There is brief 

answer, is necessary or required. So – so thinking of it in a thinking way is a different - . [So  

within two semesters of my study here, there are times when the questions are framed as “how” 

or ”what”, “what do you think about that?” or “how do you connect this date” and similar things. 

Whereas in Australia we are always asked how or why, in Japan it is, what or who or whose. So  

the way of reflecting on it is different.] 

A: Yes – 

Y: So on these rote is so big of Japanese student but they don’t understand why or how or 

connection each other in questions. [So these rote learning exercises play a big role with Japanese 

students but they don’t understand why or how, or the connections this material has if we go by  

the questions.] 

(Y150403:1) 
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With the failure to use “how” and “why” in Japan, the relations between facts are not perceived, 

and the “facts” become simply brief responses, seemingly unconnected, and without the capacity  

to evoke a connection in the learner’s mind. Thus Yvonne establishes her ability to look into the 

other culture, the “thinking way”, and the need to provide some linking for “facts”, essential for  

the learner’s interaction with learning material in the SS&H. Thus she shows some sense of the 

Western view where history, especially, is perceived as constituting problems rather than facts 

(Entwistle & Ramsden, 1983, p.8): however, she does not introduce the notion of the learner 

deciding what are the causes; thus the learner’s role does not seem a fully interactive one. 

4.3.3   Yvonne: Summing Up 

Even if indirectly Yvonne repudiates the quantitative view of knowledge, the view that is  

prevalent in the teaching of history in Japan. She establishes herself as an active learner who 

perceives and is able to partake of the educational opportunities at this particular time, a time that 

seems uniquely characterized by the chances that it offers.  She presents at least in basic form  

the idea of conceptual understanding although as indicated in Extract 4.2, 4.3.1 this seems to be  

via someone else’s viewpoint which one is able to adopt. It is hard to say if Yvonne sees herself  

as changed internally by the new information, by “seeing something in a different way”, but she  

has clearly taken a step to the qualitative viewpoint in Marton et al.’s terms (1993). From her  

view of knowledge as dynamic in its effect on people she provides some rationale for her decision 

to resume education which is not directly related to a job at a relatively mature age, (see 5.4.1),

a view that distinguishes her as an individual from the relatively closed society of Japan. Thus she 

presents herself in a learning position where she can reflect on the new knowledge, establish new 

vistas in relation to the knowledge and discard a conformist society, but nevertheless fails to give 

full expression to the “argumentative” aspect of Western learning where the learner consciously 

establishes his/her own hypotheses as a result of reflection rather than accepting these from others 

(cf., Bruner, 1986). 

4.3.4   Len: Role of Knowledge 

The question posed to Len (postgraduate) as to Yvonne, concerns the changing nature of 

knowledge and he responds by trying to define it. 
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Extract 4.7 

A; . . But today, today of course, knowledge has been changing and – what do you think about 

knowledge? Do you think that knowledge should change? Or do you think that parts of  

knowledge should remain the same or – 

L: I think is – knowledge, I think, knowledge is the – some information which is useful for me.  

There are a lot of knowledge in the world. [I think that knowledge is that part of information  

which is useful for me. There is a lot of knowledge in the world.] 

A: Different kinds? 

L: Different kinds of knowledge. So it’s a – I think – I wanna say, maybe I can’t define knowledge, 

whether is knowledge or not when it’s – I mean, it’s got many information. I think I should with  

this information – I will take this as a knowledge. So I wonder – probably I think that – let me see  

– I don’t ((?)) knowledge is – shouldn’t change. ‘Cos, alright – . [(There are) different kinds of 

knowledge. I am trying to say, maybe I can’t define knowledge. It comprises a large amount of 

information so I will take this information as knowledge. I am wondering (about this), thinking,  

let me see – ((?)) – knowledge should not change.] 

[L110403:6] 

By stating – “knowledge is the – some information which is useful for me” – Len shows some 

understanding of the role of the learner or seeker after knowledge in relation to information 

available in the world, defined in the Australian Oxford Dictionary (1986) as “desired items of 

knowledge”. Thus Len introduces his own criterion, how he sees it in relation to his needs, rather 

than as a view of knowledge organized in a framework.  Len also gives the impression of some 

confusion in relation to the interviewer’s question about “change”, and finally decides that it 

“shouldn’t change”. The impression is that he has never thought about the issue or of knowledge  

as an abstraction. However, his definition relating to “use” can be linked to Marton et al.’s 

“applying” category where the emphasis is on the practical application of knowledge rather than  

its opportunities for gaining conceptual understanding (1993). The impression is that what  

matters is the criterion of usefulness for the learner’s purposes rather than the attractiveness of 

knowledge itself. 



86

In this extract Len is asked what is, in his opinion, the best way of acquiring knowledge.  

Extract 4.8 

A: . . . Do you have any ideas about what – 

L: Best way? 

A: Yes, to learn. 

L: Best way is through experience, I think. There in many way, but this depend on what you  

wanna learn. But any things, I think, you can know through experience. But in the case of some 

special skill, training, you can learn by books or lecture. And also, if the book is true, and the  

book contains information ((?)), you can learn also a lot. I think the best way is through  

experience. It’s including some conversation and conversation with other people and  

conversation with class or classmate or teacher. [The best way (to learn) is through experience, I 

think. There are many ways, but the way depends on what you want to learn. But you can know 

anything, I believe, through experience. But in the case of a special skill, training for something, 

you can learn through books and lectures. And if the book is correct and has the information you 

can also learn a lot. But I think that experience is the best way. This includes conversation with 

other people and conversation in a class with classmates or teacher.] 

(L110403:12) 

Here Len differentiates between a higher form of acquiring knowledge, which is achieved  

through interaction with others, and a lower form, which he describes as training in a specialized 

skill. Thus Len seems to move toward the constructivist view of the preferable form of learning, 

where interaction with others is a necessary means of establishing, confirming and modifying the 

ideas of the learner. “Training” is a quantitative exercise, dependent on “the book” being accurate. 

Thus Len seems to qualify “experience”, described in the previous turn as various influences on  

the learner, by linking it to a more critical attitude in the acquisition of learning material.  Len  

does not introduce the teacher as significant, except as someone who is part of the discussion, a 

curious feature in a student from a society, Korea, where the teacher’s role is strongly emphasized 

(Ellinger and Carlson, 1990; Hofstede, 1986).    
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4.3.5  Len: Preference in Learning Style 

The interview with Len from which this extract was taken was somewhat later than the others in 

this section and may represent a more considered reflection. 

Extract 4.9 

A: . . . Do you think that the course does not allow you to – [to put theories into practice? 

L: Not allow? It does allow. But they didn’t provide, I think, more practical – they – we – actually 

it’s the one of my difficulty to adapt the class is to – I think our class is more critical. Our class is 

need more critical reflection. [Not allow? It does allow. But it doesn’t provide, I think, and it’s  

one of the difficulties in adapting to the class, I think our class should be more critical. Our class 

needs more critical reflection.]  

A: Reflection? 

L: Reflection. 

A: They don’t have enough critical reflection. Is that what you mean? 

L: No, no, no. I mean, what is the difficulty to adapt the – my study – my study is need more 

practical reflection. So it means you have activity and discussion in class rather than just  

listening – listen lecture. [No, no, no. I am emphasizing the difficulty in adapting my study. . My 

study is – need more practical reflection. So this means you have activity and discussion in class 

rather than just listening to lecturers.]  

A: Yes, you need more activity in this country? 

L: No, no, what I – [Len perhaps thinks that the interviewer is referring to field work.] 

A: I’m sorry. 
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L: Maybe I think it’s because of English problem. Well. I need to spend some more time. Just – I 

have a – It’s difficult to adapt our class because of the – our class, our lecture need more 

interconnecting and more critical reflection about the other’s opinion. {I think I have difficulty 

expressing myself because of my English problem. It’s just I have – it’s difficult for me to adapt 

because our class needs more interconnection and more critical reflection about the other person’s 

opinion.]  

(L231003:12)

Len explains in somewhat more detail than in the previous extract his preferred form of learning. 

Here he juxtaposes two aspects of his preference, the critical and the practical. From the  

“practical” aspect one can link his general view of knowledge as “useful” and he actually states  

an activity, the survey, and links it to the “ideology”. The impression is that his preferred form of 

“ideology” is a result of practical applications and reinforced through practice. The aspect of 

“critical reflection”, explained briefly in the last paragraph, is based on discussion where students 

exchange and reflect on each other’s opinion. Thus Len indicates a conceptual form of learning 

where ideas are available for change or necessary modification linked to social interaction with 

one’s peers (Tudge & Rugoff, 1989). There seems some discrepancy between his emphasis on the 

practical applications of theory evoking the views of Chinese teachers (Chan, 1999, Pratt et al., 

1999) and the constructivist view that learning proceeds best from differences and resolutions of 

viewpoints. However some of Len’s later statements (see 8.3.7) suggest that he emphasizes 

consensus rather than disagreement in his own interaction with others. 

Extract 4.10 

A: . . .The problem is, that if one thinks of knowledge just as facts, and you have to learn those  

facts, and then you remember them, and you write them out for an exam, it’s perhaps not the best. 

Or what do you think about that – do you think that is useful or maybe not so? 

L: Oh, I don’t thought that okay, but now I think it’s – some part of it – we have to do the same  

thing – or ‘cos I think a wrong part is – cannot ignore to study – cannot ignore. [Oh, I used not to 

think that that (learning facts) was okay, but now I think, at least in part, we have to do this. It  

may be wrong in parts but we cannot ignore it in our study.]  

A: What – ig-? 
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L: Ignore. 

A: Ignore? 

L: Yeah. Ignore. It’s a little bit different, but I think we must combine this – some tests, spelling – 

which can induce students to debate knowledge, and discuss knowledge and logical thinking. And 

– [Yes. Ignore it. It is somewhat different (to the other) but I think we need to combine this with 

tests and spelling (tests) which can lead students to debate knowledge and use logical thinking.  

And - .] 

(L110403:5) 

Here Len reconsiders what was apparently an earlier view, that factual or quantitative 

memorization was not desirable, but now he sees it has an indispensable role. However he  

develops the thought that his preferred memorization is different, meaning it is probably different 

to rote learning, and this occurs when it is combined with higher forms; the term “debate” 

suggesting difference of opinion and “logical thinking” an ability to follow ordered patterns of 

thought. By “lead to” Len implies that memorization, linked to testing, represents a preparation  

for learning. Thus his view seems opposed to that expressed in Extract 4.8, where “training” and 

the more conceptual form of learning are clearly distinguished.  

4.3.6 Len: Summing Up 

Len initially shows some uncertainty in answering the first question in this section given to all the 

students. As with the other students the Confucian view of learning where it is perceived as 

quantitative and established in texts is not even considered. Knowledge is linked to its usefulness  

in relation to the individual’s purposes, leaving scope for the individual to make a choice and 

indicating an evaluation of knowledge in relation to its potential applications. However, Len  

seems to develop a viewpoint beyond that of knowledge as quantitative and simply “applying” 

(Marton et al., 1993) in his description of interchange of opinion and group reflection, and 

apparently after some change of opinion he establishes a subsidiary role for memorization. His  

role for theory, too, seems to emphasize practical application both in forming theory and 

establishing it as effective in learning. One needs to recall Len’s aim for his focus of interest, 

environmental education, linked to his felt need to build a suitable, explanatory ideology but 



90

although he is aware of the breadth of knowledge he does not express a sense of its intrinsic value 

acting on the individual, in contrast to Yvonne and Daphne. 

4.3.7 Cheryl: Role of Knowledge 

In her reply to the interviewer’s question on the changing nature of knowledge, given to all  

students, (undergraduate) Cheryl’s perspective begins with the person and the person’s needs 

rather than with a concept of knowledge as an abstraction. 

Extract 4.11 

C: I think people should learn what ((?)) you practical ((?)) like languages. [I think people  

should learn what is practical for themselves, like languages.] If you learn languages you will be 

able to use it, but if you learn mathematics, geography or history you won’t be able to do things. 

But if you take the trouble – you don’t check your geography in the text book, you just . . .I learnt  

all – (when Cheryl was at school) - you don’t have to learn all the – so I don’t – I can’t see why  

you have to learn geography and all that stuff, not useful like languages ((?)). So that’s what I  

feel about something – geography is useful or – 

A: yes, well I suppose it depends on what area you are studying, and if people – if you are  

studying the environment and environmental pollution, well it helps to study geography – to learn 

how the rivers flow and all this kind of thing. It depends – 

C: But if you only . . . go to too, too big a area, it’s not useful for student. Like if they study about 

pollution or in the future, geography, that would be useful for them. That time I learn . . .all about 

geography I mean when we learn geography too detailed, but if they want to study science in the 

future, they can study like – we have to know all the areas and where countries is and so – not go 

into too much depth I mean.  

(C090403:7) 

Cheryl distinguishes between what she considers basic knowledge and reference knowledge and  

it is not necessary to learn the latter kind in detail as she presumably had to do in Taiwan in 

geography – “we have to know all the areas” – but only in outline. Thus Cheryl presents a  

utilitarian view of the learner faced by new knowledge where a large amount may be marginal  
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and disposable where it is not seen to meet the learner’s direct needs. The acquisition of  

knowledge for its enlightening effect on the learner in general terms is not considered. The  

criterion of usefulness defines what one can do with knowledge in seemingly concrete terms, e.g., 

with second language skills one can presumably put these to immediate use. Thus Cheryl seems  

to assume that the learner will have an effective definition of what is useful for his/her own needs 

and can link this with the knowledge available. In fact she really places emphasis on the person as 

acquirer,  cf. Marton et al., (1993, p.285) but fails to represent the effect of knowledge on the  

self in conceptual terms. It is possible here that she is also expressing strong feelings of reaction  

to the education system in Taiwan with its emphasis on factual learning. 

4.3.8  Cheryl: Preference in Learning Style 

Extract 4.12 

A: We don’t have to do so much learning by heart now – but we have to be able to learn how to  

do something – how to use means to find the knowledge. What do you think about that? 

C: I think it’s good. I mean, if you don’t know something you can – you know how to find 

something. If you don’t know something about the person’s ((?)) you can find out by  -  you just  

dial into – it’s- . If you remember all the stuff about American history and then you don’t know 

whether you will be able to use in the future, but – I mean – do you know what I mean?  

(2C090403:3) 

With the term, “you know how to find something”, Cheryl suggests procedural knowledge and  

the skills of finding by use of search techniques, thus elaborating on the interviewer’s statement  

in paragraph 1.  She indicates a broad area, American (presumably U.S.) history and the  

perplexity of the learner confronting it in relation to its usefulness and the need for detailed 

information. However, “If you don’t know something about the person’s –  ”, this information is 

open to access which, by reference to “dial”, indicates a competent grasp of modern technology. 

Thus Cheryl seems to indicate that the motivation to know is linked to a practical need, here the 

need to fill in a gap about what is concrete from the person who is the temporary focus.   

The interviewer introduces the quantitative view of knowledge and learning by use of a  

well-worn metaphor, the glass of water.  
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Extract 4.13 

A: - and you took the knowledge and you poured it in. And – um – do you think that in Taiwan  

today, do you think that people have that idea, or do you think they have changed? 

C: They have changed, even though in past if you put the knowledge into empty glass, the glass  

will be full. But now, now – it’s probably half empty or – we – sometimes it will be full, but 

sometimes not – like we just learn to take exams - like in the exams, but while we actually learn  

into our hearts, it’s another case. 

(C090403:6) 

Cheryl appears to have interpreted the interviewer’s reference to “change” as a move to less 

effective methods of learning: in the past the knowledge was taken in fully. Using the quantitative 

metaphor of “glass” Cheryl turns to the present, “now”, and introduces exams, suggesting that the 

endeavor to “take exams” has now become general and the knowledge is not taken in, illustrated  

in the half empty glass. She presents a metaphor of a more complete assimilation of knowledge, 

“learn into our hearts”, where the knowledge is likely to act on the learner internally. This may 

represent Cheryl’s view of qualitative learning (Marton et al, 1993) unless she is indicating that  

the solution lies in more intensive memorization. Her views here are somewhat unclear.  

The following extract indicates her view of a more effective form of learning.

Extract 4.14    

A: That is a problem [students’ loss of knowledge following an exam] because –  

C: Yeh. It is. I dunno. Probably they should change the way they have the exam, like – they just,  

for example, like English, if we have the exam, like everybody study before the exams – study for  

the exams – for them – but if we change the exam to something like – we have all oral exam – you 

have to know all about it – and you will be able to talk about it.  

(2C090403:1) 
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Cheryl returns to the theme of the exam (later in the same interview), emphasizing its dominant  

role by her choice of terms, “study before”, “study for”. Against the set exam is the oral exam,  

and one presumes that Cheryl is considering the format, which is fixed for the written but  

generally indeterminate for the oral, and where the student, to pass, has to “know all about it” (the 

topic) and be able to discuss and explain it in a context. Cheryl also implies an explanatory skill 

which recalls the rationale of Pask’s “talkback”, described as a necessary indicator of 

internalization of material (Lindstrom, 1983), where because of the need to explain the learner  

will be unable to rely on simple memorization. There is some indication that Cheryl is moving  

from a strictly quantitative view where the knowledge is linked to “applying” to one where  

greater understanding is required and the learner has to interrelate and “sees the component parts” 

(Marton et al., 1993, p.289). 

4.3.9 Cheryl: Summing Up 

For Cheryl knowledge is seen as related to the needs of the individual where the selection of focal 

knowledge in a subject area is the crucial issue, where a certain proportion can be learnt in depth 

while the other, perceived as background, need be learnt only in outline and is available for 

reference. The assumption is that the learner is able to perceive what is useful and focal to his/her 

needs, an assumption that that may not hold for a large proportion of learners. Thus Cheryl rejects 

the idea of exploring knowledge for its own sake and the view that a large amount of knowledge 

may have value in itself and her brief account of the employment of reference skills reinforces the 

impression of a utilitarian approach, which seems to relate to Kruglanski's "closure" (1989) where 

the role of knowledge is to provide a conclusive, self-satisfactory response to a basically focused 

quest. Cheryl’s viewpoint foreshadows a strategic approach to academic work, an approach which 

is considered in more detail in 5.4.8 and 5.4.9.  She seems to express some reaction against the 

constricting routine of the Taiwanese system but fails to define an alternative to factual learning. 

The oral exam indicates the need for some use of “context” and organization in presenting  

learning. However, Cheryl does not express the idea of knowledge acting on the individual in a 

manner that would suggest new perspectives and change of viewpoint, in contrast to Yvonne. 

4.3.10 Daphne: Role of Knowledge

In the first extract in response to the interviewer’s query on the changing nature of knowledge 

Daphne (postgraduate) emphasizes the change.   
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Extract 4.15 

A: . . . There is knowledge that is continually changing. Do you agree with that? And knowledge 

that doesn’t change at all. Or do you feel that knowledge, all knowledge, is changing all the  

time? 

D: I think that knowledge is changing all the time. 

A: Yes. And does that apply to everything, do you think? Apply? I mean, it obviously applies to 

electronics, where things are changing – apply to electronics – 

D: I think almost everything. Almost everything. 

A: Almost everything? 

D: Yes. Changing. 

A: Yes. What would not be changing? Something that is not changing?  

D: Ah, not change, only things that don’t change, like people looking for the new knowledge.  

That’s why the knowledge is changing. 

A: What do you mean, the people? Oh, the people themselves. 

D: People that keep looking for new knowledge. So I think is the only thing that – do you agree  

with me? 

 (2D190503:1) 

In her first response Daphne repeats the interviewer’s phrase “changing all the time”, in a  

sentence which seems to have the formality of a pronouncement and to establish a viewpoint of 

some strength. In Paragraph 3 the interviewer introduces electronics, Daphne’s previous field of 

study, implying that she may be generalizing inappropriately from a scientific area. Daphne offers  

a minimum qualification to her assertion, “almost everything”, which would seem to exclude her 
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new field, the social sciences. Given the interviewer’s attempt to pinpoint what does not change 

Daphne introduces a linkage of people looking for new knowledge with the changing quality of 

knowledge itself, establishing a context where knowledge is “relatively unconstrained and 

dynamically evolving” (Kruglanski, 1989, p.11), and which is alien to the traditional Eastern  

view of fixed knowledge and the passive learner (Paine, 1990).   

The interviewer returns to the concept of changing knowledge. 

Extract 4.16 

A: Did any of the teachers at school have that idea or – were there people who thought that 

knowledge was always the same? If you say – 

D: In fact we – we – I don’t think we discussed these questions before. Yes. We just absorbed the 

knowledge. We do not question that and – 

A: Mm. Yes. 

D: It isn’t so important to criticize that. It is – the knowledge is all the same or not? Is this 

important? 

(D190503:3) 

Daphne here suggests that what she states is obvious, self-explanatory, i.e., she cannot link with  

the interviewer. This impression is reinforced by her repetition. In Extract 4.16 discussing 

“changing” knowledge, Daphne gives the impression that she has never considered knowledge as 

an abstraction but simply an expression of people's activity; at school it was just to be "absorbed" 

without question. 

In the following extract Daphne links the social sciences with the hard sciences as part of the  

same process of dynamic change. 
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Extract 4.17 

D: - but in the social science, of course, it changes, always changing but – like you have in 

electronics always have the new technology or the new idea cannot – and so just keep changing.  

A: Yes, but what about people’s ideals, it’s rather difficult, well – 

D: You cannot predict, in the future. Maybe someone will overturn that old idea. 

(D200403:7) 

Daphne establishes the hard sciences and the social sciences as following identical paths; thus the 

“new idea” in the social sciences has the same function as the new technology in maintaining a 

momentum of change. Thus Daphne seems to present a materialistic view of knowledge where 

abstract truths seem to be absent and progress relates to what one can perceive. Here the “idea” is 

subject to obsolescence in common with factors in science and the social sciences, a world of  

ideas, appears as a realm of uncertainty and likely change. Daphne appears to judge the social 

sciences from her experiences in the sciences where a theory can be clearly proven as outmoded  

but she does not establish here an understanding of the difference in the social sciences where it is 

more problematic to apply measures of scientific validity to ideas (cf., Moses, 1990). Daphne 

undoubtedly interprets the interviewer’s “ideals” as “ideas” but it is not likely that this affects the 

relevance of her explanation. 

In the following extract the interviewer suggests that the historical view of knowledge differed 

from the present situation. 

Extract 4.18 

A: Yes, of course. When you were learning, the ideas of knowledge had changed, but I think in the 

past people thought that knowledge was always the same. You think? Ancient China? 

D: [silence] I still don’t understand. What do you mean? “Always the same”. Because when 

history’s there, just to criticize it, - and – it happened, didn’t have a point of view to analyze that.  

So even though the history is there, it doesn’t mean it is true. 

(D190503:2) 
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Daphne interprets the interviewer’s statement, “always the same”, as referring to facts in history 

rather than to what is written but in somewhat obscure language. What she may be trying to  

express is, to state facts, what is there and what happens, does not indicate that they are  

necessarily true so one cannot assume they will always be the same. What is needed is a “point of 

view” linked to analysis. Daphne’s “point of view” evokes to some degree learning as 

understanding where the learner is able to establish a viewpoint distinct from what is factual 

(Marton et al., 1993). 

4.3.11   Daphne: Preference in Learning Style 

Extract 4.19 

A: . . . And how do you find memorizing? Do you find that difficult? Or –  

D: Mm. Mm. Not so difficult. 

A: Not so difficult? 

D: Because I understand that it is easy to memorize . . . 

A: - when you understand – 

D: - when you understand.  

A: - you understand – 

D: - why I need to understand before I memorize. 

A:  But it would be a different matter if you didn’t understand? 

D: If I didn’t understand, I cannot memorize it.  
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A: And how do you memorize? What sort of policy do you make? Say, when you are reading 

something, what do you do? 

D: I usually paraphrase in my words. Not in the author’s words. 

(D200403:5-6) 

The extract shows that in contrast to the other students Daphne does not relegate memorization by  

itself to a lower scale in learning but rather establishes the two factors, memorization and 

understanding, as not only linked but interactive: “understanding” is indispensable for her 

memorization. She does not explain her mental processes in doing so but rather her strategy, 

“paraphrase”, which carries the idea of interpretation, even if this just relates to the form of 

expression of the idea. Thus Daphne describes a conscious policy of monitoring the material in a 

critical sense which establishes her “memorization” as something distinct from surface learning, a 

policy that evokes the “Asian paradox” described by Biggs (1996) where rote memorization is 

linked to conceptual understanding. 

The interviewer suggests some alternatives to the emphasis on memorization.

Extract 4.20 

A: Certainly memorization is important. But there is an emphasis today on skills. People have to 

learn skills, and they need to be able to adapt. So that if you learnt, memorize something, it  

means that you learnt to do it some particular way. But to adapt, you need to learn how to learn 

things, so that you change skills and –  

D: Is this the Western way?  

A: Well, it is in particular subjects. It is an ideal in education.  

D: So I wonder now how do Western people learn them, because in your, in your society, the 

teachers don’t install the knowledge – like the Asian? 

(D200403:5) 
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Daphne describes both the teacher as “installer” and knowledge as “installed”, establishing with 

these terms a quantitative view of knowledge and reinforcing her support for memorization. She 

also appears to establish some opposition between East and West, partly by use of the term 

“Western people” but also by positioning herself in the “East” with what seems a call for 

justification of the Western approach. Thus Daphne reflects the view of the Chinese teachers in 

Pratt et al.’s study (1999) in which basic knowledge has to be acquired before more critical 

attitudes can be realized.  

4.3.12 Daphne: Summing Up 

Daphne emphasizes the general dynamic nature of knowledge, seeing it as neither fixed nor 

providing final answers. Certain points of equilibrium may be established but the factors of 

knowledge are subject to obsolescence and to being disproved in a process that is parallel in both 

the hard and soft sciences. Partaking in the dynamic process are the searchers for new knowledge. 

Like Yvonne Daphne seems to demonstrate a natural urge to “test” (Kruglanski, 1989) but she 

establishes a clear limitation; the basic knowledge must be acquired first by methods that indicate 

rote memorization. Thus Daphne gives a larger role to memorization in the need to “install” than 

the other students but also describes her own memorization which, through use of paraphrase,  

may involve a larger interaction of the critical self than is usually assumed to be the case with 

memorization. In history she introduces “viewpoint” as necessary because the facts as expressed 

cannot be considered reliable: however her conception of “viewpoint” goes some way to 

establishing her as aware of the qualitative view of knowledge as desirable in the SS&H. 

4.4  Conclusion 

The above analysis shows some differentiation between the views of Yvonne and Daphne as 

distinct from Len and Cheryl. Yvonne and Daphne, perceiving a dynamic quality in knowledge  

that also attracts people’s interest, do not link it to providing specific answers to specific  

problems but as valuable in itself and relating to a continuous quest and redevelopment of the 

learning process (cf., Kruglanski, 1989). Len and Cheryl show a more focused view, seeing 

knowledge in relation to specific purposes, a career or proposed area of future activity and a 

previously expressed interest. Yvonne and Daphne’s view accords more with the requirements of 

the SS&H which is both speculative and not usually tied to an exclusive profession or future 

activity. Daphne establishes a significant role for rote learning as necessary preparation for more 
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analytical learning while Yvonne gives it a minor role as linked to the ephemeral learning for 

exams. Cheryl more specifically criticizes memorizing for exams and seems to suggest a 

commitment to “know all about it” is a more desirable learning approach but does not define this 

further. Len, however, seems to suggest that a more conceptual form of learning is best carried  

out through interaction in a learning situation as distinct from reading books, a viewpoint that 

clearly differentiates him from the others. While all the students seem to have some  

understanding that acquiring knowledge is more than memorizing of factual material Yvonne 

seemed to describe more clearly than the others the use of “perspective” which may lead to some 

transformation of the individual as a result of knowledge. 
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5 STUDENTS’ MOTIVATION 

5.1 Introduction

The previous chapter (4), using the framework of Marton et al.’s hierarchical model of learning 

(1993) and Kruglanski's model of the learner's response to knowledge (1989), provided an 

interpretation of the students’ view of knowledge and the role of learning in gaining this  

knowledge. This excludes a direct consideration of why CHC students choose to pursue the 

acquisition of further knowledge and why they make the choice of areas in the SS&H where the 

emphasis on language skills poses a particular difficulty (Hsia, 1985). With the exception of 

Daphne, whose area of study was decided for her by her employer, the students previously made  

a conscious commitment to acquire a substantial body of knowledge with some calculation of the 

cost in time, effort and money in relation to the learning goal. 

This chapter, then, looks at the personal factors that led the students to that choice and how this 

acted on their commitment to the courses. There is clearly some differentiation between those  

who perceived the knowledge as personally valuable to themselves and those who perceived it 

more in relation to specific utilitarian purposes.  As described in the literature a motivation  

based on personal interest is considered more likely to lead to a deep approach and use of  

effective strategies such as elaboration and metacognition than one based on the desire for high 

marks (Pintrich & Schrauben, 1992; Pintrich et al., 1993).  Two of the students, at a relatively 

mature age, made a conscious choice of the courses of study that they subsequently undertook at 

the Australian university without specific promise of a job, (Yvonne, undergraduate and Len, 

postgraduate), another student (Cheryl, undergraduate) chose a course in relation to her goals in 

teaching while another student (Daphne, postgraduate), although directed to do a course by her 

employers in her home country, subsequently developed a personal commitment to the course in 

which the wish to satisfy her employers was associated with interest in the material. 
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5.2 Role of Cultural Factors in Motivation (see Table 5) 

In Western societies motivation, and particularly motivation showing strength and persistence,  

has been generally linked to individual endeavor and the ideals of the individualist society 

(McClelland, 1961; 1991). A somewhat different motivation, also showing strength and 

persistence, has been defined in the Eastern context as Confucian Dynamism (Chinese Culture 

Connection, 1987; Tan, 1995) which, while reflecting and utilizing the individual’s ties to others, 

places special emphasis on the final goal and the need for the individual to undergo hardship and 

self-sacrifice to achieve this.  

However, the Eastern motivated self as described by Marcus and Kitayama (1991, p.240) is  tied  

by dutiful links to others, shows deference to superiors whom it is necessary to satisfy, uses  

models for imitation and is willing to accept blame (“abasement”) where necessary, policies  

which may not always lead to adaptation as understood in the SS&H. Some readjustment of one’s 

learning approach and the capacity to adopt alternative strategies may be necessary when the 

learner is faced with problems in the learning material (Bailin Song, 1995; Hird, 1996). The 

pertinent question remains, whether the CHC student studying in the SS&C is able to develop and 

utilize sufficient versatility to meet the demands of the courses and adapt to the more interactive 

style of learning required in them than generally occurs in the hard sciences.   

The following table illustrates specifically those dimensions of collectivism/individualism that  

are linked to motivation, given that in collectivist societies individuals and students are more  

linked to “others” in what they do and achieve rather than relying on personal confidence and 

ego-based endeavor as is more likely in individualist societies. However, as Hui and Villareal 

(1989) state, individualist and collectivist orientations occur in individuals of any given society, 

whether that society is defined as predominantly collectivist or individualist. 
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Table 5: Motivation as characterized in Collectivist and Individualist Societies 

Individualist Societies  Collectivist Societies 

1. Self-reliance - individual more likely to explore 
alternative methods of doing something 

1. Dependence on others – individual more likely 
to keep to same method unless directed otherwise

2. Individual more likely to make choices  
matching his/her own personal goals 

2. Acceptance of decisions of “in-group” – 
individual less likely to make choices matching 
his/her own personal goals

3. Freedom from familial links – individual more 
likely to make choices in accordance with his/her 
personal interest 

3. Primacy of familial links – individual less likely 
to make choices in accordance with his/her 
personal interest

4. Tendency to judge oneself by what one achieves 
– individual more likely to establish motivation 
based on what he/she achieves 
in relation to self-esteem or self-fulfillment 

4. Tendency to judge oneself by “fitting in” with 
others – individual more likely to establish 
motivation based on commitment to others in 
relation to pleasing them in what he/she achieves 

5. Willingness to act against the wishes or 
consensus of the in-group, if necessary 

5. Unwillingness to act against the wishes or 
consensus of the “in-group” members or to 
confront them in any circumstances  

6. Feeling that what happens to one is within one’s 
control – individual more likely to show versatility 
faced by disappointment and temporarily 
frustrated goals 

6. Feeling that what happens to one is outside 
one’s control – individual less likely to show 
versatility faced by disappointment and 
temporarily frustrated goals 

                                                      
                      - based on Triandis et al., 1993; Rotter 1966; Hofstede, 1980,1986 

5.3 Responses to Entwistle and Ramsden’s Questionnaire 

All the students indicated personal motivation and interest in studying the material. 

  IM1: My main reason for being here is so that I can really learn more about the subjects  

  which really interest me.  [Yvonne: qualified assent/Len: unqualified assent/Cheryl:  

  qualified assent/Daphne: qualified assent.] 
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The strength of Len’s commitment to the environment seems to be reflected in his unqualified 

assent to the statement above and his unqualified assent to two other statements on intrinsic 

motivation in the questionnaire (see Appendix B). (A fourth statement, IM3,  hardly qualifies for 

CHC students with its assumption that students have “spare time”). Yvonne indicates intrinsic 

interest though with a qualification as do Cheryl and Daphne.   

  EM1: I chose my present courses mainly to give me a chance of a really good job 

   afterwards. [Yvonne: qualified assent/ Len: qualified dissent/ Cheryl: qualified assent/ 

  Daphne: unqualified dissent.] 

Len gives a qualified rejection to the statement on extrinsic motivation above, Yvonne and Cheryl 

give a qualified assent and Daphne rejects it completely on the grounds or irrelevance: as she 

explained to the interviewer, “I have a good job already”. Yvonne filled out a second set of 

responses which indicated her sentiments in the earlier period of study at college in Japan (see 

5..4.1) where intrinsic interest in the study, as she explained, was  absent. The responses,  

however, show some variation in the questionnaire and are discussed in 9.3 and Appendix A.  

All the students except Cheryl give assents to the statement relating to pressure of work: 

  FF1: The continual pressure of work assignments, deadlines and competition often makes 

  me tense and depressed. [Yvonne: unqualified assent/ Len: qualified assent/ Cheryl:  

  qualified dissent/ Daphne: qualified assent.] 

This factor and especially Yvonne’s problems with motivation as shown by her unqualified assent 

above, are discussed in the following analysis. All the students except Daphne reject competitive 

feelings towards "friends". 

AM3: It is important for me to do things better than my friends. [Yvonne: qualified dissent/   

  Len: qualified dissent/ Cheryl: qualified dissent/ Daphne: qualified assent] 

Overall the responses give some indication of the mixture of intrinsic and extrinsic motivation in 

the students, which are analyzed in the following data.  
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5.4    Analysis of Separate Responses 

5.4.1 Yvonne: Origin of her Motivation 

 Yvonne (undergraduate) compares her two periods of full-time study, now at The Australian 

University and fifteen years previously at college in Japan. 

Extract 5.1 

Y: But in Japan I was a student – but feeling was very low – but everyone go to university 

[Yvonne went to college] and did one [?one course] but here I have – I wanted to change my life, 

and in order to do so, I came to study here – so my hardship is much, much bigger or higher  

[than] in Japan, studying in Japan, but my motivation is higher – where it’s so – I think. [But in 

Japan I was a student and feelings (of motivation) were very low. But everyone was going to 

university and did a course. In the present case, I wanted to change my life and to do this I came 

here (to Australia) to study. So the hardship is much greater than it would be studying in Japan,  

but my motivation is higher here where it’s so (?difficult), I think.]

(Y231102:12)  

Here Yvonne explains the change of motivation that marks her present choice to study compared to 

the earlier period when she had just left school. Then it was basically “surface”: everyone did it, 

presumably with the wish to obtain a qualification because this was a trend in a (presumably) 

collective society. More recently she has realized the transformative effect of knowledge, “I  

wanted to change my life”. Thus her motivation is linked to a new “horizon” in knowledge (cf., 

Marton et al., 1993), in knowledge which is valued apart from its usefulness to the individual. 

Implicitly she has made a contract with herself by the acceptance of greater difficulty in studying 

than was the case in her past attempt in Japan, a difficulty linked to the cultural and linguistic 

differences that she would have to face, and representing a commitment in Bourdieu’s terms  

where the estimate of difficulty has some relation to the value of the goal (Bourdieu, 1988). By  

her emphasis on “hardship” as necessary Yvonne also seems to reflect Confucian motivation  

where personal sacrifice is necessary to attain success (Fang, 2002; Chinese Culture Connection, 

1987).   
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Yvonne provides a reason for following her intrinsic motivation that relates to her Japanese 

background. 

Extract 5.2 

Y. I find interested in psychology through my job, job career. When I worked for T in Japan, and 

the different societies, when they came to influence me by culture or circumstances, so from that I 

have interest in culture, ethnic culture difference as well. And in career ((?)) multicultural, so I 

have many chances to communicate with very international people. I mean in Japan I have very 

seldom such opportunities. That’s why I have an interest in difference, in culture difference. [I 

found an interest in psychology because of my job, my career. When I worked for T in Japan and 

saw the different (ethnic) societies, and saw how they came to influence me through culture or 

through circumstance, I developed an interest in ethnic culture difference. And with a 

multi-cultural career I will have many opportunities to communicate with people of different 

nationalities. I mean to say, in Japan I seldom had these opportunities. That’s why I have an  

interest in ethnic culture difference.]  

 (Y190603:5). 

Yvonne explains her the growth of “intrinsic” interest from her job in Japan, suggesting that as an 

individual she is susceptible to influences from people of another culture but also that she 

developed an interest in areas of psychology and culture difference that required further 

investigation. Thus lacking a strictly instrumental view as this was not related to advancement in 

her job, Yvonne expresses the motivation of Kruglanski’s individual who perceives an area of 

hypothesis-testing, here presumably the relations between peoples of different cultures, and 

pursues this goal in a broad field (Kruglanski, 1987). Through interaction with others and their  

“influence” on her she has apparently had scope to develop intrinsic interest as distinct from 

utilitarian purposes (Keller, 1983). 

The interviewer tries to probe the mixture of intrinsic and extrinsic motivation in Yvonne’s 

decision. 

Extract 5.3 

A: . . . I’m just saying, the choice for your particular course, it was not/ 
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Y: /oh just interest/ 

A: /because of job or money so much, it was your – 

Y: But of course second means to getting job but – [But of course, (the study) was in the second 

place, a means of gaining a job.] 

A: Yes, I realize that. 

Y: But I mean that international relations is it use? I don’t mean international relations study 

[linked to Asian Studies] is useful, I mean I would like to get a job, ah, with connecting with 

international relations, you know. So I think that though I wants [sic] to get in some relating with 

means of international relations, understanding of international relations. That’s why I study  

Asian Studies, so. You understand? I don’t mean that this is useful for getting job. No. I don’t  

think so. [But I mean to say of international relations – is it useful? I don’t mean to say that it is 

useful. I would like to get a job that links with international relations, you know. So I think that –  

I want to find out some of the relating factors in international relations and to understand 

international relations. That’s why I am studying in Asian Studies. You understand me? I don’t 

mean that it is useful for getting a job. No. I don’t think so.] 

(Y190603:14) 

Yvonne gives here some indication of extrinsic motivation where the new study offers a 

background that will possibly useful in her motivation for a certain kind of job, but this is  

secondary (“second means”), and the explanation returns to the intrinsic aspect which means  

some involvement of herself with the learning material, “I wants [sic] to get in some relating – ”. 

Even the motivation relating to a job indicates rather a position where she can indulge her interest 

rather than receive a material reward. Thus Yvonne’s explanation gives some indication of the 

complexity of motivation in a CHC student where interest, extrinsic motivation and readiness to 

endure hardship are interacting in relation to a long-term goal. 

5.4.2   Yvonne: The Attempt to Maintain Motivation

Yvonne, however, found major and unforeseen obstacles to her goal after commencing study at 

The Australian University. The need to change from a program in psychology to Asian Studies is 
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described 3.3.1.  Her problems in motivation are described in the following two extracts. In the  

first extract the interviewer had asked about her feelings of competitiveness. 

Extract 5.4 

Y: . . . Even when I was in Japan, I don’t – I didn’t like competition with other person or –. I think 

important is overcome myself or – I mean so – study means overcoming so my rudeness [sic], I 

think – my rudeness or – [Even when I was in Japan I didn’t like competing with the other person  

or -  I think the important factor is to overcome myself. I mean, study means overcoming my 

rudeness I think. My rudeness or - .] 

A: What do you mean, “rudeness”? 

Y: “Rudeness” is “rude”, R U D E [spelt out], what losing motivation. 

A: Oh, I see, yes, “impatience”, yes. 

Y: So I think that overcoming these, losing motivation – or was the keep motivation. So, ah – I  

don’t like – I have no interest in winning or competition with other persons or to – so I was – not  

so happy, or, of course, unhappy – when I got the higher mark with my friends’ work. I was 

indifferent – indifferent or -. My question and my answer. [So I think that (it means) overcoming 

these, not losing motivation and keeping motivation. So, ah, I don’t like – I have no interest in 

winning or competing with the other person. So I was not happy, or unhappy, of course, when I  

got a higher mark for my work than my friend. I was indifferent, indifferent or – so that’s my 

answer to the question.] 

(1Y231102:12-13) 

Yvonne emphasizes her dissociation from feelings of competition with friends or “others”.  

Instead there is a moral dimension which recalls Confucian motivation where the act of study 

establishes one’s own virtue. Here the “struggle” entails overcoming one’s other self, the “rude” 

self,  that is disinclined to study or continue study under difficulty. The term “rude” she can only 

define as losing motivation, with the implication that the unmotivated self is unaware of  

obligations to others (this is the connotation of “rudeness”, shitsurei, in Japan, which Yvonne  

may have had in mind here).  
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In a later interview Yvonne describes the struggle in more concrete terms.. 

Extract 5.5 

A: . . . And do you feel that the answer [overcoming difficulties in study] is hard work, or do you 

feel that you have your own ability or – do you feel – how can you get through? 

Y: Ah. My ability. 

A: I’m not, I’m not [meaning to criticize you]. 

Y: Ah, all the time I have my – I lose my confidence in my ability or potential. [All, all the time I 

have my – it’s that I lose confidence in my ability or potential.] 

A: You lose? 

Y: Many times, many, often, oh, oh, “it’s too hard”, or any time – maybe I can’t do it. Very, very 

often, I lose my ability or potential through my study. Even so, I need to believe, or I need to lift  

up my potential. Like I have to do it. Could you understand that when I – . [Many times, many  

times and often, I say, “It’s too hard”, or any time I think maybe I can’t do it. Very, very often I  

lose my ability or potential because of my study. Even so, I need more belief, or I need to raise  

my potential, as if it is the case, I have to do it. Could you understand that when I - .]  

(Y060603:13-14) 

Yvonne gives a retrospect of her general difficulty. As she describes it the struggle is uncertain  

and fluctuating with the loss of confidence, where one voice, possibly that of the “rude” self,  

offers capitulation, “maybe I can’t do it”. The opposed self strengthens motivation related to 

obligation, “I need to believe”; “I have to do it”. Thus Yvonne appears to relate obligations to the 

self in a struggle linked to a higher ideal which has some relation to Confucian motivation with  

its moral dimension while at the same time she is looking to “ability” and “potential” in herself as 

an individual which evokes the individualist motivation with the self in charge (Greenwald, 1980). 

However Yvonne does not, in Greenwald’s terms, make an assumption of her ability but has to 

struggle to reinforce her feelings in relation to this, given the obligations she has imposed on  
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herself in relation to the “commitment” that she initially established. Thus while making some 

allowance for Yvonne’s special difficulties the impression is that her motivation is a somewhat 

different kind to the individualist one described by Greenwald (1980) where a perspective is held  

of one’s success and any information relating to one’s incapacity is rigidly excluded, a difference 

expressed in her mixture of conflict and moral obligation.  

5.4.3  Yvonne: Summing Up

Yvonne’s original intention to resume study and to study abroad arose from her need for 

self-renewal and to escape from a closed situation (Sirotnik, 1999;  Gardner, 1964), giving  

herself a goal which expressed a coming change in herself and the intrinsic value of the new 

knowledge for herself, though still expressing some extrinsic motivation for a future job. By the 

wish for “seeing things in a new way” she seems to indicate a potential for effective engagement 

with the learning material and some capacity for change in accordance with the directions of the 

new learning. Though apparently individualist in orientation her motivation seems also to reflect  

an Eastern perspective in which effort and persistence in the face of difficulty are continually 

present to her mind, being necessary in terms of the long-term goal, which the individual is  

required to attain. However, this motivation, though reinforcing persistence in study, may not be 

sufficient, given the approach required in the SS&H, where adaptation, readiness to vary one’s 

strategies and some projection of confidence in one’s academic work are necessary for the highest 

marks. Certain issues relating to motivation, this elusive factor, are treated also in sections 7.5.1

and 8.3.2 and may help extend the profile of Yvonne as a motivated learner.

5.4.4 Len: Origins of his Motivation

In this extract, taken from an interview when Len (postgraduate) had been already 15 months in 

Australia, he presents a rationale for his interest in and commitment to the environment. 

Extract 5.6 

A: . . . What interest did you have? 

L: Before? Start here? 
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A: Before you started studying here? 

L: I was interested in more ideological aspect. I don’t know how to ((?)), value more ideological. 

Yeh. Some ((?)). [I was more interested in the ideological aspect. I didn’t know how to – (? But 

mine are) more ideological values. Yes. Some of them.] 

A: Just what – can you give me an example of how you felt or – 

L: Clearly I, for example, yeh – at the time I – I just – means – I probably much experience the 

environment ethic, (Silence). And why is the environment ethic a problem? And how we started 

environment education. And what you have to do – what kind of ideology you have to pick up.  

Yeh. Like that. But in this case I probably – I probably focused on more practical forms. How.  

And also at the time I maybe focused more on school environment education. But, in this day, I  

also interested also the community environment education, although environment education. Also 

how we can make, how we can increase them to participate. [For example, I clearly, at the time,  

this means, I connected my experience to the environmental ethic. And why is the environment 

ethic a problem? And how can we start environmental education? And what do you have to do – 

what kind of ideology do you have to select? Yes. It’s like that. But in this case I was probably 

focused more on practical forms. How to do it. And also at the time I was maybe focused more on 

school environment education. But at the present I am also interested in community environment 

education, which is environmental education. Also, on how can we get them (the community) to 

participate in increased numbers.]  

(L110903:15-16) 

Len’s explanation gives himself a role of acting on behalf of others but also defines himself apart 

from the others as indicated by his repetition of “I”, emphasizing that he is doing so as an  

individual. This is somewhat different from McClelland’s motivation where both the individual 

and his/her task separate him/her from others (McClelland, 1991). He links his motivation to an 

ideological interest, a search for an ideology that on his own admission was stronger in the past  

than his interest in practical initiatives. Thus there is the global requirement, a need for an  

ideology which may give some direction to his future role in educating people in Korea to the  

threat to the environment. However there is also a practical and strategic element in his  

motivation in which the learning material is linked, not to a remunerative job but to specific 

applications of his ideal, the need to persuade schools and (local) communities to participate in  
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the environmental task. The marked silence after his statement of his “experience” in paragraph 4 

seems to reinforce the importance that he attaches to his task and establishes him as a reflective 

individual and likely to be a reflective learner: a learner, however, who may be limited by the 

specific focus that he sets himself.  

.

5.4.5 Len: Declining Interest 

Here Len expresses loss of interest in aspects of the course. 

Extract 5.7 

L:  . . .  I’m ((?)) – bored. 

A: But you were able to find and develop an interest? 

L: Yes, I developed an interest. 

A: The important thing about deep motivation is that it does not need to be developed, and it’s  

also – it can be dangerous too, because sometimes if people are interested in a subject they might 

not follow all the demands of the course. So you follow what is required. There are some courses,  

of course, that allow the student to have more freedom. 

L: I feel, somehow, it’s a little bit different to what I expected. I, very, very – it – I lost my interest  

[in the subject]. 

A: Lost your interest in. What part – what part would – do you think?  

L: Well, I think it’s really – difficult to say, but – if it’s – if I fear, if I learn, it’s too difficult for me. 

And if I fail, when I fail, I felt it’s boring. [Well, I think that it’s really difficult to say, but I fear, 

when I learn, that it is too difficult for me. And if I fail, while I am failing, I will also have the 

feeling that it’s boring.]  

A: Boring? [word was mispronounced] 
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L: B – oring. 

A: Boring? 

L: Boring – B O R – 

A: Oh, I see. Yes, that’s right? Oh I see. “boring” – anyway –  

L: Yes. Boring. 

A: Yes, boring, yeah. There is quite a lot of education, material about education in the course.  

Did you find this difficult? About ways of learning or –  

L: Yeah, I think difficult. This course is difficult. 

(L240603:4-5) 

In view of Len’s failing interest in the course the interviewer, as demonstrated in paragraph 4,  

tries to link “boredom” and “interest” by suggesting that the constraints of the course do not allow 

enough scope for the latter. Len, however, suggests a fairly complete loss of interest (“very,  

very”). He confronts, in his depressed feelings, the prospect of failure but also, a key point, the  

fact that the whole is “boring”. If Keller’s definition of “interest” is applied, this can be related  

not merely to personal feelings of curiosity and self-belief but extends also to a sense of the 

usefulness of the information for one’s own personal goals (Keller, 1983). This seems to have  

some application to Len’s predicament and his use of “boring” in relation to the study’s presumed 

irrelevance, which contrasts to an earlier period when the interest was available to him.  

In the following extract he elaborates further on his failure of motivation.  

Extract 5.8 

L: The big problem is, sometimes I – I don’t have confidence about my motivation. I think I really 

need this study course I wanted to do, but sometimes I feel – but it – it actually – program doesn’t 

put, provide my job. So you know, if I think about that, a little bit disappointed about myself, you 
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know. It – I – it’s not easy course for me and it does need a lot of money, but what kind of result I 

can achieve when I think about that, so – a little bit confusing. [The big problem is, that  

sometimes I don’t have confidence in my motivation. I think that I really needed to do this study 

course which I wanted to do, but sometimes I feel that the program does not provide a job for me. 

So you know, when I think about that, I am somewhat disappointed in myself. It is not an easy 

course and it does require a lot of money, but when I think about the kind of result that I will 

achieve, this confuses me.] 

(L030603:14) 

In this extract Len considers an alternative position; the instrumental one of acquiring a job which 

the present course does not offer. The alternative that he did not choose, the safe bet, seems to  

have become established in his reflection and to conflict with other feelings relating to his 

commitment to his goal, with an assessment that the return will not be commensurate with the 

sacrifice already made. Thus Len suffers some disorientation with some indication that his 

confidence in his own choice and his ability to meet his goals has been at least partly eroded.  

The interviewer tries to discover if Len can study effectively when interest is lacking. 

Extract  5.9 

A: If you have no interest [in the study article] you can still make a plan and find out basically  

what the article means? 

L: Mm. I try. But it’s difficult. And I don’t feel it turns out right.

(L120803:16) 

Len at least implies some native ability in that he can both produce and entertain awareness of 

“what is right” for the requirements but this awareness is now absent. With the failure of  

short-term reinforcement his overall motivation faces a crisis (Schunk, 2001) and even the effort 

put into work seems misdirected. For Len “interest” linked to his feelings seems to play a more 

focal role in directing his learning than with the other students and he fails to present a strategic 

policy, as does Cheryl, of strictly following course requirements where interest and commitment 

are missing.  
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5.4.6   Len: Factors of Interest

In the following extract Len indicates what attracts his interest and some further rationale for his 

failing interest. 

Extract 5.10 

L: It’s – I think there are many theories. (laughs) It really depend on – if I interested in theory I 

can enjoy it, but if I’m not really interested in – it’s foreign – it’s hard to continue. With the – for 

example, I just studied some book – it’s about the religion – especially studied about the bible.  

[Len is not a Christian]. Yes. She gave it – it was written by a Japanese woman. She interested in 

new feminine, now feminist divine. [?divinity] It’s divine, about God. That she written, she 

described about the theory – right [?write], but it’s a better study for me. And also interesting and 

very logical – such a theory is primitive – such theory I can put – I can feel interest in. [I think  

that there are many theories. (laughs). It really depends (for me) on whether I am interested in the 

theory and can enjoy it. But if I am not really interested in it, and it’s all foreign to me, it’s hard  

for me to continue. With this – for example, I have just studied some book – it’s about religion –  

a study about the bible. Yes, a Japanese woman presented it. She is interested in a new feminine 

divinity. It’s divine and about the Godhead. In what she has written she described the theory. But  

I think this is, for me, a preferred study. And it is also very interesting and very logical and I can 

feel interest in such a theory.] 

(L231003:6) 

Len appears to briefly consider and dispense with a mass of theories, presumably those offered in 

his course, but failing to link with his “interest” and focussed purposes. He then introduces, 

apparently as an example, a global or encompassing theory but one which he sees as carefully  

spelt out, i.e., “logical”, and also one calling for acceptance in non-rational terms. By the term 

“primitive” Len may be indicating an irrational descriptor which suggests that the theory has the 

potential to establish some hold over his emotions (see 3.3.5 on CHC reticence): it also holds his 

"interest", a word that he uses carefully. The impression is that Len is looking for a general and 

“logical” explanation that will establish a global perspective of the environment, which reinforces 

the impression of Len’s basically holist orientation (see 6.5.6) and his predilection for a theory  

that will include all aspects of a theme and reconcile these effectively. These are criteria that the 

present theories in the course apparently fail to meet. As the theory was discovered in his  
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readings for the environment (as he told the interviewer) the assumption is that its concepts are 

linked to environmental needs but it is also expressed in religious or semi-religious terms that are 

removed from a scientifically established view of reality and recalls the holist orientation in  

Eastern thought (cf., Nisbett et al., 2001)..  

5.4.7 Len: Summing Up 

In Len’s case, more than the other students, “interest” seems linked directly to his academic work in 

the course, and provides a rationale for his motivation but, where it is not satisfied, directly 

mediates the crisis in his motivation.  He seems unable to comprehend and rationalize for his 

purposes a range of theories and apparently cannot see the benefit of explaining differing theories 

and pursuing a strategy of dialectics relating to these. He seems to require something which is 

explanatory on its own terms and with global ramifications as in the theory of the Japanese  

woman intellectual. Len also emphasizes a view of learning as applying where the learner is 

brought to a situation where he/she is obliged to reject material not perceived as relevant for the 

learner’s purposes. Thus Len does not present the characteristic picture of the CHC student 

applying him/herself to difficult material in terms of long-term aims whose value has been clearly 

established. There may be some impreciseness in his aims in environmental terms in that he  

cannot be sure what strategies or tasks will be effective, an impreciseness which may act on his 

uncertainty. It is hardly true to say that the “ethical” aspect is missing from his motivation: this 

forms part of his conception for environmental education. Like Yvonne Len can be described in 

McClelland’s terms as an “achiever” (McClelland, 1991); only in this case the focus is not on the 

self as distinct from others but on the self in the sense of its commitment to others. 

5.4.8 Cheryl: Instrumental Motivation 

In the earlier interviews (undergraduate) Cheryl’s motivation seems both focused and  

instrumental. Rather than establishing an ideal goal Cheryl tries to establish a relatively coherent 

image of the job awaiting her, teaching in Taiwan or possibly Australia. In Biggs’ model (1987b), 

she is more likely to choose a strategic or surface approach rather than relying on intrinsic interest 

related to a search for personal understanding.
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In this extract Cheryl expresses a limited goal which indicates satisfaction with a minimum pass.  

Extract 5.11 

A: . . . do you feel that you have active goals when studying? Do you feel that you are looking to a 

goal? 

C: Yeh. 

A: What sort of goal do you think, or – 

C: To pass all my subjects. 

A: And what about getting good marks? 

C: As far as I pass – a pass is enough for me. 
(C050603:2) 

Here Cheryl expresses the minimum motivation, to pass in all subjects. The aim to pass in 

everything ("all my subjects") is more rational for CHC students than to aim for high marks in  

one or some and neglect the others, given their commitment to others when overseas studying and 

possibly the difficulty of justifying their repeating. However the question is pertinent whether 

Cheryl can perceive the possession of knowledge as more than a utilitarian value for herself. 

In the following extract the interviewer tries to find elements of personal reflection and/or 

commitment in Cheryl’s approach beyond the utilitarian. 

Extract 5.12 

A: Did you have your own ideas? 

C: In what? 

A: Education. What were you going to do? 
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C: Ah. Yeah. What do you mean by ideas? 

A: Well, um. Parts that you were interested in, and that you wanted to find out about those things. 

C: Um. Idea, no, I don’t need to study researcher – research – I just want to know how to teach 

students at – [Not ideas, no. I don’t need to study to be a researcher, to do research. I just want to 

know how to teach students at -.] 

(C120803:4) 

In this extract Cheryl repudiates the need to gain “ideas” or potential perspectives, which she  

links with the goal of becoming “researcher”. Her commitment is related to a considered 

assessment of her final goal in which means, here the focussed direction of her study, are related  

to the ends of obtaining effective credentials, “to teach students . . .” Thus Cheryl delimits the  

need to theorize and an exploratory approach to learning to another sphere as being at present 

irrelevant to her needs.  

5.4.9    Cheryl: Changes in Long-term Motivation

However almost immediately (just over a week later, it seems) Cheryl presents a different 

viewpoint apparently related to a renegotiated goal. This may indicate that she held the two goals 

simultaneously – the one expressed in Extract 5.11 and the other in Extract 5.13 – but had some 

uncertainty about the choice to make: or that she has, after some reflection, realized the utility of 

the renegotiated goal. 

Extract 5.13 

A: Do you see yourself as a person who will be doing study all the time, who will be continually 

doing more study? 

C: Yeh, I will. 

A: Or will you give that up and/ 
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C: /No, I will. My friends think I’m crazy. (laughs) 

A: Yes, well, I like study myself but I know that a lot of people don’t like it.  

C: Because it’s in Australia, though [but it’s the case in Australia] they don’t need to have higher 

education qualification, but in Asia we do. We have to - I mean, Bachelor is not enough. You 

have to do Master. 

(C200803:29-30) 

The transcript gives the impression that the choice is a personal one, not one directed by friends, 

e.g., “My friends think I’m crazy”, and the “I will” gives some impression of commitment.  

Cheryl’s crisis in motivation, then differs from that of Yvonne and Len and concerns her intention 

to renegotiate a long-term goal; a goal, however, which remains instrumental, linked to the  

further study that is required as part of the Taiwanese social system. In the Entwistle and  

Ramsden questionnaire Cheryl, in contrast to the other students, rejects the statements specifically 

dealing with fear of failure (FF1 and FF2, see Appendix A), possibly giving indication of greater 

confidence in herself as a motivated learner. Cheryl’s change in motivation may be partly related  

to her growing ability to gain high marks in her essays (see 6.5.12), where success in the  

short-term goal appropriately reinforces the long-term with an increased momentum in  

motivation. 

Thus her strategic approach is reinforced where she can now select strategies that may be  

effective in their purpose of gaining high marks. 

5.4.10   Cheryl: Factors of Interest

In this extract Cheryl describes the failure of the material to match her focused view of her goal. 

Extract 5.14

A: Why did you think it was useless [a subject in her course]? 

C: Um. They taught us how to analyze the text – from reader’s view and writer’s view. But I think 
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it’s useless, I think when I become a teacher I’m not going to teach my students how to read a text, 

how to analyze it. I just teach them how to – by  ((?)) teach language and stuff, English  

language – by teaching – so that subject is not what I’m looking for. But  it’s compulsory subject,  

so I have to do it. (um). [They taught us how to “read” the text, how to read it and write it. But I 

think this is useless. I think when I become a teacher I’m not going to teach my students how to  

read a text or how to analyze it. I will just teach them how – by teaching language and similar 

material. Firstly this is what I am looking for. But it’s a compulsory subject so I have to do it.] 

(C120803:8) 

Here the material and, more significantly, the effort that is put into it is described as “useless”,  

that is, in Cheryl’s view it is not connected with the focused goal of teaching. She introduces the 

practical context of teaching; she, as teacher, is not going to employ a critical approach but teach 

what is germane to her goals, a practical teaching program. Thus she positions herself to a strictly 

practical goal in education with an ideal program, "what I'm looking for", re-emphasizing the  

needs of the learner as the true criterion which is here not met. 

Given Cheryl’s strategic approach, one would assume the absence of personal interest in the 

material. In the extract below she states that she directed herself to “like” a topic which she 

basically disliked, which reflects her view of the need for some personal involvement in the 

learning material where high marks are desired.  

Extract 5.15 

A: Are you personally interested in what you are writing? Did you find it really exciting?  

C: Yes. It is – 

A: Because that’s a factor.  

C: My other mates don’t like the book [text relating to the assignment]. They hate the book, so  

they have to write the essay. I try to like it, and you will be able to enjoy it. Have to write about it,  

so if you don’t try to like it, how can you write good essay?  

A: But you felt you really liked it? 
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C: No. I don’t like it, but I know I have to do it in 1500 word essay, and so if I hold my opinion 

against it, I won’t be able to write good essay. So I try to like it. 

(C141003:26) 

Cheryl clearly tries to overcome the perceived defect in her strategic motivation, that a strategic 

approach alone is not likely to bring the student into “engagement” with the material (Pintrich et 

al.,1993, p.177). Her attempt shows an ability to subsume one’s feelings in the strategic approach. 

In the Eastern perspective as described by Markus and Kitayama (1994) private opinions and 

attitudes, not being emphasized attributes of the self, are more easily regulated in relation to the 

demands of the situation.  

Janssen (1996) suggests that the strategic learner can develop an engagement in material in which 

he/she has had no previous interest through a need to resolve its apparent ambiguity, once the 

student has become familiar with its context. Here Cheryl describes the change as occurring 

through the intention to “like” the topic, a direction to herself to have a temporary interest which 

she apparently can repudiate later. Another interpretation of Cheryl’s statement, of course, is that 

she has really developed interest in the material but is not willing to indicate this to the  

interviewer, because of her ambivalent feelings of pride and sensitivity. It is clear, however, that 

Cheryl is basically searching for the deep approach, which is linked to gaining high marks in her 

course and that she has awareness of factors of interest and engagement that contribute to this.

5.4.11 Cheryl: Summing Up 

Cheryl’s motivation remains markedly extrinsic and strategic in its expression and related to her 

future profession. This is shown even in the re-direction of her long-term goal, where  

post-graduate study is linked to an assessment of what is required in Taiwan, her home country, 

though naturally strengthened by what seems an increased capacity to gain high marks. What 

obligations to others Cheryl has for pursuing her course cannot be known but despite the 

re-negotiation of her goal she retains a clear view of this in relation to the long-term future is able  

to surmount the difficulties of lack of interest in some of the material (Extract 5.15). Her  

difficulty may lie partly in lack of interest, partly in failure to perceive “relevance” with her  

strictly focussed view of the material’s usefulness. As described in 6.5.12 she interprets and keeps 

to the course guidelines in a strategic approach. Her apparent capacity to override her feelings and 
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even establish what seems some personal commitment to material which she regards as irrelevant  

is a feature of her approach, in which she uses her considered judgment that this is necessary for 

achieving high marks. Thus Cheryl may reflect the Confucian ideal not only of persistence in a  

goal but of conquering one’s own specific feelings in pursuit of this goal (Marcus & Kitayama, 

1991). In general terms her motivation appears to show a more extrinsic bias than that of the other 

students, reflecting perhaps traditional Chinese views of the necessary practicality of learning 

(Chan, 1999; Tweed & Lehman, 2002) as well as factors of personality, with the tendency to  

apply a systematic strategy to her work, a strategy which is relatively effective in the results it 

achieves as shown in her later essay marks (7.5.10). In contrast to Len she both renegotiated and 

maintained successfully a long-term goal despite feelings of disinterest  and irrelevance in some  

of the material.

5.4.12 Daphne: Extrinsic Motivation as Part of National Culture 

Postgraduate Daphne’s apparent rejection of extrinsic motivation in the questiaonnaire (5.3) is 

explained by her special circumstances of study, where her employing body in Taiwan chose the 

particular area where she was to study. 

In the following extract Daphne explains the differing view of motivation in Taiwan compared to 

the West. 

Extract 5.16 

A: . . . In other words, you felt you had to do it to – maybe improve your job? 

D: Oh, yeh. Or maybe in the future I can get promotion or – yeh –  

A: Yes, okay – 

D: So I think when the Western people interesting in these things they will do this – So I think that 

when the Western people are interested in certain things, then they will study these.] 

A: Yes. 
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D: - because they are interesting in. But in the Asian people, no. And the – in Taiwan most of 

people who studied, who majored in this field are subject part – he or she will do another kind of 

job. It’s very normal in Taiwan. [(the Western people will do a specific course of study) because 

they are interested in it. But with Asian people, no. And in Taiwan most of the people who  

studied and majored in a particular field do subjects in parts (?do other subjects than the one that  

is their main focus). He or she will do another kind of job. It is very usual in Taiwan.] 

(D180603:5-6) 

Here Daphne refers to the pressures in Taiwan, where “interest” in a topic is not considered a 

sufficient factor in itself for doing a course of study, and she relates this to the different role of  

“interest” in the West as part of the cultural difference. In Taiwan the demands of education mean 

that the individual is not a free agent and she implicitly links this to her own context of choice.  

With the terms “Eastern” and “Western” (see 2.3.1) she seems to position herself with the East, a 

standpoint where direction, not personal interest, is the motive force for individuals and is 

acceptable, “It’s very normal in Taiwan”. The factor of extrinsic motivation, “maybe in the future  

I can get promotion”, is introduced: however, her description of Taiwanese society reinforces the 

impression that one’s choices are really determined by those in positions of power. In Biggs’ 

systemic model (1987b) Daphne’s interest in the course is likely to be minimal or absent and the 

learning approach a mixture of strategic and surface, demonstration of a pass and some capacity  

to please others by gaining high marks, in this case the “others" being her employing body in 

Taiwan. 

5.4.14  Daphne: Intrinsic Interest 

In the following extract the interviewer considers Daphne’s intrinsic motivation. 

Extract 5.17 

A: Do you find your topics exciting, interesting? 

D: Yes. 

A: So you don’t need to push yourself to work? You find you are interested? 
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D: Ah, that is a matter. I have to push. Now, as I told you before, I am interested in the topic I am 

doing now. 

(DBE 200403:5) 

Despite her new-found interest in the material Daphne still expresses the need for effort, “I have  

to push”, a necessary effort to meet the strict demands of others in the learning situation, but there  

is an impression that “Now” there may be some difference. It may be that in finding “interest” she 

is following her employer’s wishes with the obligation to meet these as effectively as possible. It 

seems more likely (see Extract 5.18 following) that an initial sampling of the new kind of learning 

established a new, more personal kind of motivation. 

Extract 5.18 

A: Or how did you find – or when did you find you were interested in the material? 

D: Mm. Because I found out there are many – there are lots of things I don’t know. So I’m 

interested in. 

A: Did you find that some of the things you found out were different to things that you expected? 

D: Mm. To tell the truth, I don’t know this. 

A: You don’t know this? 

D: I didn’t know, really, I don’t know – mm- before I studied these I didn’t know these at all. The 

more I read, the more I interested in. 

(D180603:24) 

The factors that attract Daphne’s interest are a range of previously unknown historical viewpoints. 

This interest, in contrast to Yvonne, does not seem to comprise a re-evaluation of what has been 

previously known but simply the interest in what is unknown with the implication that this factor 

alone draws her into a relationship which is basically dynamic, as indicated in the last line of the 

last paragraph. Thus her curiosity and presumably engagement with the material are not tied with  
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a specific hypothesis but seem more likely to be a self-realization of her previous ignorance. Thus 

Daphne’s changed motivation and her emphasis on the self help to establish the individual basis  

of her motivation as an individual who must complete gaps in what he/she knows as a natural 

dynamic, as distinct from the Confucian ideal of duty to others.  

The following extract expresses Daphne’s motivation for high marks. 

Extract 5.19 

A: . . . But it’s just a matter of getting these [high marks in her assignments] because this was – 

maybe because you wanted to show your family of the company you worked for? 

D: Yeh. Show my boss. 

A: Your boss particularly. And your family as well? 

D: No. Just myself. I want to prove - my background is different from this, but I can – I can make it. 

(D180603:22) 

Daphne, linked indissolubly to the expectations of her employing body, has the position of a 

student who must succeed in this sphere, irrespective of personal inclination. In addition to duty is 

“face”, the image that she wishes to present to the employing body of someone who “can make  

it”, an image that must be maintained (Volet & Tan-Quigley, 1999; Oetzel, 2001). The  

motivation relates to her “boss”, presumably not to her family which is not mentioned, but it also 

reflects something of the individualist motivation  in McClelland’s terms (McClelland, 1961), 

where the self, her “I”, is presented for the approval of the “boss” and she is distinguished from  

the student who cannot “make it”. This emphasis may have some reflection in her use of personal 

pronouns “I” and “my” as indicating someone who remains in control, unless one interprets these 

as directions given by the teacher, which does not seem so likely given the postgraduate context. 

Thus the extract indicates three aspects of Daphne’s motivation, the extrinsic one of linking one’s 

success to the expectations of others, the “ego” based motivation (cf., Pintrich & Schrauben, 1992, 

see also 6.5.16) demonstrating that she can succeed in a previously unknown area, and the  

intrinsic one of commitment to material that has become personally interesting.  
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5.4.15 Daphne: Fear of Failure 

Like all the students except Cheryl, Daphne gives an assent, though a qualified one, to FFI, 

notwithstanding her apparent confidence: The continual pressure of work assignments, deadlines 

and competition often makes me tense and depressed.

Extract 5.20 

A: Now, “fear of failure”. You are worried about failing, are you? You find there is a lot of 

pressure on your – on you. The thought of exams “makes me panic” [FF2]. You didn’t quite 

understand that. Do you have exams in your courses? (Mm) You do. 

B: Two – two courses. 

A: But you have no big problem with the exams or – 

B: Last semester I passed, but I do still have pressure.’Cause I told you, I got a scholarship, I  

don’t want to feel like failing. I cannot fail. 

(D200403:8) 

She explains the pressure that she feels, for not only the fear of failure but the feelings associated 

with it cannot be entertained. She is conscious of her experience in the last semester but she 

emphasizes her feelings relating to motivation,  “I don’t want to feel like failing” in which the  

very context of failure is rejected. Thus, while remaining tied to an Eastern culture, Daphne  

seems to present a Western view of the “self”, where the assertion of the self and a protective 

“barrier” assist the individual confronted with what seem threats to the individual’s identity 

(Sampson, 1985). However there is also the duty to her employer and the “scholarship” that she 

must fulfil, an aspect of Eastern and Confucian motivation which needs to be considered in  

relation to Daphne’s cultural background. 
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5.4.15   Daphne:  Summing Up 

Daphne’s motivation seems to comprise three basic elements which are interconnected but still 

capable of some differentiation: a marked intention to satisfy others; interaction of what seems  

like “self-esteem; and intrinsic and apparently dynamic interest in what she is learning. With the 

presence of the last element it seems more likely that Daphne will engage more interactively with 

the material (Pintrich et al., 1993) and show some versatility faced with difficulties rather than 

returning to, or relying on, rote learning. The impression gained from Daphne’s description of 

learning obstacles is that her strategy is to place her “self” in control without undergoing a  

struggle to continue, as seemed to characterize Yvonne’s efforts. This reflects the individualist 

concept as described by Greenwald (1980) where the self-concept cannot allow any potentially 

demoralizing or weakening concepts to be maintained. Thus some impression is given of Daphne 

as an individualist from a strongly collectivist society and is reinforced by the strength of her 

motivation for personal success which will be observed by others.  

5.5 Conclusion 

While there is some mixture of motivation in all the students where personal interest is linked to 

obligations to others and/or hopes for one’s career and some ego motivation, each student 

represents an aspect of this and shows some re-negotiation of the motivated self in relation to the 

demands and unexpected difficulties in the courses. Yvonne’s basic motivation comprises value  

for herself and some individualism in her wish to leave temporarily her Japanese background  

(Extract 5.1) but she faces unexpected hardship in the difficulty of the material with the prospect  

of withdrawal or failure. Len’s motivation seems somewhat circumscribed by his goal of 

establishing a general ideology which could be suitably linked to his projected work in Korea and 

he indicates disinterest and “boredom’ with the presence of apparently irrelevant theories and  

lack of testing of these. Thus he indicates some difficulty in adapting to the SS&H and perhaps  

his subject in particular where some exploration and comparison and evaluation of theories are 

presented to the students (see also 7.5.4). Cheryl, directly linked to a future career, teaching,  

relates her motivation to her goals which she changes to some degree, and from her strictly 

instrumental, focussed approach she applies strategies that require her to override her personal 

interest: though in specific circumstances she seems to apply some interest which she does not  

feel in the goal of getting high marks. Daphne has a mixture of extrinsic and intrinsic motivation, 

the latter developing after an initial acquaintance with the material, and the need to satisfy others 
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and her interest-engagement with the material seem fortified by a strong self-concept in which 

failure is seen as impossible. To some degree the explanations of motivation here represent an 

interpretation which may fail to show the full complexity of the motivations of CHC students and 

the role of self to others. In practice it necessarily remains difficult to establish effective 

culture-free interpretations of factors such as “interest”, intrinsic and extrinsic motivation and the 

role of the “self” in these in interpreting across another culture. 



129

6     DATA ANALYSIS:    APPROACHES TO WRITING 

6.1     Introduction 

Generally the SS&H offer more scope for creative or divergent thinking and a more personal 

interpretation than do the sciences (Moses 1990). However, CHC students may find this more 

difficult to apply, given the prescriptive learning environment of their home countries (Henshaw, 

1992; Ellinger and Carlson, 1990; Okane & Tsuchiya, 1999). They have the added constraint of  

the need to pass at all costs and generally to maximize their marks, which may inhibit their 

willingness to take “risks” in writing. In addition they may give priority to the teacher’s  

viewpoint, or what they perceive as the teacher’s viewpoint, given their need to gain high marks 

and justify their study to others or themselves in relation to the time and expense involved. There  

is also the danger, for CHC students, of presenting viewpoints unsupported by evidence in the  

urge to be creative, e.g. Hounsell’s essay by viewpoint (1997).  

Here the emphasis is on essay writing. As well as showing how factors of intrinsic interest and 

strategic and surface motivation (treated in Chapter 5) can be expressed in tangible form, data 

dealing with students’ essay writing give some idea of the students’ capacity to establish ideas in 

their work and how this can be related to the constraints of the courses.  As stated in the  

Literature Review (2.2.6), however, the purpose of this research is not to study the mechanics of 

essay writing but rather the students’ general approaches following from their interpretation of 

course demands. 

6.2 Creativity in Writing 

The apparently difficult task of applying flexible thinking, some creativity and some exploration  

of significant features of the topic in the essay task with the necessary constraints of the task is 

described by Perkins (1990) and represented in Table 6. While some degree of creativity is 

encouraged in the SS&H and has clear potential for gaining high marks the essay task is also 

usually highly focused, depending on relevance, requiring usually a tight structure and also some 
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general unity linked to presentation of an argument (Varghese & Abraham, 1998). Perkins (1990) 

emphasizes the need for the critical approach, in which material which has some relation to 

creativity can be assessed for relevance and value in the context, so that it can qualify as truly 

successful academic work. Creativity remains one of the most difficult concepts to define but it 

seems always to entail some projection of the self (2.4.1), although its role may vary in areas of 

study or interest. In SS&H areas it is necessarily subordinate to the critical faculty.  

Table  6: Interplay of Creativity and Assessment in Essay Writing 

Creativity

(use of personal,  
imaginative, inventive, 
explorative faculty)

Factors

- fluency in thinking 

-flexibility in thinking 

-capacity to introduce novel 
ideas, suggestions, 
interpretations

Assessment

(use of strict evaluation of 
material in relation to topic 
and requirements for 
presentation) 

Factors

- avoidance of anything 
seemingly irrelevant 

- strict evaluation of every idea 

- strict interpretation of limits of 
topic 

Creativity without application of 
Assessment 

Creativity judiciously applied 
with Assessment 

Assessment without 
application of Creativity 

Likely Result:

  undisciplined creative work 
often characterizing work in the 
fine arts  

Likely Result:

   work linking effective use of 
creativity with assessment of 
material with potential for high 
marks 

Likely Result:

 restricted unimaginative work  

                                                                                             
 - based on Perkins 1990 

� Note: This figure-diagram represents a simplification of a basically complex process using Perkins' 
terminology (1990), see also Hayes & Flower (1983), but it does give some idea of the need for interplay 
between imagination and necessary assessment of ideas in written material to produce effective work, 
notably in the areas of the social sciences and humanities. 
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The following data analysis gives some indication of the students’ capacity for and success in 

establishing their own viewpoint in writing and how they relate this to the perceived requirements. 

Although an interview on essay writing was held specifically with each student, extracts in the 

following data are taken from a range of transcripts. For students using a second language the 

presentation of an argument, generally the preferred form in the SS&H, poses special problems:  

in addition to the need to follow argumentation in the reading material they need to express views 

clearly in the form of an argument in the presentation of assignments (Varghese & Abraham,  

1998). 

6.3 Holist and Serialist Orientations and Entwistle and Ramsden’s Questionnaire 

Pask’s categories of holist and serialist learners (see Pask, 1976, 2.4.13) link the cognitive 

disposition of the learner to the performance of the learning task. These orientations will 

undoubtedly influence and probably direct the writing task and in the SS&H areas the holist 

orientation linked with the capacity to establish broad unifying concepts is especially crucial. 

Briefly, the holist learner tends to establish comprehensive and unifying categories in his/her 

approach to the learning task, while the serialist learner proceeds by step, linking categories in 

discrete fashion (see 2.4.13). For successful academic work it is necessary for the holist to  

employ factors of clear accurate analysis while the serialist needs to apply effective organizing 

ideas. The following statements from the questionnaire dealing with Pask’s categories give some 

indication of the students’ orientations. 

  OL1: I generally prefer to tackle each part of a topic or problem in order, working out 

  one part at a time. [Yvonne: qualified dissent/ Len: qualified dissent/ Cheryl: undecided/ 

  Daphne: qualified assent.] 

  CL3: I like to play around with ideas of my own, even if they do not get me very far. 

[Yvonne: qualified assent/ Len: qualified assent/ Cheryl: qualified assent/ Daphne: 

  qualified dissent.] 

  GT1: Although I have a fairly good general idea of many things, my knowledge of the details  

  is rather weak. [Yvonne: unqualified assent/  Len: unqualified assent/ Cheryl: qualified  

  dissent/ Daphne: qualified assent.] 
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Table 7 gives an interpretation of Pask's categories where the initial orientation establishes a 

predominant strategy which has some advantages but if not supplemented by factors of the other 

will result in inadequate academic work.

Table 7:  Pask’s Model of Learning Styles and their Pathologies 

    

Comprehension Learning  
(Holist orientation) 

Operation Learning 
(Serialist orientation)

General Approach

Student applies wide focus  of attention   Student applies narrow focus of attention

Use of Learning Strategies

Student uses overview of material to establish 
broad linking hypotheses  

Student applies linear progression to move 
from one hypothesis to the next 

Use of Context

Student possibly links learning material to own 
experience and learning material from other 
subjects 

Student keeps strictly to the context of the 
learning material 

Advantages of Learning Styles

Student establishes unifying concepts for final 
result  

Student establishes effective evidence which 
can be used in final result

Defects of  Learning Styles
Globetrotting: Improvidence:

Student makes generalizations not based on 
evidence  

Student ignores unifying elements and 
significant analogies

                                                           - based on Pask (1976) 
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In general terms going by their responses Yvonne and Len tend to the holist (global) orientation, 

Daphne to the serialist (analytical), despite her qualified assent to GT1 while Cheryl seemed to 

include both orientations and, in contrast to the others, seemed able to avoid the fault of neglect  

of details, "globetrotting" (see also her qualified negative response to G.4 in Appendix A: I seem  

to be a bit too ready to jump to conclusions without waiting for all the evidence). The students’ 

views are clarified in the following analysis. 

6.4    Students’ Essays (see also Appendix H)

This research does not propose to make an exhaustive study of the four students’ written work. 

Briefly, it can be stated that Cheryl and Daphne, after some initial difficulty, were able to gain a 

series of high marks, while Yvonne and Len, although on occasion receiving a good mark, did not 

reach the standard that they had initially anticipated. Given the students’ interpretation of their 

essay writing skills in the following data it is useful to make comparison with some of their  

written work.  

The following represents a brief summary of each of the four essays, using the SOLO taxonomy 

(Students’ Observed Learning Outcomes) devised by Biggs and Collis (1982) as a guide to  

markers evaluating students’ written work qualitatively, based on originality and organization of 

ideas, rather than quantitatively on the amount of material incorporated. This taxonomy offers an 

alternative to the quantitative approach, where marking is based on the number of  “points” in  

the essay. From a grading representing misinformation and an uninformed viewpoint at the lower 

levels, the taxonomy indicates at the third level the students’ capacity to hold disparate data of 

some relevance, but marked by failure to link them in a firm conclusion. The fourth level  

indicates the capacity to reconcile conflicting data in an argument but strictly within the context  

of the question. The fifth level, the “extended abstract”, shows the students’ ability to withhold a 

conclusion until all possible alternatives are considered and to consider issues beyond the context 

of the question (Biggs & Collis, 1982). 

Yvonne’s topic indicates a broad context, “Why were Europeans successful in colonizing much  

of Asia?” She tends to use terms indicating Europeans as unscrupulous and devious, Asians as 

passive and naive, but does not give a general moral condemnation of colonialism. This omission 

may have been because she saw the Asian countries as ultimately reaping benefit from the effects  

of colonialism by using European techniques to establish later economic superiority, the latter  
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point being made in the essay, or that she did condemn it but would not say so because it 

represented a moral judgment out of place in a critical work. The causes are dealt with in turn, the 

Europeans’ need for goods that Asia had to offer, European technical superiority in warfare and 

passive, absolutist Asian governments, but she fails to link these in an effective conclusion and  

the work can be described in the third level of the SOLO taxonomy. She also fails to provide  

proof for some of the “causes”; for instance, indicating that some collusion was likely between 

European powers, she fails to give evidence or examples where this may have occurred. 

Len’s essay topic concerns a study of the differing views and consequent dispute of two writers  

on the aims of his subject, environmental education. One writer argues that the subject fails to use  

a satisfactory definition of education, and also neglects the role of education as established in the 

Western tradition of learning, which is to give students a choice and that its advocates deprive  

them of the choice by inculcating prescribed viewpoints and value judgments. The other writer, 

countering the argument, states that because of its global scope environmental education is  

obliged to incorporate value judgments and take in human concerns and in addition this explains 

why it cannot be precisely defined. However, instead of comparing the arguments Len presents 

these in an organized format, with distinctive headings. While he appears to understand what they 

mean, he fails to be critical of the views or establish a viewpoint. This matches also the third level 

of the SOLO taxonomy, and recalls Ballard’s description of the comparative essay by a Japanese 

student, where the characteristics and viewpoints of two scholars are presented but the 

interpretation is left to the reader (Ballard, 1982). 

Cheryl’s essay concerns a study of the South African government’s application of an equal rights 

language policy. Here Cheryl perceives the moral order as operative, based on what a government 

should do to put its policies into practice successfully. She explains the relevant issues in the 

introduction, demonstrating careful planning in her essay. She provides several reasons for the 

failure of the policy, the government’s failure to consider the “economic” factors, e.g. that some 

languages are more useful than others for job mobility and for providing a future for one’s  

children. While her essay belongs to the fourth level of SOLO, she does not look beyond the  

issues, e.g., the divergence between the “idealism” of a policy and the practical measures that are 

needed to put the policy into practice is not considered, although this is lightly suggested in the 

introduction. 
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Daphne’s topic concerns the reasons for the “Great Proletarian Revolution” launched by Mao Tse 

Tung in the Peoples' Republic of China in the 1960s. She “personalizes” in using Mao’s 

characteristics and specific personal experience as probable causes rather than emphasizing 

economic causes or political determinism, e.g. Mao is described as “confused”, with his 

“self-esteem” under threat and she also considers factors such as the Chinese tradition of 

authoritarian government which partly explains the acceptance of Mao’s rule. She goes on to 

outline issues which give some impression of the “extended abstract” of Biggs and Collis’ 

taxonomy (Biggs and Collis, 1982), e.g., the underlying wish of the Chinese people for stable and 

effective government in relation to the problems and suffering that occurred under Mao.  

The students’ views on presentation of argument to others are described in Chapter 8.

 6.5   Analysis of Separate Responses

6.5.1   Yvonne and Holistic and Serialist Orientations 

This extract emphasizes (undergraduate) Yvonne’s rejection of the serialist approach. 

Extract 6.1 

A: But you prefer to take a general view of – 

Y: Yes, I have, through my experience, so I am writing to get the conclusion easily, so easily in 

Australia, so I – maybe I can make a conclusion too. So I think incredibly important to get the 

conclusion but process is what I do – positive conclude – conclusions – and sometimes I am apt  

to skip the process, the conclusion, because I can get the conclusion through my experience in 

Japan or – [Yes, I do, using my experience. So I write with the aim to reach a conclusion without 

difficulty, when writing in Australia, with the hope of making the conclusion. I do think it is 

incredibly important to make a conclusion but in the process as I am doing this, sometimes I am 

liable to skip parts of the process, seeing that I can use my experience in Japan.] 

A: And what about in Japan? Did you have the same problem there? Did you jump to conclusions 

without process? 
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Y: I guess so. Maybe it’s my first language.

(Y231102:14) 

Yvonne’s “conclusion” is a means of linking and organizing the material. She emphasizes the 

importance of this, which she describes as “positive”, giving the impression that it will avoid the 

nebulous or indeterminate. She seems to understand the value of a firm and well-thought 

conclusion.  However, at times she seems less than analytic in building the conclusion,  

“sometimes I am apt to skip the process”, where she uses past personal experience from her own 

country but apparently this is not analyzed. The impression is that she cannot use or forgets to use 

this factor in a manner which supports the conclusion.  

Extract 6.2 

A: (reads out GT4): I seem to be a bit too ready to jump to conclusions without waiting for the

evidence (Yvonne: qualified assent). 

Y: Yes. (laughs) Yes. My tendency is that. Yes. I’m apt to rush to conclusions. 

(Y231102:14} 

Thus Yvonne refers to what seems a relatively fixed characteristic, her tendency to make 

premature judgments. This seems to recall “premature closure”, where the learner offers a  

response before all the evidence is available (Furnham, 1994), which may be partly a result of 

personality and partly a result of the authoritarian CHC schooling system, where the “correct” 

answer is required as a matter of policy in the learning situation, irrespective of the ambiguities of 

the material (Okane and Tsuchiya, 1999). She seems to suggest by "tendency" that her difficulties 

are innate and not available for correction as distinct from a feature of learning style or strategy 

which is available for correction. 

6.5.2  Yvonne: Expression of Viewpoint 

In this extract (from the first interview in the research) Yvonne refers to a comment by one of her 

teachers, that in view of the poor quality of her writing, the views expressed in it could not  

possibly be her own. 
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Extract 6.3 

Y: So it’s a very – how can I say – inconvenient, so, if I – if my essay is not so good, that in so bad 

English, and wrong English and many mistakes, so many things he wouldn’t understand. Oh, this 

 is – this is written by Japanese – maybe she got it – she can’t – she can get it that elsewhere but  

my effort is, can be, low down, so maybe some other write her views, so now – I am very confused, 

so if I should make a good one or just so-so. And anyway, so now I’m not very – so if I should do 

good essay or poor essay for – . [So this requirement is very inconvenient, for if my essay is not 

good and the English is inferior with many mistakes, so that the marker cannot understand  

properly, he will say, this was written by a Japanese student, she must have got some of the  

material elsewhere. But then the effort that I put into it is downgraded because (he says) I can’t 

have produced the material, I must have got it elsewhere. So the effort I have put into it is seen as 

minimal and some one else has presumably given me the views. So now I am very confused as to 

whether I should try to make a good effort or just so-so. And anyway I am not very (?decided) 

whether I should try to write a good essay or a poor one]. 

[Y231102:28-29] 

Here Yvonne seems to have established a coda: a point where further expression of her views is 

blocked in the learning situation. If she expresses these in less than perfect English they will not  

be accepted as her own. She has the alternative of writing at a lower level, i.e., not with her best 

endeavor, as only this would “satisfy” the marker. Thus her recounted experience recalls the  

“moral story” (Silverman 1993, p.39), where the “story” recapitulates the individual’s  

predicament but really establishes the other “party” as morally responsible in a kind of 

self-justification. Nevertheless Yvonne remains conscious of being able to produce something 

worthwhile, e.g., "I should try to write a good essay . . ." 

Implicitly Yvonne establishes herself as critical of the teacher and the views that he/she  

represents and she also has the difficulty of comprehending him/her because the production of 

“good” ideas and use of effective English expression are joined in, what is to her, a false logic. 

Logically, if she cannot write good English, she cannot produce good ideas. Faced by 

incomprehension, Yvonne introduces the concept of cultural denigration: it is because she is 

Japanese. Yvonne’s view can be seen in the light of her original motivation: the education system 

in Japan had not given her the opportunity to use “critical thinking” as she understands it, and she   

clearly carries a conviction of the importance of this and her goal is to use this in relation to her 
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academic writing. 

In the next extract Yvonne refers to a specific teacher (Dr Smith) who conducts an undergraduate 

course specially tailored to the needs of Asian students. 

Extract 6.4 

Y: He – she – my exam is marked by him [Dr Smith]. (laughs) ((?)) incompatible, but I like him  

and I like (his) teaching, but marking – his – I don’t like his marking when he is too picky. [My 

exam is marked by him (Dr Smith) and (?we are) not compatible, but I like him and I like his 

teaching, but I don’t like his marking when he is too meticulous.] 

A: No. Well, this is a pity, because that one of my students - the lecturer understands and makes 

allowances.  

Y: No, but I mean the picky – not bad/ [No, I mean being over-meticulous, I don’t mean a bad 

teacher.] 

A: Picky? 

Y: - being picky is not bad, but so in too detail, but so, grammar, just grammar. But I think the 

content is important – I think so. [Being meticulous is not bad but here there is too much detail  

with just grammar being considered. But I think the content is important, I think this is the case.] 

(Y190603:38) 

Yvonne emphasizes “content” as important but here there is an unjustified emphasis, for her, on 

grammatical correctness and forms of expression, which detracts from the learning purpose. Her 

view of format and procedure as being of less importance seems to run counter to the views of 

Japanese students as described by Oxford (1990). Thus Yvonne appears to show an impression of 

an assertion of the “self” which is somewhat different from the usual Japanese viewpoint, where 

she is expressing her own interpretation of a teacher’s task, despite coming from a culture where 

the teacher’s view is pre-eminent (Hofstede 1986). At the same time she does not personally 

criticize the lecturer, she “likes” him, but he fails to evaluate her need. This feeling of failure, one 

might assume, is related to her expectations of study in Australia. In general terms the dilemma is 
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might assume, is related to her expectations of study in Australia. In general terms the dilemma is 

expressed by Cantwell and Biggs (1988, p.366); Yvonne evokes the situation of the students who 

aim to insert a relatively high level of abstract thought in their writing and as a result fail to pay 

attention to linguistic detail.  

6.5.3  Yvonne: Strategies in Writing 

The next extract illustrates what Yvonne sees as her main difficulty. 

Extract 6.5 

A: What do you think is your strong point in writing an essay? Your good point? You do well? 

Y: [misunderstanding] Oh, teachers, all the time, say to us, critical thinking or analysis, so it  

often I keep it in my – but (laughs). Oh – ah – sure – I can do it all right. (laughs) [Oh, teachers’  

all the time, say to me, critical thinking or analysis, so I often keep it in my (?mind). But ah, sure,  

I can do it all right.  

A: No? There is a – do you find it easy to have a viewpoint – a given viewpoint – point of view – 

in your essay? 

Y: Ah, yeh. I do. I do, but to our teachers, it is not enough. You know – so – it’s a big task to  

satisfy him or her. [Ah, yes, I do, I do, but for our teachers this is not enough. It is a major task to 

satisfy them.] 

(Y050903:6-7) 

The initiation into the use of argumentation, which encapsulates a critical, analytical viewpoint, is  

a difficult step for all students, whether native speakers of English or no (cf. Varghese &  

Abraham, 1998). Yvonne herself seems to have a viewpoint, but is unable to perceive exactly  

what is required to have it accepted, especially in relation to “critical analysis”. Some of her 

difficulty in establishing links with the teachers is described in 7.5.1. In general terms she has a 

difficulty in relating her original motivation and purpose in undertaking the study (5.4.2) to what  
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she is able to achieve. She senses her failure to meet certain criteria in the courses, in conditions  

of uncertainty as to what is required, and thus the individual voice, related to her weakened 

confidence, is weakened.  

6.5.4  Yvonne: Views Influenced by National Culture 

Yvonne seems able to hold on to certain Japanese traditions and her sense of their value, despite  

her rejection of aspects of Japanese “conformist” society. She interprets the Australian failure to 

understand Asian “difference” as a partial reason for her difficulty in getting her ideas accepted. 

In the following extract Yvonne, referring to her essay, indicates the persistence of “Asian  

values” in Asia despite the weakening effects of globalization on national traditions. Here she 

represents what appears to be her own considered viewpoint presenting some re-evaluation of 

Asian culture in relation to globalization. 

Extract 6.6 

A: . . . What was your viewpoint [in an essay on Asian values]. Did you agree? 

Y: What about? 

A: Asian values. 

Y: So in that, I wrote in my essay, so Asian values still remain in the region, but on the other hand, 

globalization is getting dominate them, so Asian value is not suitable for globalization, I think. 

Then so if so, in order for survive in globalization, Asian values will be, keep changing a little bit.

[Relating to what you said, I wrote in my essay that Asian values still remain in the region, but on 

the other hand globalization is getting the better of them, so that Asian values do not seem to  

match globalization, I believe. In that case, to survive globalization, Asian values need to change  

to a limited degree.] 

(Y101003:18-19) 

Yvonne gives an illustration of her viewpoint, in which she seems both conscious of herself as 

Japanese giving an Asian viewpoint but also as someone who can present a critical view that is  
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her own. Presenting her view, she decides that the “Asian values” remain despite what appears 

contrary opinion, a view which may reflect her reading and her reflection over her experience as a 

Japanese. She introduces the idea of “survive”, but instead of presenting this as a preferred 

denouement, i.e., retention of Asian values, she is objective in her expression and rather presents 

the outline of a “story” of Asian values with herself as having a knowledgeable opinion on the  

topic (Miller and Glassner, 1997). Here the “values” face a force that is irresistible,  

“globalization”, and the only escape is for them to undergo some “change”. Thus a viewpoint is 

presented with a general concept of “Asian values” and “globalization” and the impression that  

the former are seen as a living organism with the possibility of being able “to survive”, given the 

right strategy. This outline may give some clue to Yvonne’s holistic or “global” approach, and an 

impression is given of Yvonne as a knowledgeable critic.  

6.5.5   Yvonne: Summing Up 

Yvonne gives the impression that she is able to formulate her own ideas and that she feels that  

these have value. However she has difficulty in directing the ideas into the format required in the 

writing task and, it seems, in explaining them properly, which is not so much a matter of her  

formal organization but her failure to meet criteria of “critical analysis” established by the  

teachers, which are not made clear to her. She responds by using effort but she also establishes 

cultural difference as a possible reason for her difficulty in getting her views accepted. There are 

parallel difficulties in sustaining motivation and establishing effective links with the teachers (see 

5.4.2 and 7.5.1). In practice, her writing seems to reflect Hounsell’s description of the essay as 

viewpoint (1997) where an apparently original idea is presented but effective support is lacking. 

By her reference to one teacher’s emphasis on forms of expression rather than content Yvonne 

seems to typify the dilemma of the CHC student faced with the requirements for high standards of 

grammar and linguistic presentation but beside this are academic values which should emphasize 

content, more problematic for the L2 student. Yvonne positions herself as a reflective student who 

wants to produce worthwhile material according to Western academic expectations but is  

hindered by cultural misunderstanding and is unable to demonstrate the value of what she has to 

offer. 
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Although rejecting aspects of her own culture such as its conformism Yvonne seems to 

demonstrate as a Japanese an Asian perspective with some awareness of the cultural gap between 

East and West as indicated in the essay and her treatment of “Asian values”. Some of her  

difficulty in presenting this and applying a critical stance may lie in her failure to establish a 

satisfactory bi-cultural viewpoint  where she can perceive other perspectives and explain her  

views more effectively. The notion of dialogue, of the essay addressed to another with the 

demonstration of convincing argument, seems absent from her work. 

6.5.6 Len: Holist and Serialist Orientations 

Like Yvonne, Len (postgraduate) gave an unqualified assent to GT1, giving some indication that 

he has a holistic orientation and a tendency to neglect evidence in forming a general picture.  

Extract 6.7 

A: . . . And you also mention that you sometimes have a knowledge of the whole, but sometimes you 

can’t remember details very well. Details, small items. I mean, you may remember something  

about – 

L: When I met some people, I can remember him, I can – he told me he is a tutor [example of kind  

of person] but I go on after – can remember – he’s a tutor and I don’t remember the detail. 

[When I meet someone whom I  remember and if, for instance, he says that he is a tutor,  

afterwards I will remember that but I don’t remember the details]. 

A: Yes. Or maybe you don’t remember some things like – he mentioned maybe something – he 

might say how much money he earns. 

L: Just – er – just whole thing. But if he mention some special thing which I can interest in, I can 

remember special thing, but usually, usually, I am - I prefer to remember whole, not something 

specific. [I just remember the whole concept. But if he mentions some particular thing that I am 

interested in, I can remember that. But usually I tend to remember the whole, not anything  

specific.] 

(LLS 031202.9) 
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Len establishes himself as concerned with wholes, with a holist orientation in relating to people  

and a tendency to forget details. The holistic orientation is presented as an aspect of his  

personality and the “something specific” represents the item that will be disregarded. The 

orientation seems to indicate his suitability for the SS&H areas with some facility for establishing 

inclusive ideas.  

6.5.7 Len: Structures and Expression of Ideas 

In the first interview (19 November 2002) Len is asked what sort of comments his teachers have 

made about his writing (Len’s English was the weakest of all the subjects at this stage, see

Appendix D). 

Extract 6.8 

A: And has the lecturer stated that you didn’t understand some of the words, or meanings of words? 

L: Actually, she didn’t give a mark, but she told me there were a couple of, she said that the  

points were good but my English expression was not academic. But she said, I need more like, I 

need more writing practice. [Actually she did not give a mark but she said that some of the points 

were good but that my English expression was not academic. She said I need more practice in 

writing.] 

A: Yeh. It’s not easy to get an expression that is really an academic expression, but still, I think at 

the same time - . What else did she say? You need more practice? Did you – were you able to 

understand the meanings of words? Do you think – 

L: Yeh, yeh, yeh. Some. She said she was trying to ((?)) what’s wrong my assignment. But she  

said that – she said that – so I – my English expression and some many repeated words, some  

other ((?)), for example, when I describe my part in my assignment she said where it was - my 

citation and explanation and organization - she said it was not so good. Yes, the conclusion, the 

final part of the paragraph, like the extract I write, she said, it, something was, recommended 

something of my assignment. But she said that about my points. And she said that my structure  

was not the best. [Yes, yes. She said that she was trying to see what was wrong with my  



144

assignment. But she said that my English expression and use of repeated words and some other 

things, were not good, giving an example, and also my citation and explanation and organization. 

But she gave some recommendation to the conclusion, the final part in the paragraph and the  

points I made. And she said that my structure was not the best.]   

(L191102:11) 

The praise and blame are differentiated and described, e.g. “The points are good” but not the 

English expression. The “points”, the focal part of the work, merit praise, and can be linked to the 

“points” in the conclusion as indicating worthwhile and coherent ideas. The structure and 

expression are another matter. The indirect criticism, “not the best”, gives the impression that  

while Len is able to present worthwhile concepts, he is not yet a part of the academic fraternity in 

his forms of expression in the teacher’s estimate and remains an academic outsider. By “points”, it 

is not clear if Len is presenting his own views or his selection of ideas of others suitable for his 

essay. The term “extract” suggests both exploration, what can be discovered as relevant in the 

reading, and exercise of Len’s judgment with his awareness of value. Len seems to have a  

number of ideas, whether they are his own or not is unclear, but they do not seem effectively 

organized in a structure as required by the marker. 

In the following extract from a later interview Len describes his efforts to meet course 

requirements. 

Extract 6.9 

L: I am – I’m really confusing about – I have to write – I just feel it like this way. But introduction 

there are - I write especially introduction, body and conclusion, including the ((?)) in body. In 

introduction is included the characteristic and the kinds mixed and the principle interpretations 

included for – for key principles which I think – and then the – with that I made some structure  

and find some reading book which is related to this part. [I am really confused explaining how I 

write, but I feel it goes this way. I emphasize the introduction, the body and the conclusion. But 

there is the introduction when I have to introduce the various characteristics and kinds of 

interpretations necessary, including key principles. With these I make up some structure and find 

some readings which are related to this area.] 

A: But your structure is a general structure, it’s not a detailed – 
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L: General structure. (L110403:14) 

Here Len proffers a simple structure, namely introduction, body and conclusion, possibly  

reflecting his introductory tuition in academic writing at The Australian University. In the last 

statement he indicates that the structure is a general one, i.e. not one that is thought out in detail. 

The key strategy is “interpretation”, what he makes of the material, and this seems to be  

established in the “key principle”, the crucial organizing factor. Thus Len establishes a general 

structure, with selection of material that he reflects on, while the phrase, “key principles which I 

think”, indicates the role that he gives to his own reflection. 

In the following extract the approach is described in more depth. 

Extract 6.10 

A: Do you draw out a plan, a plan? 

L: A plan, yes, a very simple plan, and um – just some reading. And if possible, I pick up some 

 idea from the reading. And there, there, might be to – write down the simple structure – yes. [A

plan, yes, a very simple plan, together with some reading and, if possible, I extract ideas from the 

reading. And I just might write down the simple structure.] 

A: Then what about when you actually do the writing itself? How many – when do you do that? 

When you have got all the reading done? 

L: Not really. Yeh – so – I think I have some material to write down – I busy. Yeh – then seek a  

way. It’s very like if I think I need more material, then I looking for some material. I need more 

interchange, then I pick up more idea from some book and – yeh – I arrange. [Not really (I don’t 

plan while writing). I am kept busy with the material that has to be written down, but I try to  

think of a method for doing this. It goes like this – if I think that I need more material I look for it.  

If I need more links for my material then I extract more ideas from a book and then I arrange  

them.]

A: And then you have to rewrite what you have, do you? 
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L: Yes, Sometimes I have to rewrite.  

(L180903:2) 

Here Len “picks up” an idea from his reading, but does not establish a definite plan. He indicates 

that as he writes, further ideas may be perceived as necessary, suggesting a reliance on ideas  

rather than use of a predetermined structure. The act of writing seems to act as a creative force 

(Hayes & Flower 1983, p.33), while the reference to  “interchange” shows a realization of the  

need to search for supporting or related ideas. This innovation also reacts on the plan, “I  

re-arrange”, when the new material has to be incorporated. Thus Len gives evidence of 

“exploration”, a characteristic belonging to the accommodator in Kolb’s classification (Kolb,  

1985, 2.4.3), which indicates a disposition to prefer pragmatism over theory and to evaluate 

according to one’s criteria rather than to established theory. Thus Len indicates some initiative in 

the writing task, though unlike Yvonne he does not emphasize his own reflection on the material. 

Len, at the second last interview, about a year after the first interview on essay writing, is asked 

about his writing skills. 

Extract 6.11 

L: English, you know [is a main difficulty], but it's a risk, sometimes it's ((?)) understand clearly 

what I have to write, like structure. This is also a disability, I think, putting this first, the content 

is sometimes more difficult. [English, you know (is the main diffculty) but sometimes it's (?the  

need) to understand clearly what I have to write, such as the structure. But sometimes, it's firstly  

the content. 

(L231003:14-15)  

Here Len indicates some failure of understanding the format (structure) required and expresses  

the "risk" that he feels when he writes in the absence of this understanding. At other times the 

difficulty extends to the content. There seems to be a failure of rapport where the appropriate 

explanations are not available as guidance: this is despite the apparent helpfulness of teachers as 

described in 7.5.5.
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6.5.8    Len: Influence of Eastern Styles of Writing 

In the next extract the interviewer queries Len about his previous post-graduate studies in Japan 

where on his own admission he had lacked motivation to study. 

Extract 6.12  

A: . . . When you start writing in, say, Japanese or Korean, did you find you did things differently  

to the way you do now? Just write them out – a plan? 

L: Yeh, I think, just different, but it’s basically the same but, that’s the – that’s more strict in the 

case of Australia. We have more strict structure and more issue [issues] and more reservoir. Still,  

I think in Korea and Japan it’s more flexible. I realize ((?)) - I mean the really logical and 

structural essay. [Yes, I think it’s different. But basically, it is the same, but the requirements are 

stricter in the case of Australia. We have a structure that is stricter, we are required to include  

more issues and use more reservations (?possible interpretation of “reservoir”). So I think that in 

Korea and Japan the requirements are more flexible. I am speaking in relation to the truly logical 

and structured essay.] 

A: Yes. I think I showed you the article. There is a traditional Chinese way of writing poetry and  

it also affected Korean – Ki Sung Chung. You start with an introduction, I think – 

L: Ki Sung Chung Ja. Yeh. 

A: Did you tend to use that in Korea? 

L: Yeh. In Korea. 

A: Because they say that’s a more loose structure, that’s the way they see it, a more loose  

structure. Which do you prefer yourself? 

L: I think it’s more understandable and – in the case of – yeh – I’m not sure – yeh, sometime, 

sometime very confused. If I write down something I realize this is like the Japanese style. Yes.  

Ha, ha. This is crazy. [I think the Japanese style is more understandable (Len may here mean  
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“easy” for him). I am not sure at times and get very confused. When I write something I realize  

that it is in the Japanese style. Ha ha. This is crazy.]  

A: Yes. Do you think that this is a major problem? That you are used to writing in a Japanese  

style or – 

L: I think the main problem is probably English. And (laughs) - 

(L180903:5-6) 

Len’s difficulty seems partly to consist in having to replace a writing framework, acquired in  

Korea and Japan with one suitable to the new academic culture. Len seems hesitant in expressing 

the difference as “flexible” and  “basically the same”, but concedes that the Australian structure  

is stricter, entailing a tighter organization of material, with “more issues”, “more reservoir” 

(perhaps indicating “reservations” where one qualifies one’s opinion in the Australian academic 

format).  However, Len expresses his own confusion when writing and the Japanese style 

intervenes. The essay summarized seems to indicate some influence of the Japanese style (cf., 

Ballard, 1982). However, he does not consider the need to “acculturate” and acquire the Western 

style, but returns to language as his main difficulty in the last paragraph, his laughter possibly 

emphasizing his feelings of frustration that his English expression is impeded by this factor.  

6.5.9     Len: Summing Up 

Len’s approach appears as something more than “essay-by-arrangement” (Hounsell 1997), an 

attempt to apply an idiosyncratic arrangement of facts and ideas in relation to only partially 

digested information. He indicates an active search for ideas that “suit” his conception of the  

topic but he does not make clear whether these ideas are his own, but it appears that he selects  

these mainly from his reading.  While Len shows some awareness of the role of reflection and  

links this to the development of his thought in writing he does not, as indicated in the essay  

studied (6.4), employ evaluation and criticism in relation to conflicting data. His “analysis” seems 

to represent more a search for congruent ideas that can be linked with and presumably support his 

main theme (see Extract 4.13).  This may provide a clue to his writing approach generally,  

which involves continual revision until what he sees as a suitable structure is achieved. However, 

he also expresses the feeling that his academic weakness, the difficulty in meeting the academic  
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format, is chiefly due to his language difficulties. Although language represents a limiting factor  

on his own admission he also indicates some failure to understand the requirements of the essay, 

the "structure", as criticised in Extract 6.8 and expressed in Extract 6.10. The interviewer's 

suggestion that this may be partly due to his differing experience at a Japanese university is not 

really taken up. However, he does indicate some emphasis on introducing structure when writing 

(Extract 6.9) but whether because of failure to question or cultural misunderstanding he appears  

to lack a true understanding of the full demands of the course. Elsewhere he shows marked 

dependence in his writing (see Extract 7.7, 7.5.4) which suggests some failure to establish an 

effective student's "voice" (cf., Cadman, 1992). 

6.5.10  Cheryl: Holist and Serialist Orientations 

After briefly explaining the rationale of the holistic and serialistic orientations, the interviewer  

asks Cheryl (undergraduate) which of the two categories best describes her. 

Extract 6.13 

A: When you start learning do you start with a general idea of what you are learning or do you  

start with a certain area?  

C: I think I start with a general idea. 

A: And what sort of – well, I’ll just take a subject, say you are studying one of your subjects now, 

and when you started learning this particular topic, education or language or whatever you like, 

language maybe, education – and you’re studying education subjects, do you start with a general 

idea of what the topic is going to be about? 

C: Yeh. 

A: And the, when you start studying, what do you do then? Do you try to use a general idea or do 

you just read – just study certain parts – or – 

C: Yeh, I study certain parts which my lecturer advised me. 

(C210503.3) 
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It seems that Cheryl combines the two orientations, holistic and serialist, in a reasonably versatile 

fashion, but remains conscious of the lecturer as a crucial resource and verifies with the lecturer. 

Thus Cheryl remains aware of the importance of general organizing ideas, “higher order  

relations” (Lindstrom 1983, p.17) when she commences her topic but is able to move to “parts”, 

using her dependence on the lecturer and establishing this communication as a significant feature. 

Thus Cheryl seems to show a certain synthesis of Eastern and Western approaches, in that she 

combines some initiative in having a general idea with utilization of her teachers where more 

specific direction is required.  

6.5.11    Cheryl: Structures and Expression of Ideas

One difference marks Cheryl’s approach in contrast to Yvonne and Len; she does not “explore”  

or begin by seeking relevant conceptions to put in the projected essay. 

Extract 6.14 

A: What. You say – if you have research, you go looking for facts, in magazines or articles. And 

when you start the assignment how do you actually do that?  Do you plan or do you have a – or  

do you just start writing?  

C: I plan while I write the introduction first, what I have to write in, I plan what I have to write in, 

introduction, then body, then conclusion. And then I learn that, I start writing and check the  

results I have. (C090403:1) 

Cheryl incorporates the planning into her introduction which she uses as a guide. Then she plans 

what to place in the body and conclusion. Here she uses initially the simple framework identical  

to that described by Len, introduction, body, conclusion. She then reflects, writes, and checks the 

results of her writing, apparently in relation to her plan. She matches Biggs’ description, “a 

self-conscious and planful approach to learning” (1988, p.4) with some awareness of her  

intentions and resources linked to the demands of the task. Matching Hayes and Flower’s 

description of a particular writing style (1983) she emphasizes planning rather than ideas 

generation. Her use of planning and the “control” to which this is linked is illustrated in the next 

two extracts, and also in her use of the criteria sheets. 
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In this extract the interviewer has previously outlined specific styles of writing. 

Extract 6.15 

A: As I said, when you are writing an assignment what – I mentioned what Japanese students do 

[use a discursive indirect approach]. This is a study of Japanese students. There are three stages, 

planning, translating and reviewing. 

C: No. I don’t do that at first. I just read the set reading – read the reading first – and then I  

check the criteria sheet – what do I have to write about – what arguments do I have to write. I  

check that. And then when I start writing I don’t do translating. I just write English language, I 

don’t do translating from English. I just write whatever I have to write.  (C090403:1) 

Here Cheryl shows her reliance on the criteria sheet, “whatever I have to write about”. The use of 

emphatic “have” may indicate her view that the work is prescribed by those in a position of  

power. But in practice the criteria sheet is given a focal role as guide to the writing of the whole 

essay, not its generic role which is one of indicating procedures to be used. Cheryl seems to  

express a strategic view of the task, certain procedures must be followed carefully, but the criteria 

sheet offers, for her, some idea of what the teacher requires or what she can establish of the 

requirements from her reading of it. The “set” reading is the initial impulse, following by  

checking the sheet and then, “whatever I have to write”, the last phrase reinforcing the impression 

of absence of choice. Cheryl either fails to see the “choices” offered to the students of topics as a 

“real” choice, or feels that she has to write in what she senses is the preference of the teacher or is 

indicated in the learning situation. 

In the following extract the interviewer asks Cheryl about her personal interpretation of the 

material that she has collected for the assignment. 

Extract 6.16 

A: Do you feel that at the beginning of your assignment, you have had a strong viewpoint? 

C: Yes, sometimes I do, but – but sometimes I can’t use, even though – because you always have  
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to follow the criteria sheet even though you have strongly your opinions against a certain point. 

Yes.  

A: Yes. 

C: You have to find some other way to support your point. 

(C280503:3) 

Here Cheryl reaffirms the role, for her, of the criteria sheet in providing direction. Her own 

viewpoint, though often present to her as she writes, cannot be expressed, even when the other 

views before her are opposed to her own and the rules, she indicates, are inflexible. The last 

paragraph is ambiguous. By “support your point” Cheryl may be referring to the need to produce 

evidence that you do not really believe in, or alternatively, if you wish to introduce a particular 

viewpoint of your own, you cannot use your opinion as support, there has to be alternative  

evidence. The first interpretation seems more probable in the context of what is said, where  

Cheryl is faced with viewpoints that she has to use but cannot subscribe to. Cheryl does show, 

however, a sense of the link between the viewpoint and the evidence that must be shown to 

“support your point” to others; in other words she has a developing sense of audience. 

6.5.12   Cheryl: The Focused Approach 

Two issues seem of significance in Cheryl’s strictly strategic approach, where emphasis is on the 

course requirements. One is the need to establish commitment and interest even where this does  

not seem existing in the topic or material and the other is the need to “generate” organizing 

concepts in the writing that will meet the requirements for the course. The second issue is 

considered below. 

Extract 6.17 

C: I read what I have to read for the assignment, and then I plan, what am I going to say first. 

Because what I’m going to ((?)) heavy for the essay. [“heavy”? She may mean, she does not wish  

to make the assignment too involved by initially inserting too much material.] 

A: Yes. Well, you certainly got good marks, twelve and a half out of fifteen. 
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C: I was surprised. 

A: What do you do? You said your English wasn’t so good for the assignment, but what did you  

do to get such a high mark? You think – 

C: I think – oh – I know what they want us to do and I know the ((?)) of theory, so I basically 

followed what I – that structure of essay, I determined to do that criteria sheet – if the assignment 

sheet wasn’t very clear – yeah – some students just didn’t bother to ask the tutor. But the tutor at the 

time told me and I just got idea. [I think that I know what they wanted us to do for this. I  

followed the generic structure of the essay, I concentrated on completing the criteria sheet. 

Although the criteria sheet was not always very clear, some students did not bother to ask, but I  

did, the tutor explained, and I got the idea from that.] 

(1C280503:2)

Here Cheryl describes her stages in writing an essay that received high marks.  Several factors  

work together for this apparently valuable result; Cheryl is able to interpret what is required, she  

is aware of the need for correct presentation or “balance” in the work, and she is persistent in 

finding out any issues that seem unclear. Absent, however, is personal motivation. She states, “I 

was impressed”. She did not expect the high mark, and her laughter, possibly, indicates surprise, 

embarrassment, and a wish to appear modest beside a result which was personally pleasing. The 

possible role of Cheryl’s high marks in redirecting her motivation is discussed in 5.4.9. 

She explains that because a certain issue was unclear in the criteria sheet she went and clarified  

this with the tutor. Here she morally assigns herself as prudent and persistent, in relation to those 

students who did not “bother” to clarify with the tutor. Thus Cheryl’s grasp of what is wanted and 

her task of clarification reinforce the strategic emphasis in her approach and in addition her link 

with the tutor, which surely involved some discussion, provided her with the “idea” which would 

have a controlling role in the essay.  

6.5.13 Cheryl: Summing Up

Cheryl, more than Yvonne and Len, seems to have an awareness of the strategic requirements of  

the essay, the need to “balance” and organize segments of the material and the relevance of the  
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introduction as an organizational lynch-pin. She does not emphasize generating ideas, or initially 

establishing a context to begin her work but she uses the criteria sheet as an aid to establish the 

essay and tries to present an effective response to what she perceives as the requirements. She has 

to override, she states, her own viewpoint and her own interpretations in establishing a conceptual 

framework.  

There are, however, sound reasons, in an academic sense, why CHC students should be given the 

opportunity to present a distinctive personal and culturally-based viewpoint, which would 

necessarily increase their confidence and possibly the quality of their work.  However, Cheryl  

also seems to have somw idea of the necessary role of evidence in her work and the need to 

demonstrate this to the “other”, the person who will read the work. She may have been assisted  

by a degree of self-confidence in what she could do, which may be related to her personality but 

also to her more thorough grounding in English compared to the other students (Appendix D).  

Paradoxically Cheryl, in her felt need to satisfy the academic authorities in her writing at the 

expense of her feelings, provides an illustration of high power distance (Hofstede 1980), while  

she also expresses confidence in what she can do as an individual, even where this involves just 

meeting the demands of the “authorities”, which suggests the presence of personal initiative. She 

seems to escape the predicament of Yvonne and Daphne who at times put a large degree of effort 

into work which was not suitably rewarded. Her approach seems analytic in her careful use of 

evidence and the relative absence of divergent thinking. However she shows a relatively fruitful  

use of the strategic approach in looking for sources of information, in “balancing” the work, and 

also in her ability to establish a conceptual category as a result of interaction, e.g. “I just got idea” 

(discussing with the teacher). 

6.5.14    Daphne and Holist and Serialist Orientations 

The interviewer briefly describes the categories of the holist and serialist learner with the aim of 

gaining some self-definition from the subject (Daphne as postgraduate). 

Extract 6.18 

A: And then there is the person who has good general ideas but the person can’t remember  

details very well. 
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D: Oh, oh. 

A: How would you – and there is also the person who is not so interested in general ideas, but the 

person likes details.  

D: Oh. So you ask me, what kind of person? Ah, I don’t – the second one I prefer, not the general 

idea. I want the more specific in the one field. [So you ask me what kind of person I am. Ah, I  

don’t – I prefer the second one, not the person who has general ideas. I want the specific idea in  

the one field.] 

(D200403.14) 

Daphne’s response may be predictable in view of her strong science background. She wants 

something that is specific, as one would require in a scientific experiment, as distinct from  

general or amorphous concepts and material. The interviewer continuesw the probe. She realizes 

that the global approach is necessary to link and “pick up” the discrete items, but this “general  

idea” derives from use of analysis and one’s concentration on this, i.e., the global category  

follows from the analytical. 

Extract 6.19 

A: When you are writing an essay or something like that about  - a book – do you prefer to work 

with little bits of information and little items or do you rather like to have a general idea? Or  

maybe both? 

D: I think both, because you have, you need to have the general idea at the end. You pick up the 

general idea you are interested in and so so.  

(D200403.14-15) 

Despite her previously expressed preference for the analytic she realizes that the global approach  

is necessary "at the end": she indicates some capacity to establish and link the “specific” idea that 

attracts her attention (cf., Entwistle & Ramsden 1983, p.24), to use the analytical approach as a 

means of developing unifying global concepts. 
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6.5.15 Daphne: Structure and Expression of Ideas 

Daphne’s care in the use of research material seems indicated in her attempt to establish an 

“opinion”. In the first interview she stated to the researcher, “I need to read very much before I  

get an opinion” (D200403:2). Nevertheless Daphne does indicate some strategy in establishing an 

idea through her reading and self-reflection. In the following extract she describes her approach  

to one assignment. 

Extract 6.20 

A: Can you give me an example of the ideas that you managed to develop – or – in one of your 

essays or something? Or - 

D: Now I’m doing the assignment, talking about the population in China, so if you want me to tell 

you about my own outline?  

A: Yes, yes, if you can remember. 

D: (laughs) Yes, yes. I discuss it with my professor and professor said that outline do have a 

problem, but outline, I’m talking about the 1978 reform, reforms, about the population problem  

in China. But at first I would tell some of the history, and then the leader’s opinion about the 

population. And then talk about the policy, the real policy. Then talk about the value factor of the 

policy and the conclusion, and give my recommendation. [Yes, yes, I discussed it with the  

professor and he said that there was a difficulty in my outline, the outline I’m referring to is about 

the 1978 reform, dealing with China’s population problem. But firstly I gave the historical 

background and then the (Chinese) leader’s opinion. And then I talked about the policy, what was 

really done. Then I talked about the value of the policy and the conclusion and gave my 

recommendation.] 

(DBE200403:3) 

The essay refers to China’s problem of containing her population rise. Rather than directly 

answering the first question of the interviewer Daphne refers to the outline and this provides an 

overview of the background followed by the opinions expressed with an evaluation of these, and  

a recommendation which would seem to link all previous factors. The outline, of course, was at 
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least partly established through interaction with the teacher. From an organized, strategic  

approach she establishes a context for the topic where she is finally able to offer some  

interpretation of its ambiguities (cf., Janssen, 1996). 

She also refers to the criticism of the teacher, “outline do have a problem”. Although she does not 

explain this problem, it can be assumed that her work has proceeded from an interaction between 

her own ideas and the recommendations of “the professor”. Thus Daphne seems able to establish  

an interaction without specifically transcribing the views of the other person and so indicates a 

degree of autonomy. She also indicates a critical approach to the use of “viewpoint” in relation to 

the focal problem. For instance she speaks of “the leader’s opinion”, the policy’s “value factor”, 

and what seems her own viewpoint, the “recommendation”. Thus Daphne is able to present a  

range of opinion to enlighten the study. Whether this approach developed basically from the 

professor or was at least partly hers remains uncertain but the impression remains that she was  

able to use successfully the interaction between student and teacher to establish a creditable “deep 

approach” with some personal interpretation. 

The following extract illustrates Daphne’s dependence on the teacher. 

Extract 6.21 

A: And what about your essay? Your argument or your viewpoint? Do you have a particular 

viewpoint when you write an essay?  

D: Do I have a particular - ? 

A: Viewpoint. 

D: Viewpoint. It depends on professors, I think, if point is good, or point is good or point is poor. 

A: Now – 

D: (laughs) I just – it’s just interesting what you mean in particular. 

A: Well, it means, there is a different kind of – 
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D: Yes, I mean, because how could you have your opinion? It must be from another book or 

 people. 

(D100903:16-17) 

Here Daphne suggests that she does not really perceive the individual’s creative process as  

capable of developing an idea. By stating “It depends on professors” she indicates that their

evaluation is what matters. It is a situation in which the learner cannot present something of value 

that will automatically be accepted by those in a higher position. She then goes on to question the 

interviewer’s assumption, “how could you have your opinion?”, when in her estimation this is a 

result of the knowledge from the teacher and the text. Rather than trying to “generate” ideas as 

Yvonne does, Daphne sees the teacher and text as source. 

6.5.16   Daphne: Difficulties in Writing 

Daphne had initial difficulties in meeting course demands, which are described in 7.5.15. She  

states of an earlier period (before the interviews), “So at first I was struggling” (D081003:21).  

She is asked here about her past learning experience. 

Extract 6.22 

A: You were trying to get high marks? Did you feel that you were able to/ 

D: Yes. I always think that I can get high marks. 

A: Yes, so - 

D: Even when I was in Taiwan. But here, no. 

Daphne seems to recapitulate here her high achievement motivation (Extract 5.19, 5.4.14) and the 

barrier that she now faces where language and culture difference provide a context, the "here" of 

frustrated endeavor. 

In the following extract she is asked what she does when her marks are lower than expected. 
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Extract 6.23 

A: It is in your control? [Interviewer is asking what Daphne does when she gets a lower mark  

than expected]. Do you feel that you can do something about it? Do you feel that maybe you can – 

D: Mm. If I get a lower mark first, I will seek, I will interrogate myself to see if I study hard or no.  

If I study hard I will seek why - maybe the structure is no good – or – or something I will - 

A: What do you mean, the structure? The way you – 

D: The structure of the essay, or the way the material – if I grab – if I grab wrong materials. Yes. 

(D180603:43)] 

Here Daphne emphasizes insufficient effort as a likely reason for her failure to gain the marks 

expected. The “crisis” involves self-interrogation over whether enough effort has been applied. 

Failing that she will apportion blame to her “structure”, and use of incorrect materials. Daphne 

seems to reflect Eastern tradition, where the way to success is increased effort and there is a 

proportional relationship between effort and success. However, she also shows some self-analysis, 

more suggestive of the Western tradition, e.g., she may have failed in her judgment of materials, a 

matter of choice by the individual of incorrect strategy. 

6.5.17    Daphne: Summing Up 

Daphne’s approach differs from that of the other subjects in the research, partly because of her 

“sheltered” background in a science, inculcating habits relating to strict organization of material 

and evaluation of relevant factors with use of precise judgment. This is joined to a strong 

motivation partly based on her previous successes in a science subject. Her concepts are worked  

out in relation to her own reflection on the material, with use of links with teachers, rather than 

deriving from the creative impulse in writing the essay. She may have some confusion about the 

meaning of the term “creativity” in cultural terms, linking this with what is uniquely original, but 

she seems to show a modicum of creativity in developing ideas as a result of discussion with the 

teacher, that give strength to her material. Her approach, like Cheryl’s, seems basically strategic, 

but unlike Cheryl, her approach does not emphasize an exact rendition of what the course requires. 
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Thus while she extends her “organizing” capacity to the material she seems able to establish a 

“global” interpretation, through discussion with the teacher and her own reflection. The  

assumption is that she has established a facility for providing “linking” ideas, thus avoiding the 

pathology of “improvidence” or lack of unity in her work (cf., Pask 1976). At no stage, however, 

does she indicate giving primacy to the imaginative faculty in her writing. 

6.6  Conclusion 

From their approaches to essay writing there are some grounds for describing Yvonne and Len’s 

approach as predominantly global and Daphne’s as predominantly analytic while Cheryl  

represents a balance where careful monitoring subordinates these tendencies to her established  

goal. These categories link to some degree to the students' responses in the quantitative 

questionnaire (6.3). In practice Cheryl and Daphne, in view of their later marks, were more 

successful in essay writing than Yvonne and Len, who seem to have been limited by their failure  

to link both global and analytical approaches. Daphne seems to give some expression of the 

personal evaluation, the elaborative approach, in giving her recommendation (Extract 6.20) while 

Cheryl monitors her work, “[I] check the results I have” (Extract 6.14). None the students seem to 

give priority to the role of the audience and the consequent need of the writer to clarify and  

explain his/her ideas as well as expressing them (Hayes & Flower, 1983). All the students tried,  

by their accounts, to achieve a “deep” approach, but Len and Yvonne’s intentions to achieve this 

insight seem to have been less successful. 

All the students demonstrate a different aspect of the large power distance paradigm (Hofstede, 

1986). Yvonne seems unable to monitor her work effectively, and to establish effective relations 

with the teachers and work from their directions. Although language represents a limiting factor  

on his own admission, Len, like Yvonne, has uncertainty over the requirements: the "structure", 

possibly reflecting his experience at a Japanese university, and "content", i.e., a full  

understanding of the requirements. Cheryl perceives power as residing in the teachers and their 

stipulations, encapsulated in the “criteria sheet”, which she is obliged to accept and consequently 

has to subsume her own ideas. Daphne seems able to bridge the distance between student and 

teacher more productively, by persistence and a meticulous approach, establishing a relationship 

with the teachers and negotiating in the aim of finding out what the essay writing task requires. In 

no way, however, does she present herself as equal to the teacher and even the ideas, she suggests, 

may have to come from the teacher or “books”. 
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7    DATA ANALYSIS:   TEACHER’S HELP 

7.1    Introduction 

The university is not only an institution with its own requirements as a place of learning for the 

student but also a site of interaction between student and teacher where what the teacher says or 

does reacts on the student and to some degree directs his/her behavior. The reactions of the  

students as a whole are likewise appraised by the teacher and likely to have an effect on his/her 

policies. There is usually greater difficulty for CHC students in experiencing this interaction due  

to the cultural difference and because the teaching approaches have been designed for a Western 

cultural context. 

This section considers the interaction between teachers and CHC students in relation to the need  

for CHC students to develop and present their own ideas. The obvious need for CHC students to 

develop their ideas in relation to some interaction with the teacher presents a problem, especially 

where the teachers maintain a clear ideal of encouraging student autonomy. In practice it is 

necessary to encourage student initiative in the development of their ideas but also the need to  

give special encouragement and direction to students negotiating their learning in another culture. 

For the CHC student there is the need to adapt to a system where the teacher is not just a  

repository of knowledge which will be imparted to the student but also someone who can assist  

the student to become an autonomous learner in a suitable interaction. 

The large power distance paradigm is used here to elucidate the views of CHC students though  

with some necessary refinement, bearing in mind the ethical component relating to role 

relationships in CHC societies (Fang, 2002), and the specific “helping” role of the teacher in  

CHC societies (Spencer-Oatey, 1997). In the Australian educational context, given Australia’s 

classification as a small power distance society, students are more ready to see the teaching 

authority as like themselves and their decisions as reasonable or at least able to be questioned (see 

2.3.2; also Hofstede, 1986). In using this cultural approach it is also necessary to allow for the 

individuality of each student.   
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In Table 8 some interpretation of the dimension of large and small power distance is given in 

relation to teacher-student interactions. In large power distance societies the teacher’s distinct role 

and distance from the student are usually emphasized (Hofstede, 1986). 

Table 8: Teacher’s Help: Characterization of Views in Large and Small Power Distance  

Societies 

Large Power Distance Societies Small Power Distance Societies

- teacher’s actions seen as remote and
beyond question 

- teacher’s actions seen as reasonable and       
subject to question

- teacher’s assistance available as unquestioned 
decrees 

- teacher’s assistance available in
interactive form  

- student seen as dependent on teacher - student seen as autonomous under general 
guidance of teacher

- effectiveness of learning related to excellence of 
teacher 

- effectiveness of learning related to interaction 
between teacher and student 

- teacher’s control and pre-eminence emphasized - student’s  initiative encouraged by teacher 

 - based on Hofstede, 1980; 1986 

7.2   Pedagogic Background of Each Student 

The learning background of the students is recapitulated briefly as follows. Yvonne had gone to 

college for two years on leaving school (college being considered as having a lower status than 

university in Japan), then entered the workforce and in her mid-thirties decided to pursue further 

study in Australia at an undergraduate level. Len had gone to college in Korea and later went to a 

Japanese university for 4 years studying English and the environment and then decided to do 

further studies in the environment as a postgraduate student in Australia. Cheryl had completed  

her schooling in Taiwan and had then come almost directly to Australia to study education as an 

undergraduate. Daphne had graduated and done some postgraduate study in science and  worked  
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in that field in Taiwan until, on the decision of her employing body, she was sent to Australia to 

study in another field, the social sciences, to complete a post-graduate course in a field which was 

entirely new to her. 

7.3  Responses to Entwistle and Ramsden’s Questionnaire 

Two statements in the questionnaire seem directly to refer to student-teacher relations. 

   ST2. When I’m doing a piece of work I try to bear in mind exactly what that particular 

   lecturer seems to want.   [Yvonne: undecided or indeterminate/ Len: qualified assent/ 

   Cheryl: qualified assent/  Daphne: strong assent]. 

   IP4: I find I tend to remember things best if I remember the order in which the lecturer  

    presented them.[Yvonne: qualified dissent/ Len: qualified dissent/ Cheryl: 

   undecided or indeterminate/ Daphne: qualified assent]. 

What is noticeable is Daphne’s emphasis on the teacher and the teacher’s style of presentation, 

notwithstanding her post-graduate status. Len, although following the teacher’s intentions 

according to the first statement, indicates greater autonomy in his learning pattern in the second 

response. All the students show a tendency to give priority to the teacher’s exact requirements in 

ST2 with the exception of Yvonne, who gives an uncertain response and she also dissents, like  

Len, from following the teacher’s order of presentation of material in IP4, possibly a reflection of 

her holist orientation (6.5.1).

7.4    Summaries of Interviews with Lecturers (see also Appendix K) 

Some perspective from the teachers' views was thought necessary to provide effective balance for 

the research, given that the teachers below were selected by the students for interviews by the 

researcher.  

7.4.1   Dr Smith 

Dr Smith, one of Yvonne’s teachers in her undergraduate program, indicated to the researcher  

that in his view CHC students had a viewpoint but were unwilling to express this, especially if it  
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ran counter to what they thought was the viewpoint of the lecturer. His task, he explained, was to 

encourage the overseas students to express their viewpoints. He also described CHC students' 

insularity with a perspective limited to their home countries and their tendency to apply moral 

judgements to historical and contemporary events. Given Yvonne’s initial motivation in coming  

to Australia to study at The Australian University (5.4.1) the data in this chapter give some 

indication of her attempt to follow his direction, e.g., in Extract 7.5   she understands the  

rationale in his evaluation of personal opinion. Despite her criticism her responses seem to show 

that he had some success in presenting his interpretation (Extract 6.4) despite her view of the 

incompatibility between his meticulous marking and encouragment of self expression (Extract 6.4, 

6.5.2).

7.4.2   Ms Lisana 

Ms Lisana. Len's teacher, directly encouraged participation in her post-graduate subject of 

Environmental Education by all her students and described it as committed to use of group 

discussion as a learning mode where CHC as well as other students would be brought in and 

expected to contribute. She emphasized her endeavour to persuade overseas students, accustomed 

to receiving opinions from teachers in their own countries, that "it is okay" to express opinion. 

There was allowance for the adjustment and also for some individuality in expression of views, 

“where they can maintain their comfort zone” (Ms Lisana cited in Appendix K). The program 

emphasized discussion of alternate viewpoints and East Asian students, with suitable 

encouragement, were usually able to adapt in the first semester or first six months. As shown  

earlier in the research (5.4.6) Len seemed unable to perceive the rationale of discussion different 

theories as part of the program and was also critical of lack of group consensus, “interconnection”. 

Thus Len may have had an idea of group discussion differing somewhat from Ms Lisana’s ideal 

(though of course Len, like the other subjects, had other teachers besides Ms Lisana). 

7.4.3   Dr Sutter 

Dr Sutter, Cheryl's teacher, indicated the presence of some research with a practical orientation at  

a basic level in his undergraduate course where the student had to approach Australian schools, 

gather material and establish some critical viewpoint (see Appendix K). He expressed awareness  

of the difficulties of research for the CHC student where there was a different education system  

and a need to understand new theories, difficulties clearly greater than for the Australian student. 
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He described his course as providing an emphasis on practical work linked to theory and as 

providing an opportunity for all students to review the school system but requiring some cultural 

shift for the East Asian student brought up in a different system. As described in Extract 7.13,

7.5.11, Dr Sutter provided Cheryl with the opportunity to question and thus gain some 

understanding of the requirements and she seemed subsequently able to link this to her  

application of a strategic and focused approach to her topics in her written work. However, as the 

data in this chapter shows, her experience of teachers varied considerably.  

7.4.4 Dr Atara

Dr Atara, Daphne's teacher, showed some understanding (see Appendix K) of the inhibiting  

effects of Taiwanese education and the difficulty for the postgraduate student where he/she was 

faced with the need to apply qualitative research from a quantitative background, given the 

ambiguity of many results in the social sciences. Alone of the students Daphne experienced the 

shift from a postgraduate background in science to a social science, but also seemingly needing to 

make a mental "shift" in Dr Atara's terms. She had difficulty, as shown in the following data, in 

meeting teachers' requirements and, apparently, in making the mental "shift" required. However, 

she came to show some understanding of the qualitative standpoint as demonstrated in Extract  

8.19, 8.3.14 in her appreciation of discussion involving opposed viewpoints.  

In sum all the teachers interviewed seemed to have some conception of the difference marking  

the progress of CHC students relating to their culture and previous schooling and the 

necessary adaptation that they needed to undertake to study in the SS&H.

7.5    Analysis  of Separate Responses 

7.5.1  Yvonne: Relationship with Teachers 

The first extract from an early interview seems to demonstrate some of (undergraduate)

Yvonne’s frustration. In the tutorial she is speaking of difficulties of students who were required  

to make oral contributions which went to the final assessment. 
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Extract 7.1 

A: You can’t ask questions? 

Y: You mean that I can’t ask for the questions to teacher? [You mean that I can’t ask questions of 

the teacher?] 

A: Or to the students? 

Y: But question is not contribution. [A question is not counted as a contribution.] 

A: Oh.

Y: And also sometimes some Aussie student ask to the tutor sometime – a lot – so sometimes he,  

my tutor, refuse to answer. But he said, it’s your duty – he means, study is your duty, so he can’t 

give answer, you must think over yourself, he said. And – I couldn’t ask – asking questions to him.

[And also, sometimes, some Aussie students ask the tutor a lot, so sometimes the tutor refuses to 

give an answer. He stated that study was the student’s duty so that he couldn’t give an answer 

saying, “You must think it over yourself”. And I could not (because of that) ask him questions.] 

(Y231102:8) 

Yvonne interprets the lecturer’s speech as a conclusive statement that no help is available to the 

student. Here a role relationship is established between teacher and student, where the student, by 

reason of the teacher’s expectations of autonomy, is not accepted as someone who may need 

assistance. The teacher is situating himself in the Western academic tradition where the student is 

perceived as having scope for autonomous activity which is not directed by the teacher. His view 

seems reinforced by a moral sanction, “your duty”, presenting the role of the teacher as “moral”  

but demonstrating a relationship different from that in CHC societies. Yvonne seems unable to 

consider another role in relation to the teacher such as herself as a second language student who is 

capable of achieving this autonomy but who requires specific assistance relating to this goal. 

Here Yvonne refers to the “questions” framed in the assignments. 
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Extract 7.2 

Y: Sometimes I hardly understand the question. I don’t – I didn’t – I don’t understand what the 

question says, so, and my answer, or my opinion might be, might have been so out of actually,  

might have been off the target or – [Sometimes I can hardly understand the question. I haven’t – I 

don’t understand what the question is saying, and so my answer to it or my opinion on it may  

have been off the target.] 

A: Yes. A number of the Asian students, of course, they use the – [university advisory services] 

Y: - the studying is already wrong. [The direction of the study is already wrong.] 

(Y190603:29-30) 

Here Yvonne evokes the strategic aspect, “target”, indicating that she realizes that a precise 

formulation of the response in answer to the question is required, but she is blocked by failure of 

understanding. She is fearful that her explanation will not be clear, but she does not consider a 

remedial strategy such as repeated questioning, in contrast to Daphne in similar circumstances 

(Extract 7.15). She is aware that the purpose of the assignment is not to show how much  

knowledge one possesses, but to focus on specific aspects in acceptable academic style which 

represents the “target”. So her effort is applied but she is uncertain of the end result. The moral 

aspect of the teacher–student relationship, where the student utilizes appropriate effort to meet the 

requirements of the teacher and the teacher perceives evidence of the student’s effort, is voided, 

“the studying is already wrong”. 

Following from Extract 7.2 the interviewer indicates that there are facilities at the university that 

overseas students in need of academic guidance can use. Yvonne in her response takes this as 

referring to the teachers in her course (there are general advisers for overseas students at The 

Australian University). Her views can be contrasted with Daphne’s description of her questioning 

strategy with specific teachers (7.5.14). 

Extract 7.3 

Y: . . . But not only me but many international students and I had – especially the Japanese and 

Korean students, they have – they hesitated – to ask the lecturer or tutor in English, even if they 
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have serious problem or some question, because all of them says that, Yeah, we can’t ask  

questions. But they [lecturers, tutors] explain the questions, they gave me an answer, so I maybe 

don’t understand – [It is not only myself but many international students, and especially those  

from Japan and Korea, who hesitate to ask the lecturer or tutor in English, even if the problem or 

question is serious. They say, we can’t ask questions because even though the lecturers/tutors 

explain and answer the question the international students still might not understand.] 

A: They can’t understand the answers. so – 

Y: So it’s a fear, it’s a worry, that’s why they can’t, or they don’t  ask any questions. 

(Y190603:26-27)

Thus the overseas students, with whom Yvonne positions herself, do not see the utility of  

persistent or concentrated questioning. It is noticeable that Yvonne emphasizes the Japanese and 

Koreans, coming from societies with a strong face-consciousness. The exercise is futile, because 

communication is not established, given the teacher’s assumption that the communication is 

adequate and the student’s evaluation of a situation where the expected communication is not  

likely to provide an opportunity for him/her to express frankly the need for effective or more 

comprehensive explanation. From a cultural perspective the term “fear” seems to evoke a  

situation where the student may put the “self” in an unfavorable light if he/she has to overturn the 

teacher’s assumption of the effectiveness of the communication. Yvonne’s description seems to 

evoke a sense of the different role of the teacher vis-à-vis the student where interaction cannot be 

established on a basis of give-and-take: also the expectations of the teacher to show some  

“caring” and empathy for the students are disappointed (Spencer-Oatey, 1997). 

7.5.2    Yvonne: Teacher and Expression of Viewpoint 

Extract 7.4 

Y: But I’m sure I have a view. I can be affect-, affected of the opinion, or – what I’m still very ((?)) 

to listen to other people, then all the time I try to listen to accent [?account] or take other people 

opinion (yes) from other people even if I – I’m sure –can’t –. [But I am sure that I have a  

viewpoint. I can be influenced by another opinion, but I am very (?inclined) to listen to another 

opinion, and so all the time I try to listen to the accounts and take other people’s opinion, yes,  
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even from other people, even if I am not sure – can’t -.] 

A: But you accept them critically? You just don’t say this opinion/ 

Y: /Oh yes, I do/ 

A: /which is the teacher’s opinion or in the books? 

Y: Ah! Teachers! It is a little bit different. 

A: It is a little bit different? 

Y: At least in Japan, what teachers teach, is – it’s exactly correct, you know, or it’s – we – we see  

it so. The teacher, what they say, we think is absolutely correct, and if my opinion is different  

from theirs, then here, I mean, I may think my opinion is, I think my opinion -. [At least in Japan, 

what the teachers teach is exactly correct, you know, or – at least we see it that way. What the 

teachers say, we think to be absolutely correct, and if my opinion differs from theirs, then in that 

case, I have to think that my opinion is (?mistaken).]  

(Y211103:10-11) 

Yvonne makes the effort, presumably in the academic context, to listen and also take note of the 

other opinion even if she is sure it is not acceptable. Thus Yvonne emphasizes her own open mind 

and ability to be “critical” and to acknowledge the existence and viability of the other viewpoint. 

The word “teachers” in relation to Japan evokes another role and her assertion of her own 

“independence is juxtaposed with the teaching situation in Japan where the teacher’s view is 

paramount. Thus in an illustration of large power distance the student in Japan is obliged to judge 

his/her own opinion as incorrect in any circumstances, if this differs from the opinion of the 

teachers and with the term, “absolutely correct”, hierarchy is established as beyond question. It 

should be borne in mind, however, that Yvonne had had no direct experience of university in  

Japan but had attended “college”, a lower-status form of tertiary education. 

Her attempt to establish a link with the teacher in the differing academic context of Australia is 

shown in her response to Dr Smith. 
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Extract 7.5  

Y: . . . And one of the teachers [Dr Smith] says to me that, it is important and precious that you  

have your own opinion and your answer in any topic. It’s important, so it doesn’t – your answer 

 – it doesn’t matter if my answer or opinion is right or wrong. It doesn’t matter but he said, it’s very, 

very important in your study to have your opinion, you have your own opinion, or – or –  

critical, to have criticize, I – my tute or the topic. Yes, it’s a good point, I think, always I keep it in 

mind, in my mind to think in study. [And one of the teachers said to me that it was important and 

precious to have my own opinion and my own answer in any topic. This is important, so it  

doesn’t really matter if my answer or opinion is right or wrong. This doesn’t matter, but it is 

important to have my own opinion and to be critical, to be ready to criticize, in the tutorial or the 

topic that I am doing. Yes, I think that this is a good point, and I keep this in mind during my  

study.] 

(Y211003:5) 

Here Dr Smith presents a constructivist view of academic learning. The issue is not of being  

correct or incorrect but the projection of the self as reflective learner — “your own opinion”. 

Yvonne understands, or at least tries to understand what is required. Thus by her effort Yvonne is 

lifting herself beyond the context of her own educational system, with its prescriptive rules of  

right and wrong, and at the same time is responding to the encouragement and advice of the  

teacher.   There does seem, then, some ambiguity in Yvonne’s presentation of Asian values  

(6.5.4) and her readiness to try at least Western styles of learning. The latter she perceived as 

offering a new vista (4.3.1): however her own interest in and apparent identification with an  

Asian viewpoint help establish her in her own culture. 

7.5.3 Yvonne: Summing Up 

Some of the analysis here provides a complement to that in Chapter 6 on Approaches to Writing. 

Yvonne expresses a wish to adopt a critical approach but communication is blocked and the 

expected teacher–student relationship is distorted to some degree. Yvonne attempts to develop  

her own views as described in Extract 7.4, relating this to her different Japanese background  

where the teacher’s view held priority. She realizes the rationale of the interactive approach, as 

described by Dr Smith, where an opinion can be expressed whether it is right or wrong but 

nevertheless having some value in being the student’s viewpoint.  
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She is limited in her goals by her failure to establish a relationship with some or most of the 

teachers that will provide her with the necessary direction. Dr Smith is one of the exceptions. The 

negative feelings are clearly expressed: the learning goals are made difficult by cultural factors,  

but also more so by the "moral" inadequacies of some of the teachers who do not respond to her. 

Her sense of her own cultural background seems to limit her approaches to the teachers, where  

she is unable to express adequately her difficulties and relate to the teachers on a personal level. 

The teacher establishes a role, this constrains her behavior and she cannot move forward, she 

cannot develop an effective technique of communication which will give her direction in her 

preparation of her work. Paradoxically, despite her intention to pursue a more interactive style of 

learning, as she understood it, she seems unable to bring out this motivation fully and to develop  

a fruitful interaction with the teachers.  

7.5.4  Len’s Teacher: Adaptation and Autonomy 

In the following extract Len's (postgraduate) teacher, Ms Lisana, indicates the choice allowed to 

students doing her course: it is “okay” to express an opinion contrary to that of the teacher. 

Extract 7.6 

A: There is a student I have – and do you find that – one of the other lecturers mentioned that  

Asian students, although they have their own ideas, are sometimes a bit worried about expressing 

them, or – do you find that there’s a difference between them? 

Ms L: Definitely. They have been raised in a totally different education system to ours. They have 

come from the basic ideology that there are facts, and you have to learn them ((?)) fact-oriented, 

and there are also – they come from a culture where you only repeat what your lecturer has said, 

and that is the only way to respect them [the lecturers] correctly. And so this is something that I 

have to work with them quite a lot on, trying to gain the understanding that in this culture it is  

okay [to express their ideas].

(TL310703)

Here Ms Lisana is presenting choice as a significant characteristic of her course. The aim is to  

give every one the opportunity to engage, with a degree of freedom and absence of pressure.  
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However she realizes the totally different education system experienced by CHC students. This 

necessarily evokes the large power distance model (Hofstede, 1986) where the teacher apportions 

material and this is to be learnt as is without alteration or critical reflection  by the student.  

Because this is what they are accustomed to, the lecturer “has to work with them quite a lot on”,  

by changing their views of the power structure, by emphasizing “in this culture it is okay” to 

question the teacher. The “basic ideology” referred to can be linked to Confucian ideals which see 

the accumulation of facts per se as a valuable educational goal (Tweed & Lehman, 2002) and an 

education system largely based on a goal of economic growth which prioritizes “useful” knowledge 

contributing towards this goal (Shimahara, 1992; Ashton, 199). Ms Lisana indicates  

some persistence in her approach, i.e., it is not left to the students, in the requirement to make the 

adaptation to a new learning style utilizing choice and individual initiative. From the academic 

teaching perspective, then, Len is introduced to the course with some care and with some attempt  

to indicate a clear postgraduate learning role (see 3.3.4).  

7.5.5  Len: Relationship with Teachers 

In the following extract (postgraduate) Len summarizes his experience of teachers’ helpfulness 

and his own endeavors. The interviewer considers the need of CHC students for relatively  

detailed guidance. 

Extract 7.7 

A: . . . The tutor wants something in more detail? 

L: More detail? 

A: Maybe the course requirements haven’t much detail? 

L: Probably, probably. Yes, I think so. But actually I don’t mind about that, because tutor who 

mark my assignment, usually I talk with my tutor. It means, I have to get some help from my tutor, 

so I think it’s easy to follow the tutor’s demand. Actually, it’s quite related things the course 

demands, and the tutor’s demands, but sometimes it’s not – the course demands is too foreign, so  

I can’t understand what they wanted to do – and - but – if I ask about that to my tutor, they  

explain what I have to do. Then I feel sometimes it’s not so difficult, describe what I have to do in 
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the course demands. Does it make sense? This can be your answer? [Probably, probably. Yes, I 

think so. But actually I don’t mind that, because the tutor who marks my assignments, I usually 

have a talk to this tutor. It all means, that I have to get some help from my tutor and so then I find  

it quite easy to follow the tutor’s requirements. Actually, what the course requires and the tutor 

requires are quite related, but there are times when this is not so. The course requirements are too 

way-out, so I can’t understand what they want me to do. But if I ask about that to my tutors they 

explain what I have to do, and then I feel that it is not so difficult – they describe what I have to  

do for the course requirements. Does that make sense? Does this answer your question?] 

(LCP280803:1) 

Here Len establishes the tutor as both available and helpful. The tutor is also willing to supply the 

extra help where Len cannot understand the material or its significance. Thus the teacher’s role is 

established as someone both knowledgeable in the subject and helpful as indicated in Ms Lisana’s 

explanation. However, despite studying the first six months as provisional student where Len was 

able to present work without penalty for the final result and a following period as a fully accepted 

student, Len’s policy is simply to interpret the “demands” and to do this faithfully. The  

impression is one of dependence on the teacher, and Len does not express the aim to show 

“independence”, one of the goals of Ms Lisana. 

7.5.6    Len: Interpretation of Autonomy 

The interviewer summarizes a concept of student autonomy (taken from Houghton, 1991), which 

involves an awareness of the changing nature of knowledge, the ability to make one’s own 

decisions and willingness to become at least partially acculturated. 

Extract 7.8

A: And what about the last one, the English professor [Houghton (1991), cited in Literature  

Review] or - ? 

L: It’s – they have to independent. (Yes) Yeh, yeh, I’m sure. It’s - yeh – sure – to be independent. 

[The students have to be independent. Yes, yes, surely (they have) to be independent.] 
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A: Do you think that she is right? She says that you have to change, and you have to become  

more independent. 

L: Well, in postgraduates’ level – yeh – we have to – yeh. It’s actually – independence – it’s  

depend on ability, you know. Do you know what I wanted to say? Independence depend on ability. 

If you don’t have ability, you cannot [be] independent, I think. [Well, at the postgraduate level we 

have to be. But actually independence depends on ability and if you don’t have ability you cannot 

be independent, I think.] 

(L131103:7-8) 

Here student “independence”, or “autonomy” as Houghton more precisely defines it, is made 

dependent on “ability”, a quality which is absolutely necessary if one is to qualify as a 

post-graduate and which apparently accompanies and distinguishes the post-graduate in his/her 

study. Thus while Len suggests “ability”, the capacity to undertake tertiary studies, as the basic 

causal factor in student independence he fails to establish “independence” as a distinct, personal 

attribute that can be applied to one’s learning approach.  

7.5.7  Len: Comparing Teachers in Japan and Australia 

In the following extract Len presents the contrast between his experience of university lecturers in 

Japan (although Korean-born he attended university in Japan) and those in Australia. He presents  

a “balance” between the qualities, in which the characteristics of each are presented in somewhat 

parallel form. However he gives a qualified preference to the Japanese relationship despite 

perceiving some virtues in the Australian.  

Extract 7.9 

L: I think it’s quite – a – funny. I – I talked about that, but in – compared to in Australia, the 

relationship between tutor and professor and student in case of Japan and Korea, it’s more strict,  

I think. We have to respect more. And it sounds not so good, but it’s more useful for us students, 

because I think if students respect the teacher, they – the teacher is ((?)) – should care about the 

student, when also we can to rely to the professor. But in the case of Australia, I think it’s more – 

a friendly – so it’s – can - means – very favored to our – we have to [do things] ourself, so have 
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responsibility to ourself. We think some different relationship between student to the tutor then in 

Korea and Japan and in Australia. It is – I think it is quite difficult to explain, but if you cannot 

understand – [I think it is quite strange. I have talked about that before, but compared to Australia, 

the relations between professor or tutor and student in the case of Japan and Korea are strictly 

regulated, requiring respect from the student. It does not sound the best but it is more useful for  

the student because, I think, when he/she has respect for the teacher, the teacher is then obliged to 

care for the student, and the student can rely on the professor. But in the case of Australia, I think, 

relations are more friendly so it means that the student is expected to do things by him/herself,  

and the student has more self responsibility. So I think that there is a different relationship  

between student and tutor in Australia compared to Japan and Korea. I think it is difficult to  

explain, but if you are unable to understand - . 

(L280203:7) 

Len’s opening comment, “I talked about that”, apparently refers to some discussion with others as 

distinct from the interviewer as it does not occur in the transcripts. However, the outline of the 

formalistic large power distance society as reflected in forms of educational interaction is drawn. 

Relationships are strict, distance is maintained, respect is required in the hierarchy. However 

another quality, “caring”, is present but absent in the Australian relationship and moreover the 

“caring” is a natural effect of the interaction: it does not depend on the individual teacher. Thus  

Len sees respect and “caring” as having a symbiotic relationship. By his expression, “sounds not  

so good”, Len shows his awareness of the difference of the Australian perspective but his focus  

on “results” has some implication that the balance of advantage is with the Eastern pattern. Len’s 

awareness of the Australian perspective is reinforced by his reference to autonomy, “we have [to  

do things] by ourself”, but he then excludes the interviewer on cultural grounds from realizing his 

perspective, “you may not understand”, and thus establishes himself as speaking from his own 

culture. There may be some cultural reticence here (see 3.3.5). Thus Len provides some 

justification for his somewhat qualified preference; it is a cultural understanding that excludes the 

“Western” interviewer, given that the Australian alternative seems the better choice when 

expressed in words. Thus Len, despite presenting the Australian or “Western” perspective, may 

tend to the dependent view, he re-establishes his own culture as a significant factor and is 

somewhat non-committal about autonomy. This is despite his acknowledgement in Extract 7.8.  

that some autonomy is necessary at the post-graduate level.  
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7.5.8     Len: Summing Up 

Len does not seem to have difficulty in communicating with his teachers, even indicating that in  

the case of “foreign” or presumably incomprehensible material they can explain it effectively. 

However, Len seems unable to fully conceive what it means to be autonomous despite his 

recognition of the aims of Australian academic education. He sees progress to be achieved in  

stages by “practice” and “ability”, the latter being a characteristic to be acquired. He does not  

have difficulty communicating with the lecturers and tutors, in contrast to Yvonne. While he 

clearly realizes what the course and teachers require in the way of autonomy he is unable to  

utilize the teachers and specific teaching program to establish a viable position of “autonomy”.  

He relates autonomy to “ability”, the student’s expertise, but paradoxically in Extract 7.9  

indicates a considered cultural preference for “dependence” as characterizing relations in East  

Asia. However, the preference is stated in muted terms, in which he seems to show some 

understanding of the Australian practice. However, he seems to lack an understanding of why this 

autonomy is desirable for the learner in certain circumstances and seems rather to consider 

“autonomy” as a development that will happen naturally in relation to ability but not requiring  

any conscious effort on the learner’s part. In the final extract the impression is that Len does not 

fully accept autonomy as presented to him and remains influenced by his own culture, even if this  

is expressed indirectly. 

7.5.9    Cheryl: Teachers and Student Autonomy

Cheryl (undergraduate) gives some indication in her discussion on essay writing of her ability to 

use links with the teachers to assist her to get ideas, e.g. “But the tutor at the time told me and I  

just got idea” but she also expresses awareness of the difficulty in presenting her own viewpoint  

in writing (6.5.11).  

In the following extract Cheryl indicates her awareness of the difference between Taiwanese and 

Australian pedagogical practice in relation to student autonomy. It must be recalled that Cheryl  

had not previously done any tertiary studies, either in Taiwan or in Australia. 
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Extract 7.10 

A: Let’s just talk about your independence and how you are learning now. You have to be more 

independent, do you think? 

C: Yeh. You don’t just rely on lecture, and if you don’t know something you have to find out by 

yourself. You can’t just say in the lecture, “I don’t know”. You can’t depend as [on] he or she to  

do it for you, you have to find out by yourself. Or discuss with other people.  

A: And do you feel that is good or bad, or varies? 

C: ((?)) It’s a culture thing. I can apply [it to] Western culture – it don’t just happen for you. You 

have to do it by yourself. And it’s your responsibility to do your work by yourself. But in Asian 

culture your parents and teachers tend to do things for you, and here they just stop it, don’t do it  

for you. You have to do by yourself. 

(C120803:21) 

Cheryl outlines the implications of autonomy; you can’t rely on the lecturer, you can’t say “don’t 

know”, and so the student is obliged to become autonomous. The direction “find out by yourself”  

is a charter for student autonomy, and the student, deprived of the teacher’s help, has to use  

his/her own resources, which may, of course, include asking other people. The interviewer asks 

Cheryl if this seems “unhelpful”. Cheryl in a sense avoids the question by referring it to general 

culture differences as existing among peoples, “a culture thing” which can be explained in a few 

words;  Western culture emphasizes the individual and his/her actions but Eastern culture 

inculcates dependency on others where the teacher–student relationship is seen as analogous to  

the parent–child (cf., Cheng, 1990). Cheryl indicates that the presence of autonomy or its absence  

is not, for her a moral issue but to be perceived objectively as part of a differentiation marking 

societies, where she herself is positioned as someone able to speak of these differences, but is also 

aware of the effort involved and she indicates some of the difficulty in negotiating the culture 

difference with her comment, “it don’t just happen to you”. 

The interviewer queries further Cheryl’s view on this and her adaptation to Western culture. 
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Extract 7.11 

A: Do you like the idea of being an independent learner? 

C: No. I do like the idea of being an independent learner, but there should be somewhere where 

they always help, where they always help people when they get up, when they need help. There 

should be somewhere to help them, when they needed help. 

A: . . . what about the teachers – do you feel – I think they vary. Some are helpful and (Yeh) – and 

others not so helpful? 

C: Yeh. Some cares about your work, and they feel like – some, they don’t care, they just think  

that – want you to know everything and ((?)) do the work. 

(C120803:26-27) 

Cheryl can accept the concept of “independence” for the learner but has some reservations in the 

way it is promoted. When the students need help, this is not forthcoming. Cheryl goes on to 

interpret this as “they don’t care”; they lack the moral “caring” that should characterize the  

teacher. Like Yvonne, Cheryl indicates some failure in the teacher–student interrelationship and 

while she sees it as acceptable for the teachers to encourage autonomy this should be balanced by 

“help”, which some fail to give. Thus Cheryl relates the difficulty to both the personal 

characteristics of the teacher and the system as perceived by students. The teachers’  

encouragement of autonomy is a moral failure when the students’ rightful expectations are not  

met and the teachers’ interpretation is carried to extremes, the student is unreasonably expected  

“to know everything” and the ideal of autonomy is carried to absurd lengths. She states, “some  

[but not others] cares about your work”, thus Cheryl introduces the moral aspect of the  

relationship as perceived in her own culture. The word “cares” suggests a personal concern of the 

teacher in the student’s progress: thus as well as relating to her own difficulties in utilizing the 

teachers on occasion, Cheryl presents a moral view of the teachers in relation to what they should 

do in their role. 
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7.5.10      Cheryl: Recognition of her Ideas 

In this research the students’ perspective receives emphasis and although this may not always do 

strict justice to the efforts of The Australian University, in the context of the research it deserves 

consideration as providing some explanation of the students’ behavior. In the following two 

extracts different perspectives are presented, one from Cheryl, the other from one of her teachers. 

Extract 7.12 

C: . . . He said this is a very good essay. My concern is the first paragraph to leads to [SIC] clear 

hypothesis [Cheryl reading teacher’s comments.] 

A: Yeah. Well, that’s what you mentioned, the hypothesis. So you know how to form hypotheses. I 

think we talked about that, forming theories, before. So you’ve got – you don’t have to have a 

hypothesis. “Your reading is good” [referring to comments on essay]. “You must have done a lot  

of work. Well done.” Yeah! 

C: I don’t know. I think it’s because of the lecturer. I mean, she is not Australian, she is not 

Australian, that is why she say those things. So I don’t know. 

(C141003:26) 

The teacher gives recognition to Cheryl’s achievement of “deep learning”, i.e. her ability to form 

concepts in a kind of “perspective display” (Maynard, 1991) of learning at a high level, in which 

there is a balance between the factors displayed linking the effort and the hypothesis. By 

implication the teacher presents Cheryl as among the higher-achieving students in her group and 

Cheryl is directly transformed into a student who has satisfied the criteria of autonomy, at least in 

respect of the ability to form hypotheses. She has mastered the academic hurdle, especially  

difficult for CHC students, where the amount of work as related to the effort fails to receive 

recognition in the marks received.  

Yet implicitly, the marks and the praise are the choice of the individual teacher; “some” don’t do 

this. Here Cheryl may be indicating the large power distance perspective where the authority’s 

decisions are not perceived as reasonable and related to the expectations of those below but rather 

as an exercise of power. The implication is that the teacher’s acceptable behavior in recognizing  
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the value of a student’s effort arises from a cultural reason; because the teacher is non-Australian 

she can respond to someone from a different culture, and thus Cheryl seems to situate herself in  

the unreasonable situation where her presentation of ideas depends on the culture of the teacher. 

7.5.11      Cheryl’s Teacher: Expression of Autonomy 

Here one of Cheryl’s teacher’s Dr Sutter, describes directly Cheryl’s relations with, and her  

ability to utilize, the teacher.  

Extract 7.13 

Dr Sutter: . . . So when she [Dr Sutter is referring to Cheryl] asks you what to do – some Asian 

students are like that – want something very compartmentalized and want to know exactly what to 

do - this girl could work with some ambiguity. And come back and question you and come back  

and question again. But from what I can see – and from the difficulty, it’s hard for us to realize 

when we’re teaching, to realize that they don’t have the understanding of the system that we talk 

about- so whether it’s the assumption is in what we say, or whether assumption is within the ((?)) 

when we’re talking to other people about our system of education. And therefore, when we say 

things, it’s more difficult for them. They have to do more of a translation and ask. 

(TSU180903)

Dr Sutter emphasizes his own realization of the assumptions built into the course and the need for 

the lecturer to be aware of this factor. Cheryl, who is referred to, is described as different from 

many East Asian students in Dr Sutter’s experience because she does not require exact  

instructions on what to do and she can work with some ambiguity. She matches Guildford’s view  

of the type of the divergent thinker, who can show creativity in relation to problem-solving but 

keeps within the boundaries of the question (Guildford, 1967). By her capacity for tolerance of 

ambiguity she shows a degree of critical thinking (De Roma et al., 2003). In addition, Cheryl  

shows the strategic approach in her tactic of persistent but necessary questioning and this is 

understood and tolerated by the lecturer as he clearly realizes the need to bridge the cultural 

difference. Cheryl shows critical ability and a readiness to persist where the parameters of the 

required assignment are not fully understood. 
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7.5.12      Cheryl: Summing Up 

While Cheryl accepts a broad cultural difference, which in the Australian case rationalizes and 

justifies the pedagogical encouragement of autonomy, she realizes the need for effort in  

negotiating the difference. Thus she indicates some awareness of the different cultural perspective 

and her own ability to adopt this perspective. However, she criticizes the Australian teachers on  

an individual level: some of them carry the ideal of student autonomy to an unacceptable length  

by refusing help where this is clearly required. This failure is a blemish on the teacher-student 

relationship, where students, by definition, require at least a modicum of help, and the teachers  

are perceived as deficient in moral terms. At the same time Cheryl shows a tendency to  

personalize the decisions of the teachers and to see these as a matter of idiosyncrasy or specific 

cultural perspectives which are beyond her control rather than related to the teacher’s specific 

performing of a necessary role. Thus her experience of teachers recalls to some degree the large 

power distance society, where the decisions of those in power are not necessarily understood by 

those below (Tyler et al., 2000) and as a result those below are unable to find recognition of the 

value of their views, which in some cases relates to the culture-blindness of those above, and the 

relationship is impeded. 

7.5.13    Daphne: Teaching Style in Taiwan 

In this extract the interviewer asks Daphne (postgraduate) about the teachers’ encouragement of 

critical thinking in her university studies in Taiwan. 

Extract 7.14 

A: What about when you were at university in Taiwan? Did they have that kind of attitude or view 

of knowledge? 

D: Yeh. And do you mean installing the knowledge? (Mm) Yes. 

A: But I suppose you would still have to learn to solve problems? 

D: Oh, yes. I think that the teacher – most of the teachers just – they want us to memorize all the 
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theories first and then apply them into practical, practical. That’s all – that’s why at the  

beginning, just install, install. 

(D200403:3) 

Here the theories are memorized, together with the other relevant knowledge, and following this 

they are put into practice. This strategy recalls Pratt’s description of the “stages” employed by 

Hong Kong Chinese teachers, only here the first two stages, not “understanding” and “criticism”, 

are described (Pratt et al., 1999). The task of the teachers is to press (“install”) knowledge into the 

students who will have a passive stance, and presumably “understanding” the material is not 

emphasized or left for a later stage in learning. 

As she interprets it elsewhere (4.3.11) this process of learning can be beneficial at an early stage. 

Nevertheless, the tendency to memorize theories without criticism poses a problem for a student 

who takes up study in the social sciences, where some criticism of theory is required (Moses, 

1990). 

7.5.14 Daphne: Relationship with Teachers 

The interviewer in the following extract introduces the issue of the helpfulness of teachers at The 

Australian University. 

Extract 7.15 

A: . . . And what about the relations with the lecturers and the tutors. Do you feel that this has  

been a problem? 

D: A problem, I think, in our faculty. I think 99 per cent of the professor very kind and very intend  

to help the Asian student, especially the overseas student, so if I don’t follow I just go see them. 

Normally they will give the answer (Yes). So you mean the private in communicate? [=seeing 

lecturers privately]. 

A: That’s right. Yes. You feel that they are able to understand what your problems are? 
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D: In terms of language, yes. Sometimes I have problems, yes, but I will keep asking until I 

understand. Yeh. (Yes) But I still need them to tell me what I should do. They tell me what should  

I do. That is the difficulty. 

(D221003:2-3) 

Daphne here defines 99 per cent of the teachers as helpful. The indication is that there are a few 

exceptions, given that the numerical figure is a figure of speech rather than a strictly quantitative 

estimate. She characterizes the larger number as “kind” and anxious to help and thus in a different 

way to Cheryl she personalizes them, in seeing power linked to a kind of benevolence and regard 

for those below, in accord with the large power distance society where the act of being “kind” 

emphasizes the personal nature of the relationship. 

Her policy towards the teachers is basically strategic; she will question until she understands fully. 

This contrasts with Yvonne’s less persistent questioning, given that Yvonne’s teachers seem to 

have been less responsive than Daphne’s. However, Daphne seems to disregard or be unaware of 

"atmosphere", that through asking a student may be presenting him/herself in an unfavorable light, 

but Daphne is driven by her own need and what the teachers can supply. One major obstacle is 

language but her policy of insistence, of seeking full understanding, is also followed where 

language itself constitutes a barrier. However, in addition to understanding Daphne requires to be 

told what to do, i.e. precise instructions regarding set work, and this, she indicates, is more of a 

problem. The extract emphasizes Daphne’s need for direction to avoid misdirection, but it also 

suggests that she has a clear conception of the learning path and is ready to overcome the 

difficulties and to establish in particular the need for precise instruction. 

Daphne, then, sees dependence on the teacher as necessary in the strategic approach but is both 

thorough and persistent in her ability to pursue the information. 

7.5.15     Daphne: Effort without Reward

The following two extracts indicate Daphne’s failure to understand the teachers’ markings. 
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Extract 7.16 

D: Well, I remember when I was – the first semester – I was struggling (Mm), but I first got a D, I 

told you. The – I – because I knew what I was talking about in my essay, but I don’t know why I  

get a D. And the professor did not tell me, give me any recommendation. So, to tell the truth, for  

that first semester I was confused. I – I – I didn’t know how to get the high mark and I don’t know 

why I got the high mark. Yes. But in other subjects I got a P. But I did not understand – did same 

effort in all subjects but I didn’t know why I got a P, just got a P. I don’t know. 

(D081003:6-7)  

Here Daphne recalls the first semester. She put the same effort in certain pieces of work, but for  

one she got a distinction, for the others, passes. She knew, she states, her material, what she was 

“talking about”, so the mark was unexpected. Her puzzlement is indicated in the repetition and 

emphasis, “just a P”. Daphne, it should be noted, judges in quantitative terms, “same effort in all 

subjects”, so her perspective is focussed on the teachers’ level, the decision is made by them and  

is out of her control. The teacher did not explain the "D", a seeming failure of response. 

Before the following extract the researcher had explained to her briefly the concept of “locus of 

control” relating to the learner’s belief that success is due to his/her efforts (the internal locus) or  

to circumstances beyond his/her control (the external locus; see Rotter, 1966; Chiu, 1987; Chan, 

1989). 

Extract 7.17 

D: That’s why I told you, when I arrived here – when I arrived here [to] study, I’m concerned in  

my inter-/external locus of control, external I think, maybe the professors here, most of the 

professors here, are quite kind to the Asian student because they know that English is not our first 

language. That’s why they gave me the high mark maybe, so I think it’s – the external locus of 

control [Daphne applies the concept explained above to the behavior of the teacher]. Maybe I did  

a really good job, but maybe so I did. 

(D081003:7) 

In the above extract, Daphne suggests that either some teachers are “kind” to Asian students so  

they give them the high mark, or maybe she did well all along – but here Daphne cannot explain 
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further. Again, as with Cheryl, Daphne’s perspective sees the teachers as remote in some ways,  

but in practice she was able to establish effective links with most of them. 

7.5.16      Daphne: Summing Up 

With at least some of her teachers Daphne has established a link which she is able to utilize in 

gaining understanding of the requirements while concurrently she applies qualities of persistence 

and focusing on her goals. She still seems to perceive the teachers in the perspective of her  

culture. Her aim is to please them and present them with her effort but at times their behavior  

seems inscrutable and beyond her control. This  tendency may be because she is attempting to 

interact over a cultural barrier from a culture which emphasizes the tendency to be “dependent”. 

Nevertheless, despite the bewilderment expressed at the behavior of some of the teachers, her 

motivation is clear and her basically strategic approach, to maximize her marks by utilizing the 

available opportunities, shows some initiative in her approach to the teachers for this end. Daphne 

seems to have had greater success than the other students in establishing interactive links with the 

teachers that she could use herself and her tendency to be “dependent” on the teacher is balanced  

by her awareness of her academic goal which includes “autonomy” as a necessary factor in the 

presentation of one’s views in an essay. Although the requirements are linked to the teacher's 

demands, she does not simply follow the teacher.  

   7.6      Conclusion 

The teachers interviewed in the study all expressed some awareness of the need for CHC students 

to develop some initiative and autonomy as part of their adjustment to the SS&H. There are also 

certain characterizations generally of the teachers by the students suggesting the presence of a 

barrier to comprehension and some mutual misinterpretation. The teachers are presented in moral 

terms: some are described as “too busy” by Yvonne, unethical and uncaring by Cheryl,  

sometimes incomprehensible in their marking by Daphne, and somewhat indirectly as lacking 

some of the “care” of CHC teachers as expressed by Len.  Thus Yvonne seemed hindered by her 

consciousness of teacher-student role relationships in her attempts to establish effective links with 

them while at the same time they failed to show initial understanding of her attempts to express  

her own ideas. Daphne, however, pursued a steady policy of assuming that the teacher was  

obliged to provide an answer and a detailed one if necessary. Cheryl understood the nature and  

role of “autonomy” as part of the East-West, East Asian-Australian cultural difference but felt  
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that in some cases the ideal of autonomy encouraged the teachers to neglect helping the student. 

Len may have been hindered by his failure to understand “autonomy” as encouraged in his course, 

perceiving it a natural consequence of one’s intelligence and the growth of knowledge rather than 

the students’ role  in establishing and presenting their own ideas. Daphne seems to have been  

more successful in the long term in establishing interactive links with the teachers which she  

could use herself while retaining some degree of autonomy.  

To some degree the experience of the students necessarily reflected the nature and student 

constitution of their courses. In Yvonne’s field, Asian Studies at an undergraduate level, the large 

number of students may have limited the degree of attention that teachers were able to give them, 

whereas in most of Daphne’s courses, although these were in a similar field, numbers were  

limited and she also pursued some research areas on her own as a post-graduate. In Cheryl’s 

courses although numbers were large the number of CHC students was relatively small, meaning 

that in some cases the teachers could give them some individual attention. In Len’s course, 

although individual attention was available, he seemed unable to negotiate full understanding of 

what was required over the cultural barrier. 
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8   DATA ANALYSIS:  ORAL INTERACTION  

8.1 Introduction 

The value of oral interaction in encouraging expression of the students’ ideas and by interaction 

inculcating a more critical approach is discussed in the Literature Review (2.4.12). However, it is 

clear that oral interaction poses a special difficulty for CHC students linked to the very act, it  

seems, of imparting information in a group, even when allowance is made for problems of 

expression in the second language (Barthel, 1995). A specific cultural factor linked to East Asian 

societies, high uncertainty avoidance (Hofstede 1980, 1986), is considered here with factors of 

collectivism and individualism. While the first dimension relates to the interaction of the self with 

others, and the power distance dimension relates to interaction of the self with more powerful 

“others”, uncertainty avoidance can be seen as the avoidance of “risk” in presentation of the self 

(although the dimension, like the others, can refer to institutional practices such as education, e.g., 

Hofstede, 1986). Thus high uncertain avoidance factors can be perceived on a personal level as 

comprising barriers or self-restraints on saying or doing anything that has unspecified or 

unforeseen consequences (Gudykunst & Nishida, 1984). 

Table 9, as an adaptation of Hofstede (1980; 1983; 1986), considers more specifically the role of 

the student in the learning situation and the restrictions on what the student can say as a factor of 

culture, restrictions which are clearly more significant in societies classified as high uncertainty 

avoidance. 

8.2  Responses to Entwistle and Ramsden’s Questionnaire

  FF1: Having to speak in tutorials is quite an ordeal for me. [Yvonne: unqualified assent/  

  Len: qualified assent/ Cheryl: qualified dissent/ Daphne: unqualified assent.] 

The students’ difficulty in expressing opinion seems indicated in the responses to FF3 above in  

the Entwistle and Ramsden questionnaire (Appendix B). This may not simply be due to a sense of 

one’s inadequate knowledge (the statement is linked to the sub-heading Fear of Failure in the 

questionnaire), but related to culture and factors of personality. Despite her dissent above, Cheryl 
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later gives an indication of her unwillingness to speak in tutorials where she states, “I just don’t 

want ((?)) to speak in front of other people. It’s undignified”, in one of the transcripts  

(C120803:23). This response, with others, is considered further in the context of the interviews.  

Table 9: Oral Interaction: Characterization of Students in Strong and Weak Uncertainty 

Avoidance Societies 

Strong Uncertainty Avoidance
   Societies

ertainty Avoidance

- presentation of one’s own opinion seen as 
presumptuous and taking on role of teacher 

- presentation of one’s own opinion seen as 
step in the creation of knowledge 

- students’ use of innovation 
 seen as presumptuous and infringing on 
teacher’s role

- students are commended for showing 
innovation

- students require precise 
 learning programs and objectives 

- students don’t require precise learning 
programs and objectives 

- teacher is expected to know everything 
related to his/her subject 

-- students allow for deficiencies in teacher’s 
knowledge 

- teachers never seek students’ views - teachers often seek students’ views 

-                                                                                                             -   based on Hofstede,1986 

As with the other tables showing Hofstede’s dimensions this must be taken only as an approximation of   
what are complex processes in human societies and one needs to bear in mind the particular esteem for the 
teacher characteristic of CHC societies (Cheng, 1990) to gain a true understanding of the cultural factor.
                                                                                           

As the following responses show, the students all indicate that cultural difference plays a part in 

their difficulty, though each of the students perceives this from a different perspective. 
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8.3  Analysis of Separate Responses

8.3.1  Yvonne: Speaking in a Group 

In this interview, which was undertaken concurrently with the first interview on language at the 

commencement of the data-gathering stage of the research (23.11.2002), Yvonne (undergraduate)

gives some indication of her difficulty, which relates to both language use and the kind of  

interaction required in the tutorial group. At this stage she is probably weaker in English expression 

than in the later interviews. 

Yvonne describes the tutorial: 

Extract 8.1 

Y: So very stressful, so individual ((?)) trying, so the member of my group say, they was so kind,  

and all the time they pick me up – pick me up or – [It was very stressful for an individual trying (to 

partake), so the members of my group said something. They were so kind, and all the time they  

gave me some assistance.] 

A: Yes.  

Y: It was nice, yes, but just at the beginning of meeting, all the time, I think, I thought, very stressful, 

because I – it is hard for me to contribute in the group or for the topic. So – [It was very nice, yes,  

but just at the beginning, and all through, I felt it was very stressful. This was because it was hard  

for me to contribute to the group in relation to the topic. So.] 

A: When you are in that group, though, are you able to understand the views of another student –  

the views of other students, and say, I can understand this opinion? Can you – 

Y: Yes. But everyone think so – in the group meeting everyone was to finish so quick, and all the 

students can be doing it so quick, but I needed time to do everything. [Yes, but everyone thought in 

terms of speed, and in the group meeting they finished so quickly while I needed time to do it.] 
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A: Yes. 

Y: - and sometimes some student feel frustration or stress for me, of me and – anyway – so there is  

a big gap in ability to contribute in the group. It’s a big problem, I think. [And sometimes some 

students seemed to be stressed or frustrated with me, and so there is a big gap in what is required  

and my ability to contribute to the group. I think that this is a big problem.] 

(Y231102:2) 

Decoding her thoughts in a second language constitutes a difficulty, where she is slow, liable to  

make mistakes and unable to find the required word. In the tutorial she speaks of, oral contribution  

is both required and subject to assessment, a stipulation which she considers unfairly penalizes 

overseas students and contributes to her stressful feelings. Because of the need to speak quickly, she 

is conscious of a “big gap” where she is unable to fill the role that is required. Another difficulty  

lies in role relationships. Some students assist her but she is aware of other feelings — “frustration  

or stress of [with] me”, in which she herself, as CHC student, cannot fulfil the role of student, i.e.  

talk fluently. Consequently the interactive nature of the tutorial is impeded. 

Yvonne’s self-concept as student in a learning situation seems affected by her consciousness of the 

“group”, those around her, and she is unable to translate her attitudes to what the group requires, i.e. 

she cannot see herself as an individual with learning needs which can be explained to others and 

understood by them. This difficulty may relate to “social anxiety”, the fact that she remains  

conscious of the feelings of others impinging on her, which may be helpful or critical, but which  

she is unable to accept, because, presumably, the concept of the “group” holds precedence over the 

individual who is constrained from establishing him/herself as a focus of attention. This 

self-abnegation accords with the demands of the collective society, her home country (Gudykunst et 

al., 1987).  

8.3.2    Yvonne: Expressing an Opinion

In a later interview (Y24.10.2003) when, one supposes, Yvonne’s English would have considerably 

improved, she is asked about her capacity to contribute an opinion. 
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Extract 8.2 

A: Yes, you said you found it difficult sometimes, talking in English. Do you dislike talking in  

English? Do you dislike talking in English? You would rather talk – 

Y: No. I don’t think so. I like to talk in English to my house mother and Joy and Cherry [friends:  

these are pseudonyms] and old friends. I enjoy it very much. But in my speaking I not sometimes 

good at speaking in English so, but I don’t dislike. [No. I don’t think so. I like to talk in English to  

my house mother and Joy and Cherry and old friends, I enjoy it very much. But I am sometimes 

deficient speaking in English but I don’t dislike speaking it.] 

A: I thought you might have – do you feel that you can express your opinion somewhat better than 

when you started here? 

Y: Sorry. 

A: Do you feel that you can express an opinion sometimes? Maybe – maybe you find it difficult (Yeh) 

but you can still express an opinion? 

Y: Yes. Sometimes I would express my opinion but the hesitation was – is – stronger. [Sometimes I 

was about to express my opinion but my hesitation got the better of me.] 

A: Yes. What hesitation? Yes? 

Y: Hesitation is stronger. I don’t express.                                    

 (Y24.10.2003:20) 

Yvonne implicitly makes a distinction between discussion in an informal social context and a  

formal one (see Cummins 1980 for the distinction between social and academic English, where use  

of abstract terms and more complex sentence structures in the last-named are more problematic for 

the L2 learner). She actually “enjoys” the former. However with the latter the awareness of role 

relationships seems to persist, as she expresses her consciousness of the self and the group. Here,  

she wants to express but this does not happen and the urge to express is not followed through. It 

seems as if the sense of the collective is stronger than her motivation to speak (Fenigstein, 1979)  
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but she fails to or cannot explain this despite the interviewer’s query. It can be surmised that there is 

some “risk” of something occurring that is not manageable in role relations (Berger & Bradac,  

1982). The interaction that she can establish with some, “friends”, differs because a different set of 

roles has been established, where a degree of reciprocal knowledge about the “other” establishes a 

degree of certainty in their relations. Yvonne indicates two conflicting intentions, one to speak  

where she has an opinion and the other to refrain where risk is involved, and the assumption is that 

may be related to cultural difference (as well as language). In general terms Yvonne seems unable  

to surmount the cultural divide and present the “self”, her own opinion, in a group where the 

individualist form of interaction is required. 

In the following extract Yvonne perceives the cultural difference between the two societies, Japan 

and Australia, in relation to the expression of different opinions. 

Extract 8.3 

A: One of the problems here, it says [reading from article], here the tendency of Asian people to 

emphasize harmony – can you understand what I’m saying – “harmony” (yes) – in their  

relationships. And this is sometimes a problem when the students come here and they study ‘cos  

they are expected to be more critical.  

Y: Yes. That’s right. 

A: Do you feel that that is the case? 

Y: Ah – no – I have never had direct influence of that, but I was – I am sometimes surprised in – at  

the argument between Australian students in classroom – but sometimes not critical but – they 

express easily so opposite opinion or – but in Japan so, if I have quite opposite opinion to other 

people’s, to other people, and express my opinion or criticism, in the – to him in front of the people, 

so it means I - I put him to shame. It means, I put him to shame. So I don’t do it. So just, my opinion, 

keep in my mind. So it’s very difficult, very difficult way in the classroom or in the meeting. But in 

here, in Australia, so if we have any other opinion or concept, we have to say something. (Yes). 

Otherwise they have – so they think that I have no idea (mm) but in Japanese if I have – even if I  

have some idea, saying something about that, it means I put someone in a shame. So I can’t. [Ah,  

no I have never been directly influenced by that (pressure on me to be critical?) but I am sometimes 
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surprised when Australian students argue in the classroom. They are not always critical (of each  

other) but sometimes they express easily opposed opinions. But in Japan, if I have an opinion 

opposed to that of another person and use this as a criticism in front of others, it means that I cause  

the person to feel shame. It means that I cause him shame. So I don’t do this. So I just keep my 

opinion in my mind. So it’s a very difficult strategy (in Japan). But in Australia, if we have another 

opinion or concept, we have to say something. Otherwise people will think I have no ideas or  

opinion, but in Japanese conversation, even if I have such idea, if I express it, it shames somebody.  

So I don’t.] 

(Y060603:35–36) 

In the Australian educational context opposite opinions will be expressed in front of others, a matter 

of “surprise” to a Japanese. But in Japan the collective consensus, which is part of a reference group 

with which one is associated, takes preference. Individual opinions are kept to oneself and the 

individual does not say anything that would cause attention to focus on him/herself and remains 

aware of the feelings of others in the group and that they, too, will not appreciate this focus, “it 

shames somebody”.  This would happen, in Yvonne’s explanation, if the opinion of another  

person was openly contradicted. 

She indicates curiosity, not criticism, at the demonstration of cultural difference. One society is 

marked by freedom from restraints in which the restrictions on expression are scarcely considered 

while the other employs strict sanctions, “shame”, for such behavior, reflecting a more restrictive 

society. She then goes on to consider the imperative in Australian education where she is obliged,  

in some cases, to say something, otherwise she is interpreted as having “no idea”, in other words, is 

not participating. In the following extract she indicates that “silence” is an acceptable form of 

participation in Japan in contrast to Australia. 

Extract 8.4 

Y: Silence is estimated as important as talking [in Japan]. But if, in here, in Western societies, if I 

don’t speak anything, so it’s misunder- it might be misunderstood or just has no opinion ((?)), just 

doesn’t want to join in conversation. [Silence ranks in importance with speaking in Japan, But here, 

in a Western society, if I don’t say anything, it may be misunderstood, for instance, that I don’t  

have any opinion.]

(Y050603:16) 
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In a later communication by Email (10.10.2004) when Yvonne had returned to Japan she explained 

that she did not mean that “silence” was equivalent to “not talking” but expressed a period of  

personal reflection which was acceptable as interaction, a process that was still linked to the 

communication process. Taking Yvonne’s explanation one can link the “personal reflection” to the 

view of the other or others in the collective consensus: one is obliged to consider in some depth  

what the person is thinking as part of the “atmosphere” of the collective society (Triandis, 1995). In 

the individualist society, except in exceptional circumstances such as the presence of close links 

between people, the thoughts of the “other” scarcely matter until they are presented in words. With 

“silence” another skill is suggested, the skill of interpreting what form of reflection that the “other”  

is undergoing, as distinct from the skill of interpreting words of the other. And of course, Yvonne 

suggests that the very use of words is seen as a necessary expression of the self in Western, that is 

individualist, societies, where failure to use this form of expression demotes one as a person, one is 

anti-social or devoid of originality in having no opinion. Thus a misinterpretation is available  

because of cultural difference and differing views of the role of the self. 

In the following extract Yvonne indicates that she can now conduct an argument in Japanese. This 

represents a change in herself; she was not able to do so when she was younger. 

Extract 8.5 

Y: . . . If I can – if I am given a chance to argue in Japanese, no problem. Maybe when I was young,  

I had a problem – I should have had a problem, but now if I can argue or discuss in my language so  

I have no problem at all.  Maybe. But in Jap-, in English, it’s very hard. If I can, if I am given a 

chance to argue in Japanese, there is no problem. Maybe it was the case that I had a problem when  

I was younger, I would have had a problem if I had tried, but now if it is matter of arguing or 

discussing in my own language there is no problem. Maybe in Japanese. But in English it is very 

difficult. 

(Y060603:30) 

Yvonne returns to the theme of language, which now is the reason that she cannot use the skills that 

she recognizes as part of the Western tradition in the Australian context. It is unclear whether she  

has developed the skills as part of her reflection or has acquired them in English through interaction 

with English speakers. However elsewhere (5.4.1) she expresses her motivation to acquire skills  
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that accompany a more interactive form of learning with an awareness that they were not present in 

Japanese education.  

8.3.3 Yvonne: Summing Up 

In oral interaction, as in essay writing, Yvonne feels that she has something to contribute. However, 

the need for language translation hinders her, but perhaps most potent is the cultural difficulty, the  

interaction in a group where she is always conscious of role relations and the feelings of others even 

when these are not indicated.  She is both a burden and requiring special help, and hence attracts 

unaccustomed focus on the self, a role antipathetic to the demands of the collective society. Her 

feelings seem attuned to social anxiety where the individual is concerned for his/her social 

presentation before others and their likely reaction to this (Berger & Bradac, 1982). In cultural  

terms the awareness of others can be related to the “group” where, in the academic context, a  

specific role is required for the student with interaction in relation to the learning task. Yvonne  

seems hindered, however, by her anticipation of what is unknown and the motivation to contribute  

is counterbalanced by the fear of saying something that will not have predictable consequences 

(Gudykunst et al., 1987).  The restriction on saying something that would unsettle others can be 

linked to the potency of the group in Japan and the prioritized need to preserve harmony. 

Yvonne also expresses what seems some division of the “self” involving awareness of herself and 

others (Breckler & Greenwald, 1986). There may be a conflict between her wish to contribute 

relating to her goal of personal achievement and her awareness of the reactions of others. She is  

aware of her culture and the demands of the different culture but she seems to lack confidence to 

cross the cultural barrier and establish an individual voice.  

Yvonne seems to accept with “surprise” the role of open argumentation in the learning context.  

This may indicate the ambivalence of Yvonne’s position: she remains conscious of her own culture 

and culture difference but she is ready to perceive significant cultural differences and evaluate them, 

presumably in relation to her learning goal to achieve a more interactive style of learning. 

8.3.4 Len:  Speaking in a Group 

Given that Len (postgraduate) was the weakest of the subjects in relation to English, at least at the 

commencement of the research, language is likely to affect his oral interaction with other students  
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in the learning situation (Len seemed able to establish effective informal relations with others using 

English, see Appendix D). His need for class discussion and “critical thinking” as a means of 

acquiring knowledge is indicated in 4.3.5. The following analysis and subsequent discussion 

especially consider cultural factors. In the first extract the interviewer introduces Len’s cultural 

background in relation to Hofstede’s characterization of South Korea as a collectivist society.  

Extract 8.6 

A: . . . Would you describe yourself as basically individualist? Collectivist? Or – 

L: (laughs) Unless you put individualist list a little bit – but sometime  I would like to study with  

other friends. Basically, I think I am individualist. If you make a list with only a small number of  

items belonging to individualism, I may be collectivist. [Unless you have a small list of individualist 

items – there are times when I like to study with friends. If you draw up a list with only a few items 

characterizing the individualist society, then I can be considered as a collectivist]. (L030603:26) 

In practice Len characterizes himself basically as an individualist but makes an exception in regard  

to group study with friends, defining this as a collectivist predilection. The last sentence is obscure 

but Len explained it in a later verbal communication (11 November 2004) as meaning that in a very 

restricted definition of “individualism” he would consider himself “collectivist”, otherwise he  

would count himself an individualist. However, he establishes elsewhere (Extract 4.9, 4.3.5) that his 

preferred learning program involves interaction with others.

8.3.5    Len’s Teacher: Speaking in Class

One of Len’s teachers, Ms Lisana, without knowing of Len’s identity as a subject in the research, 

explains that promotion of group discussion is a part of the program that she conducts and that 

participation is obligatory on class members.  

Extract 8.7 

Ms L: And I think, too, it’s a matter of making that shift of thinking in their first language, and  

that shift to think in English. And they usually achieve that within the first six months. And you  

can see a big difference, then, in their ability to operate within the class group, to think things 
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through and actually make comments if they try. Which they have a great deal of trouble with, in 

the first semester.  

A: Yes. And they actually break through with that, do they (yes) usually, Well, I think, maybe – 

Ms L: And they are provided with opportunities. They are also forced to, I suppose, with the way  

we structure the course. Actually, they have to do it – is required. And that’s part of having the 

other students understand their role, to support some of them. And the other students have  

actually been very good with, in terms of joining in, embracing the other students, good to work  

on a project with, or – have discussions, ensuring, I suppose, that part of the process that is with  

the classroom, is that we talk a lot about group projecting. So that they have an understanding,  

that everyone needs a turn. So they actually enforce those things quite nicely. The small group  

work is actually for students a much better opportunity for to face up, with less pressure. And  

then what we do after that, we have report back, and the idea being, that as we progress through 

this semester, they actually feel more comfortable about being the person to report back. But  

taken at the pace, it seems to be working out. 

A: Actually in – one of the students in another area – well she’s bright -  but she’s said that she 

won’t say anything in seminars because she’s frightened of saying something, using a wrong  

word, or saying something. But you feel that they need this encouragement?  

Ms L: Yeh, yeh. 

A: Yes. 

Ms L: It needs, it needs to be safe enough to do, and they manage to feel confidence about it. If  

they did something and said something wrong, it would actually be okay. And it – you know –  

that’s very important for the group cohesion and the academic part of it. 

A: . . . but you feel that they need this encouragement. 

Ms L: Yeh. Yeh. 

A: Yes. 
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Ms L: It needs, it needs to be safe enough to do, and they need to feel confidence about it. If they  

did something and said something wrong [?using their own initiative] it would actually be okay. 

And it - you know – that’s very important for the group cohesion and the academic part of it.  

(TL280803:4) 

The two aspects, the absence of negative reactions and the ideal of encouraging “confidence”  

have a special role in the group work. Ms Lisana seems to show a realization of the importance of 

atmosphere and her own active role in promoting this as part of the ideal of group learning. This 

apparently involves some requirement on students who are more forceful or vocal to allow 

expression by others less endowed, which naturally includes students in Len’s situation from 

another culture.  

8.3.6   Len: Expressing an Opinion

In the following extract Len specifically introduces background culture, the culture that he brings 

with him, as a factor in his difficulty in the classes. Even in Korea, in his own language, he states, 

he has this difficulty. 

Extract 8.8 

L: -  Even in Korea but if I have to talk in front of people I embarrass – [become embarrassed]. 

A: Yes. 

L: - but if I talk in front of different people in a foreign language which I don’t know exactly, it’s 

make me more embarrassed and – 

A: More. Yeh.  

L: - and more embarrassed – yes, and more, you know, feel strange. I can, I can, I can, I can, use 

my full English level, you know – it’s – I can say it’s – can say I cannot sometime use, I cannot 

sometimes use, correct English, even if I know. Does that make sense? [And more embarrassed,  

yes, you know and feeling stranger. I can express myself at the level of English I have reached  
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you know, but there are times (when speaking) when I cannot use this level. Does that make  

sense? 

(L150403:4-5) 

The role that he wishes to show to others is affected by embarrassment which delimits his  

language expression: he cannot use language to express his true capabilities. It appears that he is 

conscious of the role which is required by the group, but the desired role – which he knows he  

can show -  is not fulfilled because of lack of language skill linked to embarrassment. This is 

accentuated by his preoccupation with the self, “[I] feel strange”. Thus a gap is present between 

what he expects to present and what is likely to be presented to others. As described by  

Gudykunst et al. (1987), the common response to the situation that one cannot “monitor” is 

non-participation, an absolute refusal to take “risks”, a characteristic of a high uncertainty 

avoidance society. The assumption is that Len is aware of the certain pattern of expression  

required in academic work but in this case, he cannot carry the particular expression that is 

necessary. He expresses a sensation, “feel strange”, with some impression that the “self” is 

distorted because it is involved in a role that he cannot assume. This impression has some relation 

to the “language-ego” of Guiora (1983; Guiora & Palusz, 1975) where the forms of language  

carry a form of thought that require not just linguistic knowledge but some adjustment of the self. 

There is an impression that Len is unable to cross this barrier and give the required expression of  

his knowledge, partly due to language perhaps but also perhaps due to his failure to acculturate in 

an academic sense.  

8.3.7    Len: Disagreeing with Others 

In this extract from the second interview with the researcher, Len is asked about his inclination 

and/or ability to disagree with views that he hears expressed.  

Extract 8.9 

A: You meet a view that is different from your own. What about yourself? Have any of the views  

that you have come across here – is there any particular view that you disagree with? 

L: Well, there are some. 
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A: Could you give me an example? 

L: Uh, I’m better than disagree, some point of view that I can understand and I just say – [I’m 

better at agreeing than disagreeing, at seeing a point of view that I can understand and saying so]. 

A: Just say something – it doesn’t matter – anything that occurs to you – not happens to be very 

knowledgeable [?] – just any guy’s point of view or any point of view. Anything or any guy’s  

point of view that you disagree with. Just anything. It doesn’t matter how silly it is. 

L: For example, in this case he described sustainable growth and sustainable development and I 

couldn’t understand the ((?)) – he gave an example. For example, development is 15 [number 

marking the definition in text] [no?] but I feel that it’s the same conception, particular too. [For

example, in this case he (lecturer) described sustainable growth and sustainable development and  

I could not understand: development is number 15  (numbering used in the textbook) and I feel  

that it is the same as sustainable growth.                   

                    (L0312.2002:19) 

Len perceives his “critical” skill as more inclined to “agreeing” with something that is said than 

disagreeing. He admits that he may disagree with some views but suggests that his focus is “some 

point of view I can understand”; he is looking for agreement and disagreement is not a significant 

factor at this stage of his learning. However, pressed by the interviewer, he gives an example  

from a text apparently discussed in class, a distinction between sustainable growth and  

sustainable development: he considered that they were the same concept. He possibly did not 

express this view openly in class. 

Extract 8.10 

A: [reading from article] It says: “Some people enjoy arguing with other people”. Some people  

feel that if you argue it helps to solve a conflict. Some people argue because it’s pride or because 

 – 

L: It’s probably depends on problem and subject. 
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A: Someone   . . . it depends really. . . Why do people argue? In Korea? I think you mentioned  

that argument – 

L: I think it’s not common, actually, arguing. It’s argument – means – it’s probably more  

emotional in the case of Korea. Then it’s – in normal situation, probably, they don’t wanna argue, 

except some academic position, some academic occasion. But if I put in my idea we arguing, well, 

it’s more similar to quarrel. [I don’t think it’s common (in Korea), actually, arguing. In Korea 

argument is probably more emotional, but in a normal situation, people don’t want to argue,  

except in some academic contexts. But if I present my own idea (to others), then we will start to 

argue over it, and well, this is more like having a quarrel.]  

(L110903:11-12) 

“Argument” in Korea is related to emotional disturbance. It does not occur in usual interactions 

between people but it does appear in some academic contexts. However, Len returns to the idea  

that the East Asian tendency is to forestall a possible quarrel in advance (Chen et al., 1992), and to 

do this by failing to present one’s idea. There is a choice - “if I put in my idea we arguing (we  

will start to argue)”- but the safe choice is not to risk this at all. His statement, “There are other 

people’s ideas”, represents disassociation, live and let live, in which the “self” and the “other” do 

not reflect on their respective ideas or viewpoints. There seems no conception of argument as a 

means of clarification in a topic in Len’s view, in Hegelian terms using contrasting arguments to 

establish a synthesis (see 9.4.5). Here there seems no conception of the self as an entity which is 

necessarily committed to express his/her ideas, and to discover truth by comparing alternate  

views.

Thus the collective society is evoked by Len, in which the self is related to the group and its goals 

and is restricted from expressing itself.  

8.3.8   Len: Summing Up 

In oral discussion as in other learning situations Len emphasizes language as a major difficulty  

that limits his academic expression. As Extract 8.8 indicates, he has difficulty presenting himself  

in the second language, a difficulty which may be partly related to personality but also to the 

inability to assume a “language ego” (Guiora, 1983)  in which he can express academic terms 

speaking as a knowledgeable postgraduate student. He is unwilling to present a false role, the 
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person who is not expressing his learning potential, and is therefore liable to misjudgment by  

others. By considering role relationships as a constraint on behavior Len seems to reflect an  

aspect of his home culture as defined by Hofstede (1980), strong uncertainty avoidance, where 

non-communication occurs when the relationship with others is not achieved (Berger & Bradac, 

1982). However, elsewhere he gives evidence of an individualist motivation (5.4.4) and in Extract 

8.6 states that he is “basically” individualist. 

Despite his preference for conceptual learning (see data in  4.3.4, 4.3.5) Len seems aware of a 

cultural difference in the presentation and expression of different opinions in a social situation.  

As he describes it, the very act of presenting a viewpoint may lead to unwanted disagreement.  

The requirement to hold back one’s views is in accord with Confucian traditions where the 

initiatives and desires of the individual are suppressed in the interests of group harmony. Len, 

however, does not devalue exchange of views in the educational context. It may be that Len’s 

concept of “discussion” is based on “agreeing” rather than “disagreeing”, the former involving 

consensus, the latter a possibly open clash of opinion and thus the Hegelian goal of attaining truth 

through comparing, synthesizing and discarding ideas may not be fully understood. 

8.3.9    Cheryl: Speaking in a Group 

Despite her negative response to FF3 cited at the beginning of this section (8.2) suggesting that  

she had no difficulty in speaking in tutorials Cheryl (undergraduate) gives a different impression  

in the interviews. In one interview she states, “I don’t like to talk in front others” (C120803:19).  

In this extract the interviewer probes the cause of the difficulty. 

Extract 8.11 

A: And do you feel that embarrassment is one of your biggest problems? Is it very worrying? You 

know what I mean – if you say something people will – 

C: No. I just don’t want hesitation to speak in front of other people. It’s ((?)) undignified, and I 

don’t like it. 

(C120803:23-24) 
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Here Cheryl refers to “hesitation”, linked with a perception of personal dignity. She seems aware  

of others and that her possible or likely hesitation will affect their perception of her, which recalls 

the Chinese propensity to “face-saving”, the awareness of one’s status and the image of oneself  

that is presented to others (Oetzel, 2001; Volet & Tan-Quigley, 1999). Given her relative 

proficiency in English compared to the other students (Appendix D) it does not seem likely that 

language is the issue.  

The interviewer continues the probe in a later interview. 

Extract 8.12 

A: You find it difficult to express and talk in seminars? 

C: I don’t have problems because I don’t want to talk in front of people. It’s not culture. It’s my 

personality. 

A: So it’s not culture. It’s not – 

C: It’s not. That’s right. But it’s with my friends, I can, but if I talk in front of people I don’t know, 

I don’t feel comfortable. Probably sometimes people can’t talk in front of people because of the 

culture they bring. Very much. [If it’s a question of my friends I can talk in front of them but with 

people I don’t know I don’t feel comfortable. In some cases probably people can’t talk in front of 

others because of their own cultural inhibitions. This is very much the case.]  

(C141003:18) 

Like Len, Cheryl initially considers personality the cause of her embarrassment, and then 

introduces “culture” in general terms. She shows some hesitancy in introducing this factor,  

perhaps indicating that this is not truly or at least only a partial explanation in her own case. Thus 

Cheryl indicates awareness of both an individual motivation, her decision not to partake but also  

of the cultural factor that is operative generally. Her expression, “the culture they bring” explains 

cultural attitudes as something that students inevitably introduce into the study context, and this 

prevents them, "very much". She may be stating that "culture" is not significant for her unlike the 

others, or indirectly she is including herself amongst those influenced by it. However, in Extract  
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8.14 continuing the theme of culture, Cheryl through use of "we" indicates some identification  

with her home culture, which gives some support to the latter interpretation.  

She provides a partial explanation for her difficulty when she describes the seminar members as 

“people I don’t know”. Where a relationship has been established with “others” some opinion can 

be expressed. Like Yvonne Cheryl may find it easier to express ideas with people in an informal 

relationship but in a formal education context there seem to be barriers for the East Asian  

(Triandis, 1995).  

In the following extract Cheryl rejects “face”, concern for the views of the “other”, as a cause of 

embarrassment. 

Extract 8.13 

A: . . . And you feel embarrassed? [giving opinions in tutorials] There’s something in other Asian 

countries called “losing face”. 

C: Ah. 

A: You – have you heard of that? 

C: Yes. But I don’t think it’s ((?)) to do with face. 

A: It isn’t that? [indicating bodily face]

C:’Cos no-one knows about you, I don’t care if . . . it’s my own face. [Because no-one knows 

anything about you, so it doesn’t matter to me then about keeping my own face.] 

(C120803:19-20) 

Cheryl indicates that preserving “face” is only relevant where people know each other but with 

outsiders it does not matter what they think. Nevertheless she does show awareness of what  

others think in a general sense (Extract 8.12) which has led her to a policy of reserve.  Thus her 

feelings appear to relate to generalized “others” and a role which she has set herself; in contrast to 

Yvonne who is more conscious of her interaction with the group and their inhibitory feelings 
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towards her. In terms expressed by Brecker & Greenwald (1986) Cheryl's embarrassment appears 

to relate more to a generalized public image which she is obliged to maintain.

8.3.10   Cheryl: Expressing an Opinion  

In the extract below Cheryl emphasizes East Asian “harmony”, the tendency to avoid divergence  

of opinion in a group. 

Extract 8.14 

A: But how do you find when you are writing essays? Do you feel that you are able to criticize  

some ideas and – 

C: Yes. Sometimes. 

A: Yes. There’s some – 

C: Even though we tend to have harmony within the group, but sometimes, if we disagree with 

others we will give them the reasons and try to persuade others to accept our opinion. And by this 

realize our , why we disagree with this point. It’s not always harmony like “yes”. 

(050603:10)

Cheryl indicates that for the East Asian a difference of opinion is possible but this involves 

presenting reasons with appropriate strategy and tactful effort, i.e., one will “try to persuade” the 

other. This is something different from the direct assertion of opinion more characteristic of 

Western society (Gudykunst & Matsumoto, 1996). Thus Cheryl indicates an approach which is  

not strictly dialectic but does involve reflection by the person on the “other” opinion and puts as 

much emphasis on persuasion as logic in its “reasons”. Kamimura and Oi’s study of differing 

approaches of Japanese and American students to controversial material indicates that whereas  

the former used persuasion, the latter used logic and direct statement (1998). Thus the act of 

showing the other that he/she has a (possibly) wrong opinion is explained by Cheryl as expressed  

in a culturally different form. 
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In the following extract the interviewer selects a possible reason for Cheryl to speak out - her  

strong interest in a certain topic. Here Cheryl introduces a further practical reason for avoiding 

argument: it can be protracted and no conclusion perceived. 

Extract 8.15 

A: . . . So in a tutorial you have a group. And – I mean, we all have different ideas, and I mean, if 

you were asked to justify why you think language is so important (yes) what would you use? What 

argument would you use? You would say, learning languages is important – 

C: You mean in an essay or the tutorial? 

A: In a tutorial. You told me that you think that is very important. 

C: If I have to speak I will say it. If I don’t have to speak I will just sit there and listen to other 

people. Because I just don’t bother to argue with them.’Cos, say some people have very strong 

opinion, and they believe what they correct and sometimes they don’t listen to other people, so if 

you disagree with them it’s not going to finish the tutorial. (C050603: 18-19) 

Cheryl does not perceive the usefulness of disagreement in the learning context or the fact that in  

an educational context people at least will show readiness to listen to the other’s opinion. Nor is 

there any purpose in sharing one’s opinions. She may hold an idea or some criticism but unless 

these are required by the terms of the tutorial she will not express them. 

Certain features are salient. Firstly, she sees other members of the tutorial group as irrelevant —  

“I just don’t bother”. Secondly, the people may not try to achieve an understanding of the  

speaker’s views. Thirdly, the disagreement may have no resolution — people are likely to argue 

with no concept of changing or modifying their views. Thus the educational value of using 

difference of opinion to establish a synthesis or consensus or clarification that will benefit 

participants seems to escape Cheryl.  



207

8.3.11    Cheryl: Summing Up 

Cheryl does not expressly link her difficulty in speaking in tutorials and seminars to language or 

culture. She states she is not basically concerned with how others feel. Her feelings of   

“self-worth” seem part of her “image”: however, in using "we" in Extract 8.14 she indicates some 

link with an East Asian consensus with some implication of a constraint which may be partly 

cultural   that directs her actions and speech in the educational context. This perception may 

provide some explanation for her emphasis on “dignity". Cheryl is able to give her viewpoint 

according to the terms of the tutorial, but she will not enter into discussion where the results may  

be unforeseen, i.e., her inability to “monitor” her interaction. This suggests that Cheryl, despite  

her difficulties in presenting her viewpoint, has established a position of relatively suitable 

acculturation, where she is aware of what she has to offer, and what scope is available in the 

learning context. However, she is still restrained by her emphasis on personal dignity, perceived  

in general terms rather than in relation to a group. Her hesitation in speaking has also some 

rationale in the cultural dimension of strong uncertainty avoidance (Hofstede, 1980; Gudykunst et 

al., 1987), where the possible reactions of others constitute a risk that the individual is unwilling  

to face. 

8.3.12     Daphne: Speaking in a Group  

In this extract in her first interview Daphne (postgraduate) indicates that both language difficulty 

and the fear of making mistakes are factors in her difficulty in talking in tutorials. As Daphne  

gave an unqualified assent to FF3 on the difficulty of speaking in tutorials the interviewer’s 

opening assumption (“you don’t mind speaking in tutorials”) is incorrect. 

Extract 8.16 

A: . . . But you said you don’t mind speaking in tutorials? 

D: I don’t? 

A: Well, you do. 
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D: I seldom speak out. 

A: I seldom – 

D: No. I seldom speak out in tutorials. 

A: This is something that you will have to improve because, this is a part of the course you’re  

doing. Because you need to be able to express yourself. But even if, say, you become an academic, 

you have to talk and explain your views, you see. You have problems in Taiwanese or Mandarin?  

In lessons? 

D: Of course not. (laughs) I just afraid of making mistakes in the tutorial. 

A: Now for a – yes. Well, this is partly confidence and so forth. Do you find that the tutorials, that 

the atmosphere is helpful, that the people will help you and they are friendly? Just don’t care if – 

D: They friendly, but they don’t care if you speak out or not. Yeh. 

(D200403: 8) 

Daphne has shown confidence in her ability (see 5.4.13) but finds it difficult to speak out.  Her 

statement indicates that the issue is partly one of self-esteem and she will not take the risk of  

saying something that other people will recognize as incorrect. In her last response she seems to 

dismiss the possible feelings of others as a factor in her decision not to speak out. By her laughter 

she seems to discount the idea that her failure is due to any incapacity in herself, it does not occur  

in her own language and it is merely common prudence in this context.

8.3.13       Daphne: Expressing an Opinion  

In the following response Daphne relates her hesitation in expressing opinion more specifically to 

the expected relations between teacher and student. The interviewer starts with a definition of the 

independent or autonomous learner (taken from Entwistle & Ramsden 1983, pp.7-8). The 

interviewer links the ability to speak out as a consequence of confidence in oneself as a learner. 
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Extract 8.17 

A: The person (yes) – strong motivation, confidence, ability to accept risk and the concept of self  

as an independent learner. 

D: But someone in our class – some of these [act] like this way but, I think, sometime I say – I  

think they talk nonsense. Ah. 

A: Ah, this – 

D: So they have confidence and – yeh –  

A: Yes. This is the adverse or the other side. 

D: Especially when we’re talking about Chinese, yeh. But in my job related to research in China, 

so I sometimes - I try to disagree with them. 

(D261103: 23) 

In this extract, in an interview about seven months after the last cited one, Daphne gives the 

impression of being herself a member of the group, where she appraises a student expressing an 

opinion as someone in a category described as “they talk nonsense”. She refers to her own 

knowledge of the topic from her work in Taiwan - “my job related to research in China”. Faced 

with the appraisal of someone with knowledge in the relevant field, the student is in an  

anomalous position - the knowledge, as a material assemblage of facts and opinions - is valueless. 

Thus Daphne presents a view of learning as the acquisition of incontestable facts and the value of 

searching within a topic for a possible answer and discarding one opinion to consider another is  

not expressed (cf., Tweed & Lehman, 2002). Qualified by her use of “sometimes”, Daphne is able 

to offer some personal disagreement - “I try to disagree”. Her statement may suggest that she is 

tentative rather than assertive. But she does not see the open presentation of disagreement as part  

of the learning process. In addition the student who presents information is usurping the role of 

teacher, a role which is more strictly defined in the large power distance society (Hofstede, 1986).  
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8.3.14 Daphne: Cultural Differences in Expressing Opinions  

In the following extract, where the interviewer discusses an article by Ginsberg (1992, cited in 

Literature Review), Daphne refers generally to the way that East Asian peoples deal with 

disagreement. 

Extract 8.18 

D: They [Western people] tend to emphasize that individual, but we work as a team – but we  

won’t say that if we – if I disagree I just – when I write in my assignment, I can disagree with that 

and give another opinion. It is not necessary to say “I disagree” and “I disagree with you”, bla, 

bla, bla. (D100903: 6-7) 

Here the disagreement is subtle and not expressed openly, at least in a group context. It can be 

expressed in written work, which one has to read to find out what the student is really thinking. 

Direct expression of disagreement is not made in public (Gao & Ting Toomey, 1998; Gudykunst  

et al., 1996). Daphne establishes herself as perceiving cultural differences from an Eastern 

perspective, but able to interpret a factor, here “disagreement”, across the two cultures. 

In the following extract she shows some understanding of the Western evaluation of difference in 

opinion, at least as revealed in the educational context. 

Extract 8.19 

D. But in my class the Aussie, especially the Aussie, if somebody says something they disagree 

[with] they say - oh – ow – ow – aw – you are wrong to argue in this sense. But I don’t think they 

 – but they still friends. 

A: Yes. 

D: But I think it’s a good – really quite good. Even though they are arguing in class, in the public, 

but it won’t hurt their relationship. 

A: Yes. Well this is the ideal with education. As I said, the ideal is, if you argue you can – 
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D: One point is, I argue your point of view, not the person-opinion. So I think this is good. The 

Asian people should learn these.  

(D121103:24) 

Daphne perceives that in academic argument the person can be separated from the point of view:  

“I argue your point of view, not the person-opinions”. In East Asian societies the person is  

regarded as coterminous with the opinion. An opposite opinion in a group situation is interpreted  

as a personal confrontation. However, Daphne perceives the Western strategy as beneficial, the 

Eastern people . . . “should learn these”. The expressions suggest possibly sounds of conflict, i.e. 

“ow”, “aw”, but this conflict is simulated, and they perhaps indicate Daphne’s understanding of 

how “conflict” can assume a different meaning in this context. Despite this understanding 

Daphne’s last statement reinforces the East-West divide where she seems to place herself with  

“the Asian people” who have a choice to adopt an aspect of another culture when they are able to 

approve it. 

One of Daphne’s teachers, Dr Atara, who is fluent in Mandarin, describes the limitation on 

criticism in Taiwanese society. 

Extract 8.20 

Dr A: . . . there are ways in which people can be creative in these societies [such as Taiwan]. But 

one way that is not “in” is where you critique someone, particularly someone like the author [a

person who is an author], anyone who is secure, or someone like that – that is [difficult for an

individual] being in an authoritarian society with emphasis on orthodoxy. 

A: You think although Taiwan has a parliament with – 

Dr A: You see, this is very new. Obviously things are changing. 

(TA190803) 

In presenting a cultural context Dr Atara relates the Taiwanese reluctance to criticize openly to  

the “orthodox” society where criticism is unacceptable if applied to anyone of recognized status. 

The status, by implication, takes in the role of teacher and the learning that the teacher represents. 
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Dr Atara’s comment gives support to the concept of Taiwan as a society marked by strict role 

relations determined by status; he implies the existence of an impulse to be “creative” but this can 

only take channels where it is not perceived as a threat to the existing social structures. Thus 

Taiwan, despite some political changes, remains a high uncertainty avoidance society marked by 

clear constraints on conversation and behavior (Hofstede, 1980). Thus the presentation of a 

conformist society provides some context for understanding Daphne's initiative in appreciating  

and proposing as viable for Asians a diametrically opposed viewpoint in Extract 8.19.   

8.3.15    Daphne:   Summing Up 

In her criticism of the student giving opinions (Extract 8.18) Daphne seems unable to see 

knowledge as a series of stages in which understanding at one stage can be seen as viable until 

replaced by the further stage. In these “stages” of course, the student may represent a less than 

complete view of knowledge, Daphne feels that any expression of knowledge must be accurate as 

determined by those who have the requisite depth of knowledge. Only with the possession of this 

correct knowledge is there any justification for expressing it. Thus the presentation of knowledge 

by the student in a situation where it is liable to be considered by other students runs counter to  

the traditions of Eastern society, where this role belongs properly to the teacher or the expert. 

Furthermore, the assumption is that the knowledge should be acquired in full and that no  

allowance can be made for students’ mistakes in an intermediate stage of learning (Hofstede, 

1986).  

Daphne remains all the time aware of cultural difference, as shown in her employment of  

“Eastern” and “Western” as terms of bi-polar attribution with the assumption that each provides a 

different perspective on events. She does, however, show the ability to look to the other side of  

the cultural divide and evaluate the “other”, notably when she perceives that difference of opinion 

in an educational context can be held without personal animosity. 

8.4 Conclusion

Given the general reluctance of the students to speak in tutorials one could state that Yvonne  

relates this specifically to her consciousness of “others” in the group situation with their range of 

feelings from helpfulness to irritation which makes her unwilling to evoke these feelings. Len is 

fearful that by speaking in non-academic English he will indicate his knowledge is less than it 
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really is; Cheryl remains conscious of her role of personal dignity as perceived by generalized 

“others” which makes her unwilling to say anything which may be misunderstood, a factor which 

may be idiosyncratic or have a cultural basis; Daphne emphasizes more the hierarchical role of 

teacher and student in which the student should not pretend to knowledge until this is known in  

full.  

Thus making allowance for personal factors, the cultural factor appears significant in CHC 

students’ oral interaction with others in the education context. Yvonne is hindered from giving 

expression despite her frequent wish to do so; Len ideally gives a role to group discussion as part  

of effective learning but has problems expressing disagreement; Cheryl offers a cultural strategy  

of “persuasion” which can be used at times, while Daphne is occasionally able to “disagree” in an 

area where she considers herself expert. However, none of the students seem able to truly 

participate in the Hegelian or dialectic approach, where fruitful disagreement is seen as a means  

for establishing broader understanding  of a topic, though Daphne expresses some understanding  

of its rationale and Yvonne notes its practice among students in her courses as a factor of cultural 

difference. 
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9  RESULTS OF STUDY      

   

9.1   The Cultural Background

In practice the cultural background is a wide matrix, extending from early lifetime experiences, 

forms of education, socialization with members of one’s culture and also with members of others. 

Through the inculcation of certain patterns of behavior it establishes a certain pattern of doing 

something and there is clear difficulty for the individual when he/she is faced with a necessary 

alternative, even though the accustomed way has seemed to be effective in relation to one’s life 

difficulties. In the present research this relates most particularly to the need to adapt and change 

one’s learning style. The culture also establishes certain prohibitions, concerning what is and  

what is not permitted to be done, even though no legal sanction is involved. Thus there may occur 

situations where the student is unable to perform some action, even though this is permitted and 

even encouraged in the new culture, e.g., the need to interact in tutorials. Thus there is a need, in  

the process of adaptation, for the student to show at least some initiative, to move beyond the 

constraints of his/her own culture and to show some acceptance of the differing relationships 

between people in the new culture. In the case of two of the students in the research, Yvonne and 

Len, this initiative was shown in their original decision to study overseas in a second language as  

a matter of individual choice and without the clear prospect of a job at the end of the study. In the 

case of Daphne it was not a matter of choice: this had been made for her by her employers, but 

given her commitments to them and the need not only to adapt to a different are of study in the 

social sciences as distinct from the hard sciences but to do well in it, her initiative seems 

demonstrated in her persistence and utilization of available cues and assistance to achieve this  

aim. In the case of Cheryl her original motivation was related to a career: given her persistence  

and acceptance of the academic demands of another culture even where she perceived these as 

different from her own values, she indicated both initiative and readiness to adapt. 
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9.2   Summary of the Individual Experiences of the Students 

An outline of each student’s experience or “story” is given below (cf., Miles & Huberman,  

1984b).    

9.2.1 Summary: Yvonne 

Yvonne (undergraduate), as described in the Chapter 4, seeks for broader horizons in coming to 

Australia with a vision of what she can do to gain a new perspective, but also to escape from 

personal depression following the death of her mother. She thus sees an opportunity to renew her 

life and perhaps establish a fund of knowledge which she can relate to a career or at least to her  

field of interest, ethnic differences.  Japanese education in her experience has been constricting, 

“facts” are given without “cause and effect”, and she wants to try a different form of learning. 

However there are unforeseen difficulties, one of these being her difficulty of expressing herself  

in the second language and her later considered conclusion is that she can better attain her goal of 

more interactive learning in her own language. Another difficulty is lack of direction: although  

the teachers were helpful in her first choice of study in Australia she was obliged to discontinue  

this because of her inability to use statistical procedures and she did not get the direction she 

required in the new subject area, Asian Studies. She describes herself as in a situation where a  

large amount of concentration is applied in preparing while she remains uncertain of the direction, 

and it is necessary to summon up motivation where her effort has no certainty of achieving a 

commensurate reward. She expresses a sense of “target” in her work where she should apply 

“focus” but because of uncertainty about this her confidence in her progress is weakened. Her 

learning effort also involves a quest for “critical analysis”, the quality that she fails to present 

according to the comments of her teachers. Despite her readiness to produce ideas she has the 

feeling that she is not understood over the cultural divide, that she is misinterpreted because she is 

“Japanese”, thus reinforcing her sense of the cultural barrier and her feeling that she can utilize 

more interactive strategies of learning better in her own language. 
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9.2.2 Summary: Len

Len (postgraduate) seems to regard his study in Australia as a search for a suitable ideology for  

his promotion of environmental education in Korea, a search that does not specifically offer 

monetary reward or a secure job. In addition to obtaining a relevant qualification his interest 

specifically involves finding means to alert people in Korea and especially local communities and 

schools to the dangers of environmental destruction. Thus Len is committed to an ideal and a  

broad subject, but remains unsure of the direction of the subject as it is taught at The Australian 

university. Although he describes his ideal of learning as pursued most effectively in a group 

discussion, he seems to express criticism of his course relating to its emphasis on theory and 

speculation, stating his preference is for theory that can be linked to practical applications. In 

answer to the researcher’s query on use of theory he states:

   L: . . . yeh, but I think in environmental education, if I learn some theory, if possible, I want 

   to do the practice, but it’s really difficult to test. 

   (L231003:10-11)

By his rejection of speculation Len seems limited by his focused view of the role of education,  

and indicates a sense of frustration at the lack of practical orientation in the course (it did, in fact, 

place considerable emphasis on practical activities such as field trips and studies of the 

effectiveness of certain Australian environmental organizations). As a consequence he expresses 

some declining commitment and disillusionment that can be compared to Yvonne’s. Yet 

paradoxically, he finds interest in a theory with apparent explanatory force in relation to the 

environment of a Japanese woman intellectual’s conception of an earth goddess, a theory that 

possibly evokes something of the holistic tendency of Eastern thought without any possibility of 

rational proof (cf., Peng & Nisbettt, 1999, Nisbett et al., 2001). This factor suggests that Len may 

also be searching for a general conclusive explanation. His adaptation to a form of Australian  

education may be limited by his view that his learning should serve a purpose related to his 

proposed work in Korea rather than having value in itself. Unlike Yvonne he does not express 

marked consciousness of cultural difference between himself and Australian students but he  

seems to give some indication that he is both tied to, and finds preferable, aspects of his own  

culture relating to pedagogy (7.5.6). It may be that this preference has constituted a barrier to 

understanding the new culture and certain cultural factors relating to presentation of the self has 

hindered his interaction with other students in the learning situation (8.3.6).
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Thus Len shows somewhat confused motivation where at one stage he expresses some 

re-evaluation of his mission with some suggestion that he has made a mistake in neglecting the 

practical aspect,  the “job”,  as important.  

9.2.3 Summary: Cheryl

Cheryl (undergraduate) expresses some reaction against the system of learning that she has 

experienced in Taiwan which, as she describes, is superficial, based on intensive memorization  

for exams, and comprises a broad area which the student is required to memorize irrespective of 

his/her interest in the material. In the early stages of education this intensive memorization is 

unnecessary. Cheryl’s concept of effective learning outlines activity where material can be 

internalized, that the learner can “take into the heart”, but she does not express the more  

interactive view of learning where the learner questions and interact with the material but rather 

acquires it so that it is a directing influence in his/her actions. Thus Cheryl does not interpret 

effective learning as involving some “cognitive conflict” as in the more recent Western models. 

Cheryl indicates a practical viewpoint: her essay writing involves concentrated focus and 

utilization of course guidelines. Generally what matters is the relevance of the material to the 

learner’s purposes and its practicality in relation to the future career. She expresses irritation with 

the theoretical material presented to her in her course which she can not relate to the practical  

skill of teaching; however, her policy is to persist, to give them “what they want”, and to utilize  

the cues that are available. Culturally Cheryl’s preferred practice reflects Chinese education  

where models of theory are linked to practical applications (Chan, 1999; Pratt et al., 1999).  

Thus Cheryl seems to perceive the learning requirements as a kind of straightjacket, which she 

cannot justify to herself but is obliged to accept and she summons up commitment and   

diligence in fulfilling the demands and even personal interest, where one would assume these to  

be absent. Thus her learning involves some negation or subsumption of the “self”, at least for a  

part of her learning and may reflect an aspect and interpretation of Eastern motivation where the 

“self” suppresses natural inclinations in performing a duty required by “others”. However, there  

are periods when her natural interest is awakened together with qualities of initiative, and 

motivation, a motivation that seems reinforced by later successes. Thus she seems to surmount  

the motivational difficulty of many overseas students where effort is not correspondingly matched 
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by recognition in the form of high marks. She is presented, via a teacher’s comments, with the 

characteristics considered desirable in the Australian academic context, including the capacity to 

form hypotheses (7.5.10), a recognition that may have helped her to redirect her plans for more 

study after graduation. Added to this is her awareness of the competitive context of Taiwanese 

education and the value placed on postgraduate qualifications, factors likely to reinforce her 

instrumental motivation. 

9.2.4 Summary: Daphne 

As she explains to the researcher, Daphne (postgraduate) only developed an effective interest in  

the study material chosen for her by her employers in Taiwan after commencing study in  

Australia, material in which, initially, she had no interest. Thus Daphne’s role of satisfying  

“others” is expanded in the learning situation by her interest. However, she has the difficulty of 

adjusting to a totally new area of study and of fulfilling the expectations of “others” in this 

adjustment. Her concept of knowledge seems materialist, reflecting her scientific background, 

where knowledge is seen as linked to strategies of scientific proof and because of the range of  

new discoveries the old knowledge is being continually superseded. The idea of knowledge as 

speculation, where one can argue from a position where not all the facts are known, seems absent. 

However, she realizes, presumably from her perception of the new field, that more is required in 

historical studies than “facts” and that personal interpretation is important. 

Thus Daphne, while showing continual awareness of her scientific background, is making an 

adjustment from a purely scientific background dependent on basic theories to an area of the  

social sciences where theories are less certain and some interpretation is necessary. She is aware  

of her scientific background and one may assume that her adjustment involves a search for 

situations in the new area where procedures in science and scientific habits of thought can be  

given some application.  

Daphne also remains conscious of her “difference” as an East Asian, able to view and interpret  

the “West” to some degree and reaffirming in some respects the effectiveness of Eastern 

memorising strategies (an assumption in which she differs from the other students) but perceiving 

some effectiveness in Western employment of academic argument where personal animosities are 

absent.
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Daphne’s relatively strong motivation seems reflected in her ability to find and utilize strategies 

available, despite her initial setbacks of low marks and incomprehension of some of the teachers, 

and she is able to establish both what is required of her and use of strategies to maximize her  

results. By persistent effort she avoids, at least in the later stages, the predicament of Yvonne, 

where strong motivation is vitiated by unclear directions and the results are not commensurate  

with the endeavor. Her confidence in her ability to gain high marks reinforces her motivation  

while she remains conscious of the difficulties of studying in a second language – “I can make it”. 

Besides the “others” in Taiwan there is her self, her sense of someone who can achieve highly as  

an individual and in some ways is more typified by MacClelland’s achiever (McClelland, 1991) 

characteristic of the individualist society. 

9.2.5  Students’ Experiences: General Comments 

In general terms one can perceive Yvonne’s frustration when her experience at The Australian 

University fails to fulfill her original motivation, Len’s failure to find material in his course that 

truly matches his perceive needs, Cheryl’s frustration at the inability to express her views and 

Daphne’s need to reinforce what was already perhaps a strong motivation to overcome her 

difficulties.  The students all seem to have some awareness of cultural barriers that hinder their 

interaction: Yvonne’s feeling that her culturally based perspective is not understood by Australian 

teachers, Len’s apparent preference for his own culture despite his ability to perceive the rationale 

of the other as in his mildly expressed views of Australian and East Asian teachers, Cheryl’s  

feeling that she cannot express her own views in the “other” culture and Daphne’s implied  

criticism of Australian education because of its neglect of memorization in the early stages. On 

their own accounts the students show some progress in their negotiation of the cultural barrier but 

also indicate areas of misunderstanding and personal frustration. 

9.3 Summary of Results from Entwistle and Ramsden's Quantitative Questionnaire 

As stated in the Methodology (3.2.2) the quantitative response has the disadvantage of employing 

broadly based categories which may ignore particular aspects of subjects' behavior. While 

recognizing its limitations for the research the results from the students' responses to the 

questionnaire have been summarised and gave some broad support to the main assumptions in the 

results of the research. The students all indicated a preference for a deep approach involving 
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understanding of and engagement with the learning material. They also indicated memorisation as 

a significant strategy, linked to the intention to strictly memorize definitions and, for Yvonne,  

Len and Daphne it was necessary where there was some failure to understand the material. They  

all strongly preferred, marked by emphatic responses, to have precise instructions and organized 

work modules, which may reflect the needs of CHC students for detailed direction in a different 

study environment. The students all indicated interest beyond the utilitarian in the topics they  

were pursuing but some variation in relation to its usefulness which was shown in the analyses  

(see Chapter 5). With the exception of Cheryl they all suffered from tensions which impinged on 

their program of study and seemed likely to affect the quality of their work. There was some 

ambiguity in the responses on global and analytical learning adapted from Pask's research (Pask, 

1976), which at times perhaps reflected the framing of some statements (see Appendix A):  

however, Yvonne and Len gave some indication of a global orientation, Daphne of an analytic  

one and Cheryl indeterminate. All except Cheryl showed a tendency to neglect details and jump  

to conclusions without waiting for all the evidence. All except Daphne showed some capacity to 

produce their own ideas (this was not fully supported in the analysis of Daphne's written work,  

see 6.4).  Their responses are presented in full in Appendix B and discussed in Appendix A.  

9.4  Students’ Responses to Research Question 

The main research question is here recapitulated: How are the learning expectations and learning 

styles of East Asian students affected by cultural factors when they attend an Australian  

university to study courses in the social sciences and humanities, in subject areas that place a  

high value on personal interpretation and use of student initiative. In a general sense the study 

offered the following finding, relating to the four students in the study: that while the students  

were able to establish some interpretation of the differing learning demands in these areas, in 

practice cultural factors, which most specifically related to the role of the self and others and were 

distinct from the language difficulty, seemed a hindrance to their attempt to establish a truly 

interactive form of learning as required in the courses. The difficulties, however, the research 

suggested, could in some cases be surmounted where the students were able to establish  

appropriate direction and were themselves able to achieve some understanding of the different 

culture.  
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Following from the main question, a set of sub-questions were considered. They are as follows: 

1. How do East Asian students perceive knowledge in relation to their own learning needs  

and what do they consider to be the preferable method of acquiring it? 

2. How effectively do East Asian students utilize motivation in those difficult areas in the 

social sciences and humanities where commitment, interest and adaptability are usually 

considered essential for success?  

3. How do East Asian students manage in developing and presenting their own views as a 

result of their own reflection, as distinct from the unreflecting use of material presented in  

the texts and by the teacher? 

4. How do East Asian students relate to the learning situation where the teacher can no  

longer be considered as a direct source of ideas but where a new form of interaction is 

necessary to guide the student towards some autonomy? 

5. How do East Asian students relate to the oral learning situation where it is considered 

necessary to interact with other students in the learning context as a necessary step in the 

development of the students’ ideas? 

The first two sub-questions, 1 and 2, consider the students’ view of the role of the self in relation  

to the uses of knowledge and to their motivation, their beliefs of what their knowledge and 

motivation can do for them. The “self” is linked to self-esteem and the need for reinforcement,  

but also to the possible views of “others” in relation to what is possible and required through 

learning. The next sub-question, 3, looks at the students’ negotiation of written work, in which  

they can present the self as critic and evaluator of knowledge but also with the ability to  

synthesize and create ideas in relation to the course requirements. In a sense the self is presented  

to an audience for which one’s ideas must be explained. The final two sub-questions, 4 and 5,  

relate to the ability of the students to interact with others in the learning situation as a means of 

establishing one’s own ideas and gaining a measure of autonomy. The sub-questions are related  

to the findings of the research in the following summaries.
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9.4.1 Summary: Knowledge and Learning 

1. How do East Asian students perceive knowledge in relation to their own learning needs and  

what do they consider to be the preferable method of acquiring it?

The analysis relating to the students’ views of knowledge indicated that they all perceived 

knowledge as more than a quantitative concept existing outside the learner and requiring more  

than rote memorization, and that it required some interpretation, with some role for personal 

interpretation. Len and Cheryl, however, had a more focused view in which knowledge, as they 

perceived it, was useful for specific purposes. In Len’s case his need to acquire knowledge was a 

general one in relation to his proposed work for the environment in Korea, while Cheryl was  

more strictly focused on teaching, her career. In practice Len and Cheryl did not see learning  

acting directly on the individual with a transformative effect (Marton et al., 1993). While Yvonne 

saw knowledge as providing her with a means of escaping from what she felt to be a constricting 

life style she did not seem to reach the stage of seeing knowledge as able to transform the  

individual as described in Marton et al.’s taxonomy (1993). Daphne, although allowing some role 

to interpretation in history, described knowledge in terms of scientific facts, to be discovered and 

superseded where necessary. She did realize that, in history, the “fact” was insufficient, requiring 

some interpretation and evaluation and she went some way towards meeting Kruglanski's model 

(1989) of the learner's response to knowledge as a continuing and dynamic interaction. However, 

she did not seem to consider knowledge as acting on the self, i.e. “changing as a person” (Marton  

et al., 1993). 

From their previous work at The Australian university the students all had some awareness of the 

“difference” between Eastern and Western applications of learning. Memorization with lack of 

analysis was also seen as characteristic of the education systems of their own countries, though  

Len had some limited experience of use of criticism from his study at a Japanese university and 

Daphne had acquired certain skills in relation to ambiguous material from her study and  

experience in the sciences. Daphne, however, differed markedly from the others in her view that 

memorization for reproduction was both necessary and effective in the earlier stages of learning 

and constituted a necessary stage before the students began more advanced forms of study at a 

tertiary level. Daphne also described her present practice of memorization, linked to what she 

explained as a highly effective memory, as linked to understanding; before she memorized she 

established understanding. The other students both distinguished memorization as separate from 
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other forms and constituting an inferior kind of learning, although necessary at certain stages to 

supplement more interactive learning.  

It can be stated that the students gave evidence of proceeding to a more interactive view of the 

learning process but failed to perceive the stage as possible or desirable, where a range of 

viewpoints became available to the learner. Thus the students were clearly advancing along the 

“road” to a more effective kind of learning, in Western terms, where they were likely to achieve a 

fuller understanding but were limited by their inability to frame a concept of learning where the  

self was perceived as acting on the material and being transformed by it, as in the developed 

Western concepts of learning.  

9.4.2  Summary: Motivation 

2. How effectively do students utilize motivation in those difficult areas in the social sciences and 

humanities    where commitment, interest and adaptability are usually considered essential for 

success?

In general terms, Daphne’s motivation seemed more successful in relation to the results she 

achieved than the other students, a motivation that was focused on the self, on the need to gain  

high marks in view of her self-esteem and intrinsic interest but also related to the need to satisfy 

others, her employing body in Taiwan. Thus Daphne’s strong motivation both reinforced her 

efforts, which initially met with some disappointment, and also enabled her to use a diversity of 

assistance. Eastern motivation of course, in the Confucian tradition, entails persistent work in 

relation to a long-term goal and one can hardly say that this was absent in Daphne’s case. Thus  

she differed from Yvonne who, in spite of her initial strong motivation, was unable to establish 

effective networks and links with the teachers in relation to her difficulties. Len had initially a 

strong motivation but he was seemingly limited by the focused nature of his views and could not 

fully “relate” to aspects of his course in his own interpretation. Thus his motivation seemed 

weakened where one would have assumed that his general interest in the environment would have 

developed and strengthened his commitment.  

In the case of Cheryl her motivation was focused and limited by the sense of what she could do. It 

seems that her steady progress acted to develop and strengthen her motivation, given that, more 

than the other students, she had established a consistent strategy of learning which seemed  
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effective in relation to her needs. Like Len she found it hard to “relate” to aspects of her course  

but she was able to call on qualities of persistence and subsuming her own feelings in relation to a 

practical goal. Thus a steady motivation, marked by consistent strategy and realistic goals, served 

Cheryl well; to which must be added, of course, her relatively greater English fluency. 

In Eastern societies the “self” is dependent on others to a greater degree than in Western 

individualistic societies. While this is not necessarily a weakness, there do seem grounds for  

stating that the student with an autonomous concept of self is likely to be more successful in the 

SS&H  areas precisely because the student is more likely to consider the fruit of his/her  

reflection as valuable and to demonstrate some independence of the teacher. However, Eastern 

motivation, sometimes described as “Confucian dynamism”, remains a significant cultural feature 

in its own right underlining the persistence of East Asian students in their studies in a second 

language and their general ability to override short-term disappointments.  Possibly some  

attempt to link the two forms of motivation for Asian students is a viable option, involving some 

acceptance of the “self” in the new culture (cf., Tan, –Yew & Farrell, 2000).  

Another difficulty relates to the need to link the long-term motivation with the short-term 

motivation (Schunk, 2001), where the problem of misdirected motivation, of students working  

hard where they cannot be sure of commensurate results, can be avoided. With proper 

encouragement the CHC students’ basically strong motivation can be more effectively utilized  

and reinforced in relation to their goals. This aspect seems to have had some confirmation in the 

results of the study, exemplified, for example, in the ability of Cheryl and Daphne to respond to 

short-term reinforcement in the form of high marks at the later stages and the difficulties of  

Yvonne in managing her motivation apparently lacking this reinforcement. 

9.4.3  Summary: Presenting Own Views in Writing 

3. How do East Asian students manage in developing and presenting their own views as a result  

of their own reflection, as distinct from the unreflecting use of material presented in the texts and  

by the teacher? 

The apparent difficulty of CHC students in expressing opinion seems to reflect the education 

systems of East Asia. This difficulty was acknowledged by all the teachers in the relevant 
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interviews. Dr Smith believed that CHC students frequently had worthwhile ideas, but found it 

difficult to express these. Dr Atara described the social system of Taiwan as being highly 

conformist and expression of dissent or criticism of another was difficult for people brought up in 

this society. Ms Lisana realized the very different educational context of East Asia but felt that it 

was partly a matter of personality and openness of mind and that the students who had appropriate 

attributes would respond if they were given sympathetic and direct encouragement.  

Dr Sutter realized the cultural gap that East Asian students had to surmount in his course, a legacy 

of the East Asian “different” education systems. The views of these teachers both gave some 

support to the presence of cultural factors and also indicated some understanding by the teachers  

of these. 

Yvonne expressed some value in the viewpoints which she had personally established and some 

intention to use them but the teachers were perceived as unable to appreciate these. Yvonne  

directly acknowledged her weakness in use of evidence and her tendency to neglect detail, a  

factor in her personality which would be likely to affect adversely her presentation of ideas. In 

practice she gave the impression of being able to produce the “essay as viewpoint” (Hounsell, 

1997). The need for balance between the two focal orientations, global and analytic, is a factor  

that needs consideration in the written work of CHC students, especially in areas of social science 

where personal ideas are valued but where use of evidence and a critical approach are also 

necessary. The results suggested generally that CHC students may need to understand more  

clearly the interrelationship between global expression of their ideas and the analytic support that  

is required for these views, relating to the way that the ideas are presented and explained to  

“others” and the necessary role of evidence in this. 

Len’s approach to concept formation seems pragmatic, in which revision and redevelopment of 

earlier ideas occurs even in the process of writing. His ideas were gained from his reading; he did 

not seem to use his interest in environmental studies as an aid to idea formation. Cheryl  

established an initial theme for her writing; in some cases using the teacher as a source of 

inspiration (6.5.11), indicating her capacity to use links with others. Daphne reflected on the 

material but also utilized the teacher as a means of establishing a viable theme.  

The different approaches of the students to writing illustrated both their individuality and the 

problem of establishing a pattern relating to the CHC students’ capacity for idea formation. In 
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Pask’s terminology (Pask, 1976) Yvonne and Len tended to the holist (global), Daphne to the 

serialist (analytic) and Cheryl followed a strategic, self-monitoring approach with elements of  

both. However Daphne, like Cheryl, seemed capable of establishing unifying concepts despite her 

indication of improvidence, the presentation of material where parts are not related to a unifying 

theme, in her response to the quantitative questionnaire (6.3). All consciously applied organizing 

skills to their work with the endeavor to consciously link relevant material to a conclusion, with  

the exception of Len, who began with a simple structure but organized and reflected as he worked. 

Yvonne seemed weakened by her lack of “critical analysis” as expressed by her teachers. 

None of the students truly reflected Oxford’s characterization of Korean, Japanese and Chinese 

students as proceeding serialist fashion, concerned with detail and requiring instant correction, 

unable to use their judgment and ready to draw premature conclusions (Oxford, 1990). Thus the 

students did not fit a common stereotype of East Asian students.  However, both Daphne and 

Cheryl seem to derive inspiration from discussions with the teacher while Yvonne seemed unable 

to establish the necessary links with them to help her present her ideas effectively. Len often had 

difficulty in following understanding structure and content as required in the written work. 

The results indicated that the students can develop and present their ideas, based on their  

reflection, despite difficulties of working in a foreign language, given that it was not possible here 

to examine these ideas in any detail, and that an important role was given to the teacher in this 

reflection as someone who encourages or fails to encourage. 

 9.4.4   Summary: The Teacher 

4. How do East Asian students relate to the learning situation where the teacher can no longer be 

considered as a direct source of ideas but where a new form of interaction is necessary to guide  

the student towards some autonomy? 

The students in the study had a variety of experience in their own countries; however all had an 

image of the teacher as someone who had focal knowledge in the subject and who also had a duty, 

a moral duty, to help the students when required. The CHC view of teachers relates to a specific 

“moral” role, where teachers who fail in this are seen as “bad” and failing in their roles.  
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Yvonne had some difficulty in establishing links with her teachers, partly, it seems, due to 

inhibitions about approaching the teachers, e.g., the comment of a teacher that students should  

seek answers themselves. As a result her “autonomy” was without direction and she was in the 

situation of working hard to complete work while being unsure whether it truly met the 

requirements. Some of the analysis in Chapter 7 provided a complement to that in Chapter 6.

Yvonne wished to adopt a critical approach but communication was blocked and the expected 

teacher–student relationship distorted to some degree. Yvonne attempted to develop her own  

views as described in Extract 7.4, 7.5.2, carefully distinguishing this approach in contrast to her  

Japanese background where the teacher’s view held priority. She realized the rationale of the 

interactive approach, as described by Dr Smith, where an opinion can be expressed whether it is 

right or wrong but has some value in being the student’s viewpoint.  

Yvonne’s sense of her own cultural difference in the role of student seemed to limit her  

approaches to the teachers. She was unable to express adequately her difficulties and relate to the 

teachers on a personal level, with some exceptions. The teacher established a role, this  

constrained her behavior and she could not move forward, she could not develop an effective 

communication which would give her direction in her preparation of her work. Despite her 

intention to pursue a more interactive style of learning, as she understood it, she seemed unable to 

transfer this intention to her relationship with teachers generally.  

Len was both dependent on the teachers and found them helpful but suffered from lack of interest  

in the course as presented. A possible reason for his difficulty was the failure to establish an 

effective concept and practice of autonomy, as required in the course. In his discussion on 

autonomy he linked this to the possession of “ability”, rather than perceiving it as a general 

motivational factor that would give him confidence to express his ideas. His difficulty with 

language, as he expressed it, was a factor which reinforced his “dependence” and perhaps made it 

difficult for him to aspire to the more interactive aspects of learning. 

Cheryl found some of her teachers “good”, others not so. However, she systematically utilized  

her links with the teachers and also with other students to establish what was required; thus she 

avoided the predicament of Yvonne of working on assignments while remaining unsure of the 

result. Cheryl described the principle of autonomy in terms understandable to herself with a clear  

sense of its difference to the East Asian view of relationships where this autonomy seems absent  

at the school and in the home. Daphne was more successful than the others in utilizing the  
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teachers, and also in linking their assistance with some autonomy in her academic work. Her 

approach was careful and strategic, in which she established in some detail what was required 

before putting it into practice. 

Despite the expressed value of autonomy it still seems that the teacher/student links are crucial  

for CHC students and that where they are absent this results in difficulties for the students. The 

difficulty occurs especially where the student is uncertain of the role of the teacher, but clearly 

needs assistance and for this assistance to be spelt out in some detail. Thus there seems present a 

form of cultural misunderstanding where two assessments of the teacher are opposed, the Eastern 

emphasizing dependence and understanding and the Western emphasizing the encouragement of 

autonomy but in a role that still relates to the student’s progress.  

9.4.5   Summary: Oral Interaction  

5. How do East Asian students relate to the oral learning situation where it is considered  

necessary to interact with other students in the learning context as a necessary step in the 

development of the students’ ideas? 

In the learning situation the act of expressing disagreement was seen as potentially dangerous by 

Len and Cheryl. The result was argument, which in Cheryl’s opinion, would never end. Len, 

however, advocated discussion in small groups but he seemed to emphasize consensus rather than 

disagreement. Cheryl stated that she was willing at times to present a view which could be  

designed to persuade another but she would not explicitly contradict the other person. Yvonne  

had opinions in tutorials, she stated, but seemed unable to express them, partly, it seems,  

because of her sense of atmosphere in which she was liable to cause feelings of embarrassment or 

feel them herself. In this aspect Yvonne seemed unable to present the “self” as required in the 

individualist society. Daphne’s approach to argument seemed related to her scientific background, 

thus the task of proving a theory with the relevant evidence could be perceived as “argument”: 

however, this may not have extended to an understanding of the disagreement of ideas. Thus in  
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general terms the role of intelligent disagreement in education, the juxtaposition of opposite 

opinions in fruitful interaction as expressed by Hegel* did not seem clear to the students.  

The views of the students offered support to studies indicating that oral interaction posed especial 

difficulty for CHC students, a difficulty which was partly related to cultural inhibitions as well as 

use of the L2 and was given some explanation in the literature (cf., Gudykunst et al., 1992; 

Gudykunst et al., 1996). In cultural terms some support was given to the role of high uncertainty 

avoidance or the avoidance of risk-taking in interaction with others where one’s presentation as  

an individual was liable to be seen in an unfavorable light by another. In Yvonne’s case this  

involved attracting attention on herself as an undesirable factor in relation to the conventions of  

the group. For Cheryl this involved the avoidance of anything lacking in dignity in relation to 

generalized “others”, but it was unclear whether culture or idiosyncratic factors constituted her 

main difficulty (cf., Feldman & Snyder, 1980). For Daphne the emphasis was on the role of the 

teacher which the student should not usurp by pretending to knowledge when the knowledge was 

still inadequate, and to Len, apart from what seemed natural reserve, there was a fear of showing 

less knowledge than he had in view of his difficulty in linguistic expression. Thus while in  

general terms the collectivist interpretation is applicable to a wide variety of societies the  

particular problems of self-identity and self-presentation need consideration in relation to students 

of CHC societies. 

Thus the students seemed to reflect a differing view of the self, where they might be perceived by 

others as undignified, pretending to knowledge that they did not possess, or presenting  

themselves in a situation where they would require correction by others. This was in a situation 

where the actions of others were unpredictable, relating to the teacher and other students. Thus  

the factors of avoiding what was unpredictable and of putting oneself in an unfavorable light in  

the perception of others were present as cultural factors which seemed to reflect those in their  

home societies.  

________________________________________________________________ 

*Georg W. F. Hegel (1770-1831), a German philosopher, is especially well-known for his dialectic of 
contradiction in which human progress is achieved through the unceasing resolution of contradictory 
opinions, a dialectic which has also has benefit in education in encouraging students to reflect on both sides 
of an issue and establishing a conclusion. 
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9.5   Conclusion 

In general terms the results both gave some support to the assumption that cultural factors played  

a significant role in the students’ progress to adaptation to the SS&H but that, in coming from a 

number of collectivist societies as defined, they showed this culture difference in individualistic 

ways. They showed both some intention and ability to establish a more interactive form of  

learning than has characterized Eastern societies in the past. However, factors at present marking  

Western learning, such as the role of the teacher and the uses of argumentation as a means of 

advancing individual understanding of learning concepts, did not seem always clear to them. The 

results hopefully contributed to a “rich” picture of East Asian difference. The variety of  

experience showed the danger of trying to establish comprehensive patterns of similarity and 

assuming that these have the status of rules. Clearly, the culture “effect” requires further 

investigation and some suggested outlines are provided in the final chapter. 
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10    SUMMARY AND CONCLUSIONS 

10.1 Summary of the Thesis 

The introduction (Chapter 1) presented a background for the need for the study, showing that 

despite the large number of studies of East Asian learning styles relatively few of these  

considered the encounter with the soft sciences, the social sciences and humanities. The  

Literature Review (Chapter 2) began with a consideration of general problems of East Asian 

students and then considered the “difference” posed by studies in the social sciences and 

humanities and the different approaches to learning in Eastern and Western countries as defined 

and the more recent Western views of learning involving interaction by the learner. Following  

this the Review examined some theories of East-West culture difference, the schooling system of 

East Asian states, factors of creativity, tolerance of ambiguity, Kolb's learning style inventory and 

the classification of East Asian students in language learning classes. The work of SAL (Student 

Approaches to Learning) researchers based on Marton and Saljo's phenomenological study was 

then considered where approaches to the learning task are classified as deep, surface or 

achievement-oriented, and applied to culture differences and written work: finally oral work and 

global and analytical styles of learning were considered. 

The methodology (Chapter 3) presented a rationale for use of the Miles and Huberman approach 

and some balance to its directional trend was provided by emphasis on accounts of the students in 

the phenomenological approach. Two broad but differing areas of theory were considered and their 

use for the research justified: firstly, the deep versus surface paradigm whereby the students' 

approaches to learning could be given some estimation, given that the deep approach was more  

likely to result in a critical attitude more suited for the SS&H; secondly broad cultural tendencies 

drawn mainly from Hofstede's theories that could provide some explanation for students' learning 

behavior in cultural terms. The concept of knowledge as a dynamic force, developed especially in 

recent Western educational theory, was also considered in relation to the learner's possible 

interactive or strictly utilitarian experience in learning. Both the SAL framework and the cultural 

theories were broadly used to provide a general but flexible framework for conduct of the  

research. 
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The research showed the individuality of the students as a significant factor in their learning 

approaches but the role of the cultural background still seems significant, even if one allows for  

the weakening of old traditions in their home countries. Both Yvonne and Daphne (Chapter 4)

gave some emphasis to conceptual understanding and the need for the individual to interpret  

rather than copy or simply apply the knowledge that is there. Len and Cheryl, while they 

understood the scope of knowledge in the modern world, interpreted it more in accordance with 

their own purposes, an instrumental view which has some affinity to the Chinese view of learning 

as being primarily “useful” and preferably linked to applications (Chan, 1999, Pratt et al., 1999). 

The interviews based on motivation showed the mixture of extrinsic and intrinsic motivation in  

the students (Chapter 5). Yvonne seemed to suffer from disappointment because she could not do 

justice to herself in the second language; Len, because his course apparently did not meet the 

particular criteria that he had established in Korea. Cheryl showed persistence despite her  

criticism of some of the learning material and her initially instrumental motivation was apparently 

reinforced by getting high marks, while Daphne showed versatility and persistence despite her 

initial disappointments and failures of understanding.  

Both Cheryl and Daphne followed a careful planning strategy in their written work which may  

have assisted them in gaining high marks at a later stage. Len, as he confessed, was weak in 

planning while Yvonne followed a plan in expressing her ideas which apparently neglected 

“critical analysis” and did not meet the expectations of her teachers (Chapter 6). All the students 

seemed to develop some understanding of the “Western” academic teacher’s role and the need to 

develop autonomy but with the exception of Len, all gave some criticism of the unhelpfulness or 

apparently inconsistent marking policies of the teachers (Chapter 7). The students all described 

considerable difficulty in partaking in tutorial discussions and presenting their own opinions. In 

addition to shyness and language difficulties cultural factors relating to their image as presented  

to others seemed to play a significant part in their difficulty (Chapter 8). 

In Chapter 9 the results of the data analysis were summarized, including both a profile of each 

student in which motivation and learning experience were linked and an attempt to link the results 

of the analysis more closely to the research question. The results of Entwistle and Ramsden's 

quantitative survey were briefly summarized, with some support for the students' preference for the 

deep approach. The final chapter (10) gave a summary, described the limitations of the 
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research and outlined directions for future research and further consideration of the implications  

of the study in relation to the needs of CHC students.  

It remains true, however, that CHC students are often able to devote themselves single-mindedly  

to study in the absence of other distractions or preoccupations while in Australia, something  

which is often difficult for Australian students with their family ties and social obligations and  

very commonly, their need to work in part-time jobs (cf., Ramburuth & McCormick, 2001,  

p.346).

10.2    Limitations of the Study 

             A major limitation of the research relates to the use of the case study to describe cultural  

differences. To a large degree, the study relies on the interpretations of the students themselves, 

what they perceive as “cultural” influence and the adjustments they find necessary. The danger is 

that “culture” will offered as a suitable interpretation for all their difficulties, by themselves or by 

the researcher, when other factors relating to expected learning difficulties occur for all students, 

and personal characteristics, such as the ability to relate to others, react on students' behavior. In a 

limited study such as the present one it has not been possible to analyse in depth the non-cultural 

influences as perceived by the students. Also the research, despite efforts to maintain impartiality, 

may carry the cultural assumption that memorization is generally a “bad thing”, despite the 

explanations given by SAL researchers in the Literature Review relating to its effective practice  

by some East Asian students. The research is necessarily limited by its failure to investigate this 

and other factors such as “interest” and “intrinsic” motivation which may carry somewhat  

differing meanings in another culture. However, the researcher has tried to avoid, where possible, 

value judgments and to emphasize students’ opinion on specific issues of importance to them. It 

may be the case that he has at times unwittingly inserted his own values and outlined an 

interpretation which may fail to reveal the complexity of the cultural interaction. For this reason  

and others relating to the implications of the research it is necessary to follow through with more 

detailed studies of the cultural difference marked by more finely-tuned use of the students’ own 

explanations. 

Due to the need to focus, the research could only give cursory consideration to factors of  

language and discourse skills relating to another culture (2.2.6). Clearly linguistic weakness has a  
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clear causative role in contributing to feelings of uncertainty, weakening confidence and 

contributing to a sense of “do just as they tell you”. The discourse factor is likely to play some  

role in the students’ difficulty in producing written work to meet the requirements of the  

university, given the influence of Eastern styles of writing where the writer is less likely to 

introduce personal opinion and a conclusion is not necessarily supplied (cf., Kaplan, 1966,  

Ballard, 1982). Given these areas of uncertainty it is still the hope of the researcher that the  

cultural factors remain pertinent and are worthy of further investigation in their own right. Some 

works relating to factors of second language use and cultural use of discourse styles are cited in  

the Literature Review (2.2.6).

10.3  Significance of the Study

The significance of the study lies broadly in its capacity to reaffirm or resurrect the factor of 

cultural influences in the adaptation of CHC students at Australian universities. As the study 

showed, the cultural factors can be applied directly to behaviors and can provide some  

explanatory force, though requiring refinement in further studies. Thus a truer understanding of 

CHC behaviors seems linked to a consideration of roles of the self and others in CHC societies  

and how the students interpret and react to these influences when they are called on to study in 

Australia. It seems by developing this understanding one can also achieve a fuller understanding  

of one’s own culture and therefore of some of the difficulties which East Asian students have in 

surmounting these factors. In practice, the students in their home countries have been influenced  

by Western culture, in particular by the U.S. mass media, but although this has exercised some 

effect, the relevant literature indicates that the Asian “difference” remains (cf., Tama & Lee, 2002, 

on traditions in Korea and Japan; Lee, 2004, on maintenance of traditional culture in Taiwan). By 

attaining a deeper understanding of such Asian interpretations of creativity, autonomy and 

viewpoint one can establish understandings which can be used to facilitate the adaptation. As the 

study showed, there is a need for sympathy, given the misinterpretation which a term such as 

“hierarchy” is likely to have in the Australian egalitarian context, given also the collective nature  

of the students’ home societies where non-verbal expressions play a greater role than is the case, 

generally, in a society classified as individualist such as Australia. 
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Certain factors of significance are summarized below. 

The role of knowledge: in practice only one student really expressed the theme of knowledge as 

acting on the self (Yvonne) and two students (Len and Cheryl) seemed limited to the “applying” 

feature of knowledge. Possibly the Western views of knowledge as empowering, acting on the 

individual and in a sense recreating the person, could be explained more clearly to CHC students, 

and with a new evaluation the students can be brought to understand the Western view of 

knowledge and its use of argumentation and diversity of opinion in the search for enlightenment.  

The role of the teacher: there is a clear need for a balanced approach and juxtaposition of two  

roles by the teacher, one where autonomy is encouraged and students not “spoonfed” and one  

where necessary help and some personal “interaction” are provided for the CHC student when 

required. Utilization of the teacher seemed to provide some explanation of the success of two of  

the students (Cheryl and Daphne) and failure to achieve this seemed to act negatively on the  

efforts of another (Yvonne). In addition to clarifying requirements in the courses the teacher may 

play a significant role in helping the CHC student develop effective strategies of reflection and  

idea formation. 

Oral interaction: the data indicated strong cultural inhibitions by all the students relating to CHC 

participation in this at a class level, a difficulty which has some support in the literature 

(Samuelowicz, 1987; Mullins, Quintrell & Hancock, 1995; Meggitt et al, 1995; Choi, 1997). Here, 

the need is for the students to be acquainted with the role of opinion forming as expressed in 

Western learning with some encouragement for them to express views without censure of these 

views, as Ms Lisana, one of the teachers cited in this study, stated (7.5.4). Bailin Song (1995)  

writes of the need both to explain to East Asian students the value of discussion as a means of 

learning and also the value of one’s own opinion. Thus the students can be led to understand that,  

in the social sciences and humanities, there is no final view of truth. In general terms the students 

are preferably directed into a learning environment where they are valued as individuals and can 

take part in the learning process. 
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10.4   Implications for Further Research 

Given the constraints of the research only a limited and generalized recognition and description of 

cultural differences in relation to learning were given. These differences require consideration in 

more depth, such as the ramifications of a rich term such as “collective”. Some consideration of 

cultural difference also needs to include factors of changing lifestyles and greater affluence in  

CHC societies (Chung, 2000). The education systems of CHC societies, briefly considered in the 

Literature Review, require investigation as transmitters of cultural values. Do the systems  

produce a certain type of learner different from the “Western” or the Australian learner? Some 

studies on this issue could consider the role of the teacher in relation to the different ways that the 

role of the teacher is interpreted. In the Australian context one could consider whether this 

“difference” has really contributed to a context of misunderstanding where the teaching staff are 

unable to focus on the particular needs of the East Asian learner and in this context the East Asian 

learner feels unable to establish a true perception of what “adaptation” is required. Given the 

context of misunderstanding certain positive actions are clearly necessary to remedy this factor.  

The research has also dealt relatively briefly with issues of global and analytical learning 

approaches. There is clear need to evaluate these factors in relation to the learning styles  

inculcated in CHC societies and encourage CHC students to link global and analytical strategies 

effectively as a necessary approach to work in the SS&H. Ideally, where unifying and  

imaginative concepts can be linked to a sound analysis of the learning material, some scope can  

be given for presentation of CHC students’ viewpoints in their written work in the social sciences 

and humanities areas. In general terms the research has indicated that with suitable  

encouragement the students are capable of achieving a very remarkable demonstration of 

adaptation. 
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APPENDIX A

QUANTITATIVE RESPONSES TO ENTWISTLE AND RAMSDEN’S              
QUESTIONNAIRE: SUMMARY OF SIGNIFICANT RESPONSES 

Contents 

AA1: Introduction 
AA2: Relationship of Questionnaire to Research
AA3: Interpreting the Responses in the Questionnaire 
AA4: Structure of the Questionnaire 
AA5: Analysis of Students’ Responses 
AA6: Yvonne’s Second Questionnaire 
AA7: Conclusion 

AA:1  Introduction 

This appendix gives a summary of the responses of the four students in the study to the  
statements in the Entwistle and Ramsden questionnaire (Entwistle & Ramsden, 1983). The aim of 
the questionnaire is to provide a general picture of the students’ learning style in relation to  
learning approaches, learning motivation and related affective factors, competitiveness, 
organization of study time and global and analytical orientations to problem solving. Some of the 
statements are nearly identical with others in the questionnaire and some have slight variations in 
emphasis not considered significant for the study and are therefore omitted. Others introduce 
factors that can be subsumed in more general statements, e.g. DS2 concerning the tendency to 
procrastinate in study periods can be linked to the more general statement on organizing study  
time, and these are also omitted. Emphasis is given to those statements that seem focal in relation  
to the aims of the study.  

In the case of one student, Yvonne, two questionnaires were completed (see 3.3.4), one  
expressing her present orientations, the other expressing her lack of motivation at an earlier  
period when she was a student in Japan and had just finished school. The difference in the 
responses is considered here. As the earlier questionnaire had nothing substantial to add to the 
research,apart from the difference summarized here, its results have not been tabled. 

AA:2 Relationship of Questionnaire to the Research 

As explained in the previous section, the Likert Scale responses of the students are not summed, 
compared and used for purposes of comparison in the research but rather, with some selection,  
used to provide some support for the overall aims of the research by indicating general trends and 
also to provide some guidance to the students who completed it in relation to the goals of the 
research. The full statements and responses are all shown in Appendix B.  General weaknesses  
of the quantitative response are: (1) it simplifies in relation to frequently complex concepts; (2) 
some responses may represent assessments at the time of filling in the questionnaire which the 
student may wish to change or modify on reflection: (3) some statements may call for some 
self-analysis, which may be difficult to establish over the cultural barrier. For these reasons the 
results of the Entwistle and Ramsden questionnaire are considered with caution in this research, 
and are linked, where possible, with the views of the students obtained in the interviews. 
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AA3: Interpreting the Responses in the Questionnaire 

The Likert Scale provides for both strong and qualified assent or dissent, as well as allowing for 
indecision or perceived irrelevance in use of the indeterminate or undecided answer. The  
responses will be described as unqualified assent, i.e. strong agreement, qualified assent, or 
agreement with reservations, etc.). It is assumed, therefore, that the assents and dissents provide 
some clue to the subject’s stance or self-assessment, though requiring confirmation in the 
interviews, given that the indeterminate or undecided response is available as an alternative. This 
response, however, may also represent inability to interpret the statement over the cultural barrier. 
Some effort was made to explain the contents and rationale of the questionnaire before presenting  
it to the students. 

Although qualified responses were general, the students all made some use of unqualified 
responses of assent or dissent. In the case of Cheryl this was represented by only one unqualified 
assent. Attention is given to some of the unqualified responses, as indicative of depth of feeling, 
unequivocal choice, or dominating intention or motive. It is notable that all the students except 
Cheryl gave an unqualified assent to the statements on the preference for clear directions and 
well-structured courses (SB1 and SB2) and Cheryl gave a qualified assent. These responses may 
reflect the students’ need for especial clarity in instructions and well-marked paths in the L2 
learning context.  

AA4: Structure of Questionnaire 

As described in the Methodology the questionnaire makes use of four broad organizing concepts 
relating to learning styles and orientations. To recapitulate briefly, these are (a) the Meaning 
Orientation linked to the intention to understand the writer’s message, (b) the Reproducing 
Orientation linked to the intention to rote-memorize the learning material for purposes of later 
reproduction, (c) the Achieving Orientation linked to the intention to maximize one’s results by 
strict adherence to course requirements, (d) the orientation to global strategies linked to 
imagination and broad organizing principles and (e) the orientation to analytical strategies linked  
to logical ordering of discrete learning units (Entwistle & Ramsden 1983, pp.35-55). 

AA5:    Analysis of students’ responses 

Less than half the statements, generally regarded as focal or significant in relation to some feature 
of the research, are considered in the following section, using the subheadings provided in the 
questionnaire (which were not revealed to the subjects). The students were specially asked to 
provide some explanation of their responses in the first or second interviews (Yvonne:  
23.11.2002/ Len: 3.12.2002/ Cheryl: 23.11.2002/ Daphne: 20.4.2003). 

Deep Approach: intention to understand learning material 

DA1: I generally put a lot of effort into trying to understand things which initially seem difficult. 

All the students give a qualified assent to this statement. This clearly typifies the motivation of 
overseas students who are not usually concerned with making a minimal effort or are not likely to 
be easily discouraged by temporary difficulties, given their long-term motivation. The statement 
draws on motivation with the readiness to face difficulty and which has a cultural background of 
long-term expectations where the difficulty is considered temporary, in which individual setbacks 
are accepted in the pursuit of long-time aims (see Chinese Culture Connection, 1987).  
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Deep Approach: use of questioning while reading/studying 

DA2: I often find myself questioning things that I hear in lectures or read in books 

The use of questioning during reading helps the student adopt an interactive critical approach. 
While the other students give a qualified assent Daphne gives a qualified dissent. She explains  
this by reference to (1) her unfamiliarity with the subject material and (2) her reading strategy 
which involves a careful exploration or exploratory reading of the material before she feels  
capable of forming and using question. The “questions” used by Len and Yvonne are explained  
by them as those that are supplied by the course teacher, not their own.  

Relating Ideas: perceiving relationships across subject areas 

RI 1: I try to relate ideas in one subject to those in others, whenever possible. 

Relating ideas are defined by Entwistle and Ramsden as “developing linkages between the new 
idea and previous knowledge and experience (1983, p.58). Len gives an unqualified assent,  
Cheryl and Daphne give a qualified assent, while Yvonne gives a qualified dissent. Len’s  
response seems explained by his long-term view of his subject area, environmental education,
which in his perspective was to act as a general influence on people to arouse their environmental 
awareness. Yvonne indicates that her failure to “relate” is due to the language difficulty and not  
her normal practice.   

Relating Ideas: use of personal experience and knowledge of matching situations  

RI 2: In trying to understand new ideas, I often try to relate them to real life situations, to which 
they might apply. 

As with relating ideas across subjects this statement represents use of elaboration with the deep 
approach. In contrast to her qualified dissent to RI 1, Yvonne here a qualified assent. In the 
interview she speaks of her tendency to use past experience (23.11.2002). In contrast to their 
qualified assent to RI 1 Len and Daphne here give a unqualified assent. In the case of Len this  
may express his preference for theory that is closely linked to practice (4.3.5). Cheryl gives a 
qualified assent.

Use of Evidence: critical approach to reading 

UE4: When I am reading an article or research report I generally examine the evidence carefully  
to decide whether the conclusion is justified. 

The examination of evidence as used by the writer to support his conclusions represents a critical 
approach and how well the writer manages to advance his case and is a necessary part of the deep 
approach (Entwistle & Ramsden, 1983, p.16). Daphne gives an unqualified assent, Yvonne gives 
an unqualified dissent, while Len and Cheryl give a qualified assent. Daphne explains her  
scientific background as predisposing her to think in terms of evidence, while Yvonne’s  
difficulties with the critical approach is explained in 6.5.3. It is significant that Daphne gives four 
assents to the statements on use of evidence which may reflect her background in the sciences. 
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Intrinsic Motivation: urge to study in relation to personal interest 

IM1: My main reason for being here is so that I can learn more about the subjects which really 
interest me.

Len gives an unqualified assent, which is clearly linked to his long-term interest in the  
environment, while the other students give an unqualified assent. Daphne originally had no  
interest in her subject area which was chosen for her by her employing body in Taiwan, but as she 
explains, she subsequently developed interest (see section 5.2 which also discusses the  
complexity of the subjects’ motivation).

Intrinsic Motivation: use of “spare time” for extra study 

IM3: I spend a good deal of my spare time in finding out more about interesting topics, which  
have been discussed in classes 

This statement has a qualified assent from Cheryl, perhaps representing her personal interest in 
teaching, a moderate dissent from Len and indeterminate answers from the others. Len explains  
he has no “spare time” as does Yvonne while Daphne explains her use of spare time as linked to   
an organized routine. The concept of “spare time” may be problematic for CHC students, given  
the pressure of study and the need for acquiring the necessary searching skills. 

Surface Approach: perceived need to use rote  memorization in acquiring knowledge 

SA2: I find I have to concentrate on memorizing a good deal of what we have to learn. 

Yvonne gives a strong assent here, despite her general rejection of rote memorization as an 
effective learning strategy in the interviews. Len gives a qualified dissent, which accords with his 
views for his particular subject, which emphasizes reflection rather then memorization, while the 
other students give moderate assents. Despite their attempts to understand the material as shown  
in responses to DA1 etc., the students seem obliged to use some memorization as aid to 
understanding, partly at least due to the L2.  

Surface Approach: linked to failure to reflect on  learning material 

SA5: I usually don’t have time to think about the implications of what I have read. 

Daphne gives a strong dissent to this statement on an unhelpful learning approach while Len and 
Yvonne give a moderate assent and Cheryl is undecided. Len and Yvonne relate their difficulties  
in using reflection to the L2 while Daphne describes her reading approach as combining  
reflection and memorization. 

Syllabus-Bound: preference for clear course  outlines 

SB1: I like to be told precisely what to do in essays or other assignments. 

Here all the students give a strong assent with the exception of Cheryl, who gives a moderate  
assent. These responses reinforce the preference of CHC students for clear directions when 
working in another language in a different cultural milieu. 

Syllabus-Bound: preference for well-structured courses 



241

SB2: I prefer courses to be clearly structured and highly organized.  

As with clear directions the students show a preference for structured courses and give identical 
responses. This “structure” does not mean that they do not use their own ideas, as the interview  
data indicate.  

Fear of Failure: relating to the learner’s affective state or feelings during study 

FF1: The continual pressure of work assignments, deadlines and competition often makes me  
tense and depressed. 

Here Yvonne gives a strong assent which may reflect a stage in her struggle to maintain her 
motivation. Len and Daphne have also had some difficulties which seem indicated in their  
qualified assent. Cheryl, however, rejects it (qualified dissent), possibly reflecting her more 
equitable temperament.  

Fear of Failure: dread of speaking in front of other students 

FF3: Having to speak in tutorials is quite an ordeal for me. 

The linking of this statement to Fear of Failure may be misleading as some students would find it 
difficult to speak in front of others, irrespective of their hopes for success, their difficulty being  
an effect of personality. It can also be related to cultural mores: the assumption that the individual 
student is not qualified to offer his/her own views on learning becauserepresents a fixed body of 
knowledge (Maley, 1983; Paine, 1990).

Extrinsic Motivation: urge to study in relation to career plans 

EM1: I chose my present courses mainly to give me a chance of a really good job afterward. 

The responses can be linked and compared to those for IM1. Daphne gives a strong dissent,  
because, as she states, she already has a good job. The other students give a qualified assent 
although, as Len and Yvonne state in the interviews, the motivation of getting a particular or good 
job was not foremost in their minds in their selection of the courses. These aspects are discussed  
in chapter 5.

Strategic Approach: use of cues 

ST1: Lecturers sometimes give indications of what is likely to come up in exams, so I look out for 
what may be hints. 

Yvonne gives a strong assent, and explains this by her sense of the value of cues for international 
students. Len and Daphne give a moderate assent while Cheryl is undecided. The utilization of 
“cues” can be useful in other forms of academic work besides exams such as preparation for  
essays. 

Strategic Approach: discovering and meeting lecturers’ preferences 

ST2: When I’m doing a piece of work, I try to bear in mind exactly what that particular lecturer 
seems to want. 
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Daphne gives a strong assent, which seems to reinforce the impression of her reliance on the 
lecturer (see also her response to IP4). Len and Cheryl give a moderate assent while Yvonne is 
undecided. Yvonne seems to have more difficulty in following and maintaining links with her 
lecturers, compared to the other students, which may explain her indeterminate response here. 

Disorganized Study Methods: failure to manage one’s study time  

DS1: I find it difficult to organize my study time effectively. 

Failure to organize one’s time effectively may not only be due to lack of a strategic conception of 
one’s work but also reflect personality, or be an unfortunate concomitant of having too much  
work to do. Len gives an unqualified assent, Yvonne gives a qualified assent, Cheryl gives a 
qualified dissent while Daphne gives an unqualified dissent. It seems clear from the interviews  
that the students’ difficulties relate to both organization of their work, i.e. what is emphasized in  
the courses, and pressure of work impinging on their organization where this is liable to affect the 
study routine.   

Negative Attitudes to Studying: general evaluation of one’s study program 

NA1: Often I find myself wondering whether the work that I am doing here is really worthwhile. 

Daphne gives a qualified assent, Len and Cheryl give a qualified dissent, while Yvonne is 
undecided. Daphne’s response seems puzzling in view of the strength of her personal motivation  
as described in the interviews but may reflect ambiguous feelings in following the choice of her 
employing body. The responses to this statement, relating to possibly temporary misgivings or 
long-term doubts about the utility of the study, need to be seen in relation to the students’ morale 
which seems to fluctuate for all the students with the exception of Cheryl as shown in Chapter 5.

Negative Attitudes to Studying: significance of getting good exam results 

NA4: I certainly want to pass the next set of exams, but it doesn’t really matter to me if I only just 
scrape through. 

This statement has to be interpreted in the context of the need of CHC students to pass in all the 
courses: a simple pass in all courses is preferable to gaining a high distinction in one and failure  
in another which would mean withdrawal or a repeat. All the students give a moderate assent 
except Daphne who gives a strong dissent which may reflect her motivation to gain high marks.  
As the interviews show, the students all indicate at some stage a motivation for gaining high  
marks and readiness to apply the necessary effort. 

Achievement Motivation: general importance of high marks for the students 

AM2: It is important for me to do really well in the courses here. 

This statement has a strong assent from Len and Yvonne, a qualified assent from Daphne and an 
indeterminate response from Cheryl. To appreciate the significance of the statement (which is 
couched in general terms) it is necessary to relate it to the following where the issue of “doing  
well” is linked with competition with others, i.e., the statement really asks, is it important for 
yourself to gain really high marks without specifically considering competition with other  
students. 
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Achievement Motivation: gaining high marks while competing with other students 

AM3: It is important for me to do things better than my friends. 

This statement has a qualified dissent from Len, Yvonne and Cheryl and a qualified assent from 
Daphne. With Daphne the factor of competing with others may have some relation to her strong 
achievement motivation shown in Chapter 5. The distinction between motivation in regard to  
one’s own goals, the wish to master the material as an integral part of the learning process and 
ego-related motivation are discussed in by Pintrich et al (1993).  

Comprehension Learning: speculation and use of personal imagination 

CL1: Ideas in books often set me off on long chains of thought of my own, only tenuously related to 
what I was reading. 

Some of the statements on Comprehension Learning can be criticized for what seems undue 
emphasis on creativity, (cf., CL1 above) whereas organization and assessment play a role in  
Pask’s global concept (1988, Perkins, 1990). However, the students’ responses to some of the 
sixteen statements relating to Pask’s interpretation of learning style and related “pathologies” or 
learning deficiencies provide some picture of their global and analytical orientations. 

CL1: Ideas in books often set me on long chains of thought  of my own, only tenuously related to 
what I was reading. 

The students give either a qualified dissent (Len and Cheryl) or indeterminate response (Yvonne 
and Daphne) to this statement (CL1) which may, however, have suggested to them untrammelled 
imagination which would in their view probably be unrelated to learning. 

Comprehension Learning: reflecting on one’s ideas while studying 

CL3: I like to play around with ideas of my own even if they don’t get me very far. 

For this statement Len, Yvonne and Cheryl give a qualified assent, suggesting use of their ideas  
as distinct from those in the book, while Daphne gives a qualified dissent. These responses need  
to be considered in relation to the students’ general use of the teachers’ directions as indicated in 
sections 6 and 7. Daphne, despite her dissent, does show a capacity to use her own ideas after 
reflection as shown in the transcripts.  

Globetrotting: sound general knowledge contrasting with weak knowledge of details 

GT1: Although I have a fairly good general idea of many things, my knowledge of the details is 
rather weak. 

Len and Yvonne give each a strong assent, Cheryl gives a qualified negative, while Daphne gives  
a qualified assent. Len and Yvonne’s holistic orientation with a tendency to “globetrotting are 
described in the sections on Pask’s categories in 6.5.1. Daphne’s response seems untypical in  
view of her science background and her responses elsewhere on the use of evidence. It may be a 
reflection of her difficulties of adaptation from a strictly science field to the SS&H with its 
emphasis on theories that are provisional (cf., Moses, 1990). 
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Globetrotting: forming premature conclusions without sufficient evidence

GT4: I seem to be a bit too ready to jump to conclusions without waiting for all the evidence 

Apart from being a converse statement there does not seem a great deal of difference between this 
statement and that for UE2: I am usually cautious in drawing conclusions unless they are well 
supported by evidence. However the first statement speaks of “all the evidence”, while the second 
implies “sufficient” evidence, i.e., it is based on the student’s own assessment of sufficiency. All 
the students except Cheryl give a qualified assent to GT4, which seems to contradict their earlier 
responses to UE2. It may be that in UE2 the students are considering their intentions whereas in 
GT4 it is their practice, showing the effects of schooling in CHC countries with its emphasis on  
one authoritative answer to be given without delay. However, the students’ use of evidence need  
to be considered in their explanations provided in the interviews.  

Operation Learning: working systematically from discrete parts without broad picture 

OL1:  I generally prefer to tackle each part of a topic or problem in order, working out one part  
at a time. 

Here Len and Yvonne give a qualified dissent, Cheryl gives an indeterminate response while 
Daphne gives a qualified assent. These responses, bearing in mind the limitations of the 
quantitative response spoken of earlier, support Len and Yvonne’s predominantly global 
orientation, while Daphne tends to the analytical and Cheryl perhaps has elements of both. 

Improvidence:  inability to use big picture 

IP 1: Although I generally remember facts and details, I find it difficult to fit them together into 
an overall picture. 

In their responses here Yvonne, Len and Cheryl reject the pathology, neglect of the big picture, in 
giving each a qualified dissent that reinforces the impression of a global orientation. Daphne 
accepts the pathology (qualified assent) that belongs to the analytical orientation (see also
Chapter 6, 6.3). 

AA6: Yvonne’s Second Questionnaire 

The same questionnaire is used by Yvonne to describe her own responses when she had studied at 
college in Japan some fifteen years previously. In the Japan-based questionnaire Yvonne’s 
response is radically different for DA1 relating to the Deep Approach (see above), indicating her 
disinterest in the course and lack of motivation (as explained to the interviewer). However, the 
most striking differences seem to relate to motivation, in the Japan-based questionnaire interest or 
commitment of any kind is rejected. In her later (Australian-based) questionnaire she is more  
ready to plan and establish a context for her work (e.g., her responses to RI 3 differ markedly) but  
in the Australian experience she also suffered from tenseness (FF1) and problems speaking in 
tutorials (FF3). The responses are not included here. 

AA7: Conclusion 

The students’ clearly expressed preferences for a deep or understanding approach are  
demonstrated in their responses but because of the circumstances of study they may find that 
memorization is necessary as a significant strategy. They all prefer, quite markedly, precise 
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instructions and organized work modules, which can be partly related both to the style of  
education in their home countries and their need for extra reassurance in a new study environment 
where the directions may not appear as explicit as they do to native English speakers. With one 
exception they have suffered from tensions which have impinged on their organization of work  
and possibly affected the quality of their work. Some indication of a predominantly global 
orientation is given for Yvonne and Len, an analytic orientation for Daphne, and some capacity  
for both with Cheryl. These factors, like others in the questionnaire, require further exploration in 
the qualitative interview material. 
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APPENDIX B

QUANTITATIVE RESPONSES TO ENTWISTLE AND RAMSDEN QUESTIONNAIRE: FULL 
QUESTIONNAIRE 

-

ENTWISTLE’S REVISED QUESTIONNAIRE, from Understanding Student Learning, (1983), N 
Entwistle & P Ramsden: London: Croom Helm: pp.228-233 

ITEMS CONTAINED IN THE FINAL RESEARCH VERSION OF THE APPROACHES TO 
STUDYING INVENTORY 

Marking Scheme: (1): I strongly agree   (2): I agree with reservations/partly   (3)  I am not sure or it does 
not apply to me  (4)   I disagree with reservations/partly     (5)  I strongly disagree 

Tick the number which you feel is most applicable to the statement preceding it in regard to your own 
learning style or approach.  Do not tick (3) until you have considered carefully the other choices. 
(L = Len, Y = Yvonne, C = Cheryl, D = Daphne) 

Meaning Orientation

Deep Approach

DA1:  I generally put a lot of effort into trying to understand things which initially seem difficult (0.38) 
(1)----- -(2) - - (3)  -- - -(4) - - - (5) - - - 
*L – 2, Y – 2, C – 2, D - 2 
DA2: I often find myself questioning things that I hear in lectures or read in books (0.30) 
  (1) ---- -(2) - - - (3)  -- - (4) - -   (5) - - - - 
*L – 2, Y – 2, C – 2, D - 4 
DA3: I usually set out to understand thoroughly the meaning of what I am asked to read (0.37) 
(1)----- -(2) - - - -(3)  -- - (4) - - (5) - - - - 
*L – 2, Y – 1, C – 2, D - 1 
DA4: When I’m tackling a new topic, I often ask myself questions about it, which the new information 
should answer (0.33) 
  (1) ----- -(2) - - (3)  -- -  (4) - -   (5) - - - - 
*L – 1, Y – 2, C – 2, D - 4 

Relating Ideas

RI1: I try to relate ideas in one subject to those in others, whenever possible (0.31) 
(1)----- -(2) - - - - -(3)  -- - - - - (4) - - -   (5) - - - - 
*L – 1, Y – 4, C – 2, D - 2 
RI2: In trying to understand new ideas, I often try to relate them to real life situations, to which they might 
apply (0.24) 
*L – 2, Y – 2, C – 2, D - 1 
(1)----- -(2) - - - - -(3)  -- - - - - (4) - - -  (5) - - - - 

RI3: I need to read around a subject pretty widely before I’m ready to put my ideas down on paper (0.20) 
(1) ----- -(2) - - - - -(3)  -- - - - - (4) - - -   (5) - - - - 

*L – 1, Y – 1, C – 3, D - 1 
RI4: I find it helpful to ‘map out’ a new topic for myself by seeing how the ideas fit together (0.30) 
 (1)----- -(2) - - - - -(3)  -- - - (4) - - - -(5) - - - 

*L – 4, Y – 3, C – 2, D  - 1 

Use of Evidence
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UE1: in reporting practical work, I like to work out several alternative ways of interpreting the findings 
(0.23) 
(1)--- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 2, D - 2 
UE2: I am usually cautious in drawing conclusions unless they are well supported by evidence (0.13) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 2, C – 2, D - 1 
UE3: Puzzles or problems fascinate me, particularly where you have to work through the material to reach 
a logical conclusion (0.19) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 2, D - 2 
UE4: When I am reading an article or research report I generally examine the evidence carefully to decide 
whether the conclusion is justified (0.27) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 2, Y – 5, C – 2,  D - 1 

Intrinsic Motivation

IM1: My main reason for being here is so that I can learn more about the subjects which really interest me 
(0.49)  
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 2, C – 2, D - 2 
IM2: I find that studying academic topics can often be really exciting and gripping (0.55)  
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 2, D - 2 
IM3: I spend a good deal of my spare time in finding out more about interesting topics, which have been 
discussed in classes (0.44) 
(1)----- -(2) - - - - -(3)  -- -- (4) - - - -   
(5) - - - - 
*L – 4, Y – 3, C – 2, D - 3 
 IM4: I find academic topics so interesting, I should like to continue with them after I finish this course 
(0.56) 
(1)----- -(2) - - - - -(3)  -- -- (4) - - - -  (5) - - - - 
*L – 1, Y – 2, C – 2, D - 2 

Reproducing Orientation

 Surface Approach

SA1: Lecturers seem to delight in making the simple truth unnecessarily complicated (0.21) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L -= 2, Y – 3, C – 2, D - 4 
SA2: I find I have to concentrate on memorizing a good deal of what we have to learn (0.32) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 1, C – 2, D - 2 
SA3: When I’m reading I try to memorize important facts which may come in useful later (0.13) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 1, RC– 2, D - 2 
SA4: The best way for me to understand what technical terms mean is to remember the text-book 
definitions (0.24) 
(1)----- -(2) - - - - -(3)  -- - - (4) - -  
(5) - - - - 
*L – 2, Y – 2, C – 3, D - 1 
SA5: I usually don’t have time to think about the implications of what I have read (0.28) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  
(5) - - - -*L – 2, Y – 2, C – 3, D - 5 
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SA6: Often I find I have read things without having a chance to really understand them (0.32) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 4, D - 2 

 Syllabus-Boundness

SB1: I like to be told precisely what to do in essays or other assignments (0.38) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 2, D - 1 
SB2: I prefer courses to be clearly structured and highly organised (0.33) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 2, D - 1 
SB3: I tend to read very little beyond what is required for completing assignments (0.27) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 1, C – 4, D - 3 

Fear of Failure

FF1: The continual pressure of work assignments, deadlines and competition often makes me tense and 
depressed (0.30) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 4, D - 2 
FF2: A poor first answer in an exam makes me panic (0.30) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 4, D - 3 
FF3: Having to speak in tutorials is quite an ordeal for me (0.22) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 4, D - 1 

Extrinsic  Motivation

EM1: I chose my present courses mainly to give me a chance of a really good job  afterwards (0.63) 
(1)----- -(2) - - - - -(3)  -- - -(4) - - - -(5)- - - - -  
*L – 4, Y – 2, C – 2, D - 5 

EM2: My main reason for being here is that it will help me to get a better job (0.67) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 2, D - 5 

EM3: I generally choose courses more from the way they fit in with my career plans than from my own 
interests (0.58) (1) ----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 3, D – 5 

EM4: I suppose I am more interested in the qualifications that I will get than in the courses that I’m taking 
(0.46) 
(1)----- -(2) - - - - -(3)  -- - -(4) - - - -  (5) - - - - 

*L – 4, Y – 4, C – 4, D - 2 
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Achieving Orientation

Strategic Approach

ST1: Lecturers sometimes give indications of what is likely to come up in exams, so I look out for what 
may be hints (0.16) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 3, D - 2 
ST2: When I’m doing a piece of work, I try to bear in mind exactly what that particular lecturer seems to 
want (0.16) 
(1)----- -(2) - - - - -(3)  -- - - (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 2, D - 1 
ST3: If conditions are not right for me to study, I generally manage to do something to change them (0.18) 
(1)---- -(2) - - - - -(3)  -- -- (4) - - - -  (5) - - - - 
*L – 2, Y – 1, C – 2, D - 1 
ST4: One way or another, I manage to get hold of the books that I need for studying (0.16) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 2, C – 2, D - 2 

Disorganised Study Methods

DS1: I find it difficult to organise my study time effectively (0.52) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 2, C – 4, D - 5 
DS2: My habit of putting off work leaves me with far too much to do at the end of term (0.50) 
(1)----- -(2) - - - - -(3)  -- - -(4) - - - -  (5) - - - - 
*L – 2, Y – 4, C – 4, D - 3 
DS3: Distractions make it difficult for me to do much effective work in the evenings (0.46) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 2, C – 4, D - 5 
DS4: I’m rather slow at starting work in the evenings (0.52) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 2, C – 4, D - 3 

Negative Attitudes to Studying

NA1: Often I find myself wondering whether the work that I am doing here is really worthwhile (0.44) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 3, C – 4, D - 2 
NA2: Continuing my education was something which happened to me, rather than something that I really 
wanted for myself (0.37) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 5, Y – 5, R – 4, D - 5 
NA3: When I look back, I sometimes wonder why I ever decided to come here (0.48) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 5, D - 4 
NA4: I certainly want to pass the next set of exams, but it doesn’t really matter to me if I only just scrape 
through (0.25) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 2, C – 2, D - 5 

Achievement Motivation

AM1: I enjoy competition: I find it stimulating (0.43) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 4, Y – 5, C – 2, D - 4 
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AM2: It is important for me to do really well in the courses here (0.32) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 3, D - 2 
AM3: It is important for me to do things better than my friends (0.48) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 4, D - 2 
AM4: I hate admitting defeat, even in trivial matters (0.25) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 5, Y – 4, C – 4, D - 2 

Styles and Pathologies of Learning

Comprehension Learning

CL1: Ideas in books often set me off on long chains of thought of my own, only tenuously related to what I 
was reading (0.45) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 3, C – 4, D - 3 
CL2: In trying to understand a puzzling idea, I let my imagination wander freely to begin with, even if I 
don’t seem to be much nearer a solution (0.39) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 2, C – 3, D - 2 
CL3: I like to play around with ideas of my own, even if they do not get me very far (0.47) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 2, C – 2, D - 4 
CL4: Often when I am reading books, the ideas produce vivid images which sometimes take on a life of 
their own (0.41) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 2, D - 4 

Globetrotting

GT1: Although I have a fairly good general idea of many things, my knowledge of the details is rather 
weak (0.13) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 1, Y – 1, C – 4, D - 2 
GT2: In trying to understand new topics, I often explain them to myself in ways that other people don’t 
seem to follow (0.16) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 4, Y – 3, C – 3, D - 4 
GT3: I often get criticized for introducing irrelevant material into my essays or tutorials (0.25) 
(1)----- -(2) - - - - -(3)  -- - (4) - - - -  (5) - - - - 
*L – 4, Y – 2, C – 4, D - 2 
GT4: I seem to be a bit too ready to jump to conclusions without waiting for all the evidence (0.24) 
 (1)----- -(2) - - - - -(3)  -- - -  (4) - - - -  (5) - - - - 
*L – 2, Y – 2, C – 4, D - 2                                                                

                 Operation Learning

OL1: I generally prefer to tackle each part of a topic or problem in order, working out one part at a time 
(0.32) 
(1)----- -(2) - - - - -(3)  -- - -(4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 3, D - 2 
OL2: I prefer to follow well tried- out approaches to problems rather than anything too adventurous (0.29) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 3, D - 2 
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OL3: I find it better to start straight away with the details of a new topic and build up an overall picture in 
that way (0.18) 
(1)----- -(2) - - - - -(3)  -- -  (4) - - - -  (5) - - - - 
*L – 4, Y – 3, C – 2, D - 4 
OL4: I think it is important to look at problems rationally and logically without making intuitive leaps 
(0.34) 
(1)----- -(2) - - - - -(3)  -- - -(4) - - - -  (5) - - - - 
*L – 4, Y –, C – 3, D - 4 

Improvidence

IP1: Although I generally remember facts and details, I find it difficult to fit them together into an overall 
picture (0.25) 
(1)----- -(2) - - - - -(3)  -- - - (4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 4, D - 2 
IP2: I find it difficult to ‘switch tracks’ when working on a problem: I prefer to follow each line of thought 
as far as it will go (0.19) 
(1)----- -(2) - - - - -(3)  -- - - (4) - - - -  (5) - - - - 
*L – 2, Y – 3, C – 3, D - 2 
IP3: Tutors seem to want me to be more adventurous in making use of my own ideas (0.22) 
(1)----- -(2) - - - - -(3)  -- - - (4) - - - -  (5) - - - - 
*L – 3, Y – 3, C – 3, D - 1 
IP4: I find I tend to remember things best if I concentrate on the order in which the lecturer presented them 
(0.26) 
(1)----- -(2) - - - - -(3)  -- - - (4) - - - -  (5) - - - - 
*L – 4, Y – 4, C – 3, D - 2 

------------------------------------------------------------------------------------------------------        
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APPENDIX  C                                                                                                           
                                                                                                                                                                    

NUMBERS OF CHC STUDENTS AT AUSTRALIAN UNIVERSITIES

The table overleaf shows the number and origin of East Asian students attending Australian 

universities in the first semester of 2003. The highest number of Japanese were in Management 

and Commerce (800 out of a total of 2,938): the same being true of South Korea (959 out of  

3.180) and of Taiwan (1,792 out of 3.445). However the second choice of Japanese was Society 

and Culture (792), with lower numbers for South Korea (399) and Taiwan (140). The second 

choice of Koreans was Information Technology (600), which was also the second choice of 

Taiwanese (506) while the number of Japanese here was only 108. The numbers in Education was 

less: Japan (262), South Korea (221) and Taiwan (254). The total number of students was high 

from predominantly Confucian Singapore (24,827), Confucian Hong Kong (25,281) and partly 

Confucian Malaysia (22,268). These numbers were from a total of 170,261 overseas students at 

Australian universities in that period (Department of Education, Science and Training, 2004). 
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APPENDIX D

LANGUAGE DIFFICULTIES OF STUDENTS

General Weaknesses 
          
All the students (except Cheryl) expressed the opinion that language difference constituted a  
major difficulty in their academic progress. This was despite the preparation for academic writing 
which they had undergone prior to and concurrently with their studies. 

� The students were all asked to make some estimation of their competence in relation to what 
seemed the most significant factors in their academic work. As well as some informal 
discussion a taped interview was held discussing the students’ background in learning  
English.    Two broad areas of difference occurred, with some resemblance to Cummins’ 
distinction between social and academic English (Cummins, 1980). One was the capacity to 
use social language skills in communicating with both native and non-native English speakers. 
The students, as they described it, managed reasonably effectively, using repair strategies and 
requests for repeats where necessary. However it was clear from the students’ expression in  
the interviews that their grammar had weaknesses which may have hindered but did not 
generally preclude communication. They also showed some capacity to “manage” the 
university, such as making complaints and clarifying general course requirements. It was 
somewhat different with academic material in their specialized areas of study. 

� Separate Views of Students

� Len’s views are taken from the first interview which concerned Len’s English language 
background (19.11.2002). Len stated that conversation was his strong point. He was “not  
shy” talking to other people in English – “it means, if I met some foreigner, I can inform  
easily, and I can talk at my level, it’s my strong point”. Sometimes he missed the point of a 
conversation but was usually able to repair this. He described himself as weak in essay  
writing and had a tendency to write as he spoke. Many mistakes occurred in grammar and 
structure.  

� Once common topics were left behind, he had serious problems with listening and writing.  
He also had problems with the specialized vocabulary of his subject area. He also had  
problems reading in following the writer’s purpose, if this happened to be complicated. Like 
the other students with the exception of Cheryl, he found oral work difficult and if called on  
to make an oral presentation he usually learnt the material off by heart beforehand. 

� An interview was held with Yvonne on her English language skills on 23.11.2002. She 
generally felt able to manage in social skills in her use of English, but sometimes, she stated, 
she had problems providing an explanation in social situations or in “survival” areas, where  
an explanation was necessary. She could usually find alternate means of expression if the 
correct terms were not available, such as a repair or even a gesture. If she missed something 
listening to a conversation she would ask for a repeat, but no more than twice. 

� Yvonne described her weak point as “listening skill”. Despite some recent changes at a  
tertiary level the teaching of English was based on grammar and translation in Japan and her 
studies in Japan did not equip her to write essays in English. Speaking and listening were 
generally neglected in teaching English in Japan. She stated of herself: “Writing is much  
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better than speaking”. She had difficulties following the sentence structure in English. In 
Japanese the verb always came at the end of the sentence. Although she often understood all  
the vocabulary in a sentence she was often unable to grasp the underlying meaning. When 
doing academic reading she understood approximately 75% of the material. However when  
she wrote assignments she thought in Japanese and had to translate into English. She also felt 
that she was better able to find information using her native language. She found it difficult  
and embarrassing to contribute to oral discussions. She felt that Australians were impatient 
with her poor English and she found it easier talking in English to international students.  

� An interview on Daphne’s English-language skills was held on 20.4.2003. She said that she 
usually managed in social situations and was able to use alternate forms if at a loss for a word. 
She would also ask the meanings of words if necessary. However she had problems with the 
Australian accent and sometimes could not understand fully what people said to her.  
However, she was able to comprehend ELICOS teachers 90% of the time. She could 
understand the media approximately 70% of the time if the material was familiar.  

� In reading academic material Daphne could understand 80-90% if the material was familiar, 
but with unfamiliar material she understood approximately 50%. With familiar reading 
material she was able to perceive the purpose and stance of the writer, she said. However 
language remained a handicap even with her good reading skills. She states: “But even in 
China, even in Taiwan, I think I can keep my reading skills. But when I study English, I mean, 
I don’t have this very much”. She stated also that she had no difficulty writing assignments, 
even when these were lengthy. With oral presentations she would not say anything unless she 
was 100% sure that what she was going to say was correct. Due to “shame” she seldom spoke 
in a tutorial but she could speak with friends in an informal group. 

� Cheryl’s English-language skills were discussed with the interviewer on 23.11.2002. She was 
both younger (approximately 20), than the other students and unlike them she had not 
undertaken any tertiary study in her own country. She stated that at times she tended to  
“think” in English, such as in routine situations such as going to the bank. She could manage 
social situations but was sometimes obliged to use circumlocutions. In her academic program 
she stated that she understood lecturers approximately 90% of the time and understood  
reading material in her subject area approximately 85% of the time. However the lecturers  
had criticized her grammar in her written work. In her response to the Entwistle and Ramsden 
questionnaire (FF3) she stated that she had no difficulty giving an oral presentation but  
another impression was given in the interviews.  

� To summarize, all the students found language a difficulty and this was especially apparent in 
reading academic material of some density and in expressing themselves in academic writing. 
It also occurred in oral presentations but this seemed at least partly due to cultural inhibitions. 
It needs to be recalled, however, that this assessment was taken at the commencement of the 
interviews and all the students showed marked improvement over the following period from 9 
to 12 months. 
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APPENDIX E

TRANSCRIPTION CONVENTIONS 

The original data is presented in italics except where it is cited in the analysis when it is given in 

quotes. Given the fact that the students were using a second language so that repeats and pauses 

were frequent it was not felt necessary to indicate these except where the repeated phrase,  

sentence etc. had some change of wording. Only long, i.e. over eight second pauses were  

indicated, as possibly revealing some indecision as well as the search to find a word.  

Grammatical lapses and forms of expression probably representing transference from the  

students’ home languages were also frequent. A understanding of some of these (see 3.3.9) makes 

the task of understanding simpler. The following conventions are used in the transcription. 

(1) Any word that is not understood by the researcher is indicated as ((?)). 

(2) An obvious function word that is omitted is included in round brackets in roman, e.g., I

can (get) high marks.

(3) Sounds such as laughter, exclamations etc. are also given in round brackets. 

(4) Where someone’s turn, whether from the interviewer or the subject, is interrupted by a 

brief interjection from the other, this is indicated in round brackets, e.g., The collective 

society probably shows greater care (yes) for ..

(5) Where someone’s turn has been interrupted by the other without a pause this is indicated 

by a stroke and a new line, e.g., A recent Asian leader/ (new line) /is that Dr Mahathir .. 

(6) Where an expression is not clear the researcher sometimes indicates a likely meaning in 

square brackets with a query. 

(7) Where a reference or term is used where the background or point of reference may be 

unclear to the reader this is included in square brackets without a query. 

(8) Where the grammatical or syntactical expression of the students seems unclear but the 

meaning is indicated in the words the researcher provides a rendition of the meaning as he 

understands it in square brackets and roman type following the term. If a meaning is 

uncertain a query is also used. If a reference is given which may not be clear to the reader 

an explanation is included in round brackets. 
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APPENDIX F

NATIONAL BACKGROUND OF STUDENTS IN RESEARCH 

The three countries and societies from which the students in the research come, Japan, Taiwan  
and South Korea, differ in race, history and their relations to European powers: however, all have 
been profoundly influenced by Chinese culture in the past and of course Chinese ethical beliefs  
and norms, referred to in this research as “Confucian Heritage Culture”. The following is a 
summary of recent history of the three countries. 

Japan was largely isolated from European powers from the opening of the colonial era at the close 
of the fifteenth century, when European powers established trading posts and colonies on the  
ocean trade routes between Asia and Europe. Following the visit by American Commodore Perry  
in 1852 the Japanese realized that they would have to adapt and adopt the technology of the 
Europeans and also establish a strong “modern” state on the European pattern. This happened  
quickly and European technology and a universal system of education was introduced and Japan 
began rapidly to industrialize. After defeating first China (1894-5) and then Russia (1904) in two 
short wars Japan established a form of empire which included Korea, Taiwan, taken from China 
and strategic parts of mainland China. Unfortunately Japan adopted a path of aggression beyond 
her means, leading to her defeat and temporary occupation by American forces at the close of 
World War Two (1945). However Japan came to be seen by the U.S. as a necessary ally against 
communism, especially when mainland China turned communist in 1948, and using both  
American help and her own expertise Japan built up a massive economy based on high quality 
technology. By good fortune she was able to stay out of conflicts, even those occurring near her 
borders such as the Korean War (1950-1953). Following the defeat of 1945 the Japanese 
government  emphasized education as the necessary option for the future; however, this was 
focused on mathematics, science and related skills and tended to neglect the humanities. By 1970 
Japan had become a major economic power, both producing hi-tech quality products and 
investing heavily overseas. 

Korea, traditionally comprising both what is now known as South Korea and North Korea, had 
been nominally under Chinese suzerainty but in the colonial age had been virtually independent 
and firmly rejected all outside influences, being known as the “Hermit Kingdom”. However 
following the Sino-Japanese war (1894-5) she became subject to Japan by a somewhat gradual 
process which was completed in 1910 with the overthrow of the monarchy and her economy was 
tied to that of Japan. The Japanese also tried to eradicate Korean culture and language with the 
result that a national resistance to Japanese domination developed. This desire surfaced following 
the Japanese defeat in World War Two: however, unfortunately for the Koreans, because Russia  
had declared war on Japan in the closing stages of the war she was able to occupy the northern  
part of the country and establish a communist government. This led to a division of the country 
across an artificial boundary, the 38th parallel. There followed the tragic Korean War (1950-1953) 
in which the North Koreans were aided by the Chinese and the South Koreans by the Americans 
and to a smaller degree by other nations, a war which did not succeed in uniting the country.   
The government of North Korea following Russia’s example was radically different from the 
government that was established in the south under American auspices which developed a  
capitalist economy. However, South Korea, with American aid, rapidly built up a strong economy 
and in the late 1960s began a policy of rapid industrialization with the establishment of 
petro-chemical works, a steel industry and motor car manufacture. Following the end of the  
Korean War in 1953, South Korea was able to stay out of other conflicts. In 1993, following 
decades of rule by the military, South Korea established a democratic government.  However, the 
rapid pace of industrialization has had a cost in the heavy pollution, overcrowded cities and 
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exploitation of workers in factories, factors which were perceived by one of the students in the 
study and constituted a motivation for his study in Australia. 

Taiwan, a small island off the coast of China, was originally inhabited by an aboriginal people and, 
known as Formosa, was a colony first of the Portuguese, then of the Dutch, during which  
time Chinese from the mainland settled and contributed to its role as a colonial trading entity. In 
1683 it was conquered by China and just over 200 years later was ceded to Japan following the 
Sino-Japanese War (1894-5). Like Korea Taiwan was linked to the Japanese economy. During 
World War Two the intention was that it would be returned to China following Japan’s defeat; 
however, in the complicated civil war that raged in China following the end of World War Two  
the Chinese nationalists, the defeated side, came to occupy the island in 1948 with their  
supporters while the opposing side, the communists under Mao Tse Tsung, occupied mainland 
China, subsequently named the People’s Republic of China. Like Japan and South Korea, Taiwan, 
officially named the Republic of China, depended heavily on American aid for its development  
but also developed specific technological skills which transformed its economy. In the 1980s 
Taiwan became a significant centre for telecommunications and high tech industry. In addition  
the government vigorously promoted research and development, utilizing education in the process. 
Like South Korea, Taiwan’s originally strongly authoritarian government moved towards 
democracy in the 1990s. Officially Taiwan describes itself as the Republic of China (ROC) and as 
distinct from mainland China. the Peoples’ Republic of China (PRC). 

Thus the three states in the study, despite some political upheavals, have had a relatively long 
period of peace since the early 1950s, they have all seen striking economic growth based on a 
liberal economy, and they have all placed a strong emphasis on education as part of their national 
policies. This education, however, is more specifically geared to the needs of the economy of the 
states than perceived as a means of personal development for the individuals of  these countries. 

The American influence remained strong in Japan, Taiwan and South Korea over the past decades, 
partly as a result of alliances formed, given that South Korea and Taiwan required U.S support to 
maintain their independence and Japan for a while played a key role in the American Pacific 
defence system. The influence was reinforced by educational links and the need for students from 
these countries to learn English to avail themselves of American technological expertise. This led 
to the practise of CHC students studying in the U.S.A.; Australia, because it was geographically 
closer to East Asia, also came to have a large number of CHC students whose motive was to gain 
educational qualifications but also to improve their English. 

Henshaw, K. G. (1999). A history of Japan: From stone age to superpower. New York: St. 
   Martin’s Press. 

Nahm, A. C. (1993). Introduction to Korean history & culture. New Jersey: Hollym. 

Rubinstein, Murray A. (1999). Taiwan: A new history.  New York: M. E. Sharpe.    

Wachman, A. M. Taiwan: National identity & democratization. New York: M. E. Sharpe. 
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APPENDIX G

ANCIENT CHINESE LEARNING 

In ancient China the ultimate goal of education was to transform the individual in ethical terms 
(Arconia, 1994). In practice Confucian learning became linked to the nation-wide examination 
system which required fluent memorization of texts and offering rewards for those who were 
successful (Cheng, 1979, p.46). Another influence promoting memorization was Buddhism, a 
religion and philosophy, originally imported from India but which spread to China, Korea and 
Japan and established monasteries which served as schools, teaching basic skills to the  
surrounding population as well as disseminating Buddhist doctrine. The methods were based on 
rote learning relying on repetition and chanting (Harvey, 1990, pp.146-8). Taoism represented 
another significant religious force, seeing the universe as built on a harmonization of Yin and  
Yang, the positive and negative forces of life, where the highest duty of man was to accommodate 
himself to natural events, rather than to resist them (Chun, 1991, p.297). 

For Confucius learning was viewed as a process leading to the transformation of the individual, in 
which the “moral” self, understood in Confucian terms, would replace the outer expressive or 
conscious self. The Confucian view likewise emphasized the role of self in relation to others, in 
which education was a training for the official in a virtuous society characterized by harmony and  
a sense of mutual obligation (Arconia, 1994). Traditional Confucian learning involved mastery,  
not only of ethical principles as elaborated by Confucius but of one’s emotions when faced with 
ethical imperatives. The study of li, the sense of interdependent moral obligations to others, is 
recommended as follows:  

   “The learning of the gentleman [scholar] must be disciplined by means of li whereby one thus 
prepared to meet the world is strengthened . . . to hold true to his principles  through any crisis  
and in the face of every temptation” (Creel, 1953, p.32).  

Confucian learning generally rejected consideration of material things as of no consequence  
beside those of the spirit (Fung, 1970, p.215, Wang, 1946, p.145). For Mencius, Confucius’ 
follower, education was concerned essentially with the conservation and development of man's 
moral nature (Fung, 1970, p.91). Two ancient writers who were exceptions to this are mentioned  
by Wang (1946, pp.85-100), Kuan-Chung who described the need for government action to 
improve the material welfare of subjects and Sun-Wu who wrote on the art of war. 

For at least some of the Chinese Confucian or neo-Confucian philosophers it appears that the kind 
of learning that they advocated differs from modern conceptions of the acquisition of knowledge. 
Wang Yang Min (1473-1529) saw the true learning as a search for of intuitive knowledge within 
oneself by which one could choose the good without conscious reflection. This involved self 
control and conquest of one’s selfish lusts. The ultimate goal was to rediscover one’s original  
virtue by which one could join a kind of universe which comprised “the unity of heaven and  
Earth” (Fung, 1970, p.197). To many Chinese philosophers true knowledge was only gained 
through complete abstraction from material things.  

It remains true, however, that education in ancient China offered a means of advance in the social 
scale to humble people though this opportunity varied according to the era. The education given  
in Buddhist monasteries must also be considered as significant in education for the people, and 
though this had a religious significance it also provided some basic forms of education for the 
common folk (cf. Harvey, 1990).    The cultural influences of Confucianism and also Buddhism 
profoundly influenced the neighboring societies of Korea and Japan and has doubtless been 
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instrumental in giving education a high status in those countries. 

Arconia, C. (1994). Confucian perspectives on educational policy and practice. Paper presented at the 
Annual Conference of the Australian Association of Research in Education, Newcastle, 1994. 

Cheng, Chung Ying (1979). Practical learning in Yen Yuan, Chu Hsi and Wang Yang-Ming. In T. De Bary 
and I. Bloom (Eds.). Principle and practicality. New York: Columbia University Press: pp.37-67. 

Chun, Chin Ning (1991). The Asian mind game. Basingstoke, U.K.: Maxwell MacMillan International. 
Creel, Herlee G. (1953). Chinese thought from Confucius to Mao Tse-Tung. Chicago: University of  

Chicago Press. 
Fung, Yu Lan (1970). The spirit of Chinese philosophy. Westport CO: Greenwood Press. 
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APPENDIX H

ESSAYS OF STUDENTS

The following four essays, respectively by Yvonne, Len, Cheryl and Daphne, are given ~s

samples of their use of ideas but not examined in detail in this research. Yvonne's essay IS a .
o-eneral aro-ument relatino- to Asian Studies with cultural implications, e.g., Europeans and ASIans,
Len's ess;y considers tw~ opposing viewpoints relating to the use of theoryn in his subject,
Cheryl's essay is a critical study of a language rights policy in South Africa and Daphne's essay
is a critical evaluation of China's "cultural revolution".

YVONNE' S ESSAY

How come so few Europeans conquered so much of Asia? ---

A "Conquest" has been repeated continuously here and there across

the world in long history. The conquest of Asia by Europeans during the period

between the 15th and 19th century, especially the· influence of Industrial

Revolution in the second half of the 18th century ini::urope should have been

significant and a great epoch in history. Europes interest in Asia and importance

-. of her as key junctions of trade had increased since Vascoda Gama discovered 

the Atlantic Line in the 15thCent~ry,

v Normally a term of "conquest" isapt to makeus conceive of a Victory to

conqueror in our mind. However, in history the meaningfulness of the event often

changes depending on the perspective. Asia was certainly conquered by

European countries for the rneantime and the period with vassal relationships

-between them as colonies had c()ntinued long time. Afterthe long colonial period,

- most of Asian countries achieved independence from Europeans and the region

has dramatically developed economy today. In another word, it could be said

that the region built up the national strength and sprang -back more powerful

through the colonial experience. I personally think that Asia that was conquered

could be breathing today on European's neck in an economic world, in other

word, it can be said -the conquest of Asia by Europeans should have been an

impact to the world afterwards, So I would consider "the conquest by

Europeans" with fOGus on particularly on or about the times

3 Whatever the ca'se may be, what need was there with Europeans to go

out all the way to the Asian region to conquer then? Also, how could "so few" 

Europeans work out fine in controlling "so much" of Asia? From these

perspectives I would like to argue this subject, "How come so few Europeans

conquered so much of Asia?" I

First of all, I would consider the reasons why the Europeans' aim was

Asia. In those days, there should have been other choices such as Africa and

South America as well but Asia. Geographically, Africa and South America are

closer from Europe than Asia. Even so, they went over to Asia. Why? In my view,

there are the reasons with Asia as the following; one is higher potential as

trading market and rich resource for industrial products, second one is relatively

political secure to compared to Africa and South America, and third one might be

their pure interests in different culture from theirs. .j



YVONNE'S ESSAY CONTINUED

Speaking of the first reason, trading market, Europe of the day was very

active by the influence of Industrial Revolution in the 18th century. The striking

Industrialization therefore needed new trade markets and launched people into

the world to seek for them. Their primary aim at Asia was to obJaiA business
~/_-.

market and to expand their trading business (Leur, J.G.van, 1967, Lo-Shu Fu,

1966). Vasco da Gama's discovery, Atlantic Line facilitated travel and

transportation of products between Europe and the region. Also, the region was

rich in the productivities such as pepper, silk, tea and opium besides natural

resources (Reid, A 1993, Lo-Shu Fu, 1966, Cribb, R.,1992). The European

countries such as Portugal and Holland with the inherent lack of resource were

pushed by the wave of industrialization and acquisition of resource was

necessary.

Next, as the second reason I would put political secure. It never mean

that Asia was completely really calm, nevertheless, she sho"uld be still securer in

contrast with Africa and South America where tribal conflicts had occurred

frequently (Taru, F.2002). It may be because of influence of Confucianism that

respects harmony (lIB While, Africa and South America were too. insecure to

manage to carry on it because inAfrica mainly France had already invaded and

South America of the day was in Spain's power. As a consequence, struggles

between the original ethnics and Europeans were apt to occur in various places

(Taru, F. 2002). Therefore, small countries of Europe such as Portugal, Holland

and Britain found their benefit and interests in the region that had not been

encroached yet by European Great Powers. Thus we could say that Europeans

found the region easily to control at will. Also, the wave of industrialization had

caused capitalism in European society, which consequently linked to colonialism

and imperialism as well for enlargement of their territory (Curtin, P. etat, 1978,

Stokes, E., 1969). It might be some paradoxical but I consider this modern policy

became one of grounds of their conquest of Asia.

Thirdly, I conjecture it is possibly simply from their interests or curiosity,

sometimes with a kind of respect, in quite different culture'from theirs (Curlin, P.

et al.1978). In fact some people sent on a mission to the region described the

exotic appearance there or, their varJous experiences and findings minutely

(Kaempfer, E. 1906). So I conjecture that the remains by the forerunners could

purely inspire the people's curiosity towards Asia, which should led sending

mission and trading. When having invaded into Africa and South America,

Europeans bought and sold or used the indigenous inhabitants there as slave

2
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YVONNE'S ESSAY CONTINUED

laborers (Yokoyama, 2002). Nevertheless, they never created a slave in the

region though European tried to put the region under the control by unequal

treaties with them and what they did was absolutely a sort of domination. I

personally guess here that it could be out of their human pure interest in Asia

with all different culture- from religion to language-.

Next, I would like to consider why "so few" Europeans could carry it

through against Asia with huge land and population.

First of all, thinking of the time, there is no wonder that European

military technology was overwhelming superior out of Industrial Revolution and it

is very natural that they can knock the weak region down with their technological

superiority. In short, there is no doubt that the Western organizational military

potential, especially maritime, pushed it out (Ness, GD.and Stahl, w., 1977).

Also just displaying the difference of predom:'1&dtstrength in the back of their

great industrial power must fully set up the p.JC~le of the region (Headrick, D. R.,

1981). I guess that in fact modernized army organizational strategy like using

guns should have no longer needed a huge mobilization against the powerless

enemies. I find this the primary reason for this question. That is, Europe'

technological superiority could make an effective conquest of the region with

huge number of population possible without grand mobilization even though they

were inferior in number of people.

Whereas f feel this is not the only reason. In my view, the regime of Asia

should be a second reason, /Jamely, the region respectively had taken the form

of a state in the semblance for the time being. However, many Asian countries of

the time were a sort of autocracy, in another word, many countries such as

China, Thailand and Malaya were ruled by one ruler like emperor, a political

leader or the royal family (La-Shu Fu, 1966, Yokoyama, 2002). Consequently, all

the conquerors need to do in order to govern these nations were to hold a tight

rein over the warlord. This point might have been advance with Europeans to

control them as colonies due to simple efficient management. I mean they could

make it only by winning the particular person/ people over to their side or

carrying out her threat to him/them. The Europeans could take advantage of the

situation that at that time a political system such as democracy never existed yet

in Asia. Moreover, this autocratic regime maintained the stability of society as

well, so Europeans could well ruled the region keeping stability by manipulation

of only a part.
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[0 As a third reason why it was "so few" European, ( find it in the

conquerors' behavior. I mean that their original contact with the region started up

with commercial relation and essentially economic and never to stifle them by

force of arms from the very beginning (Stokes, E. 1969, Kemp, T., 1075). Even

though their business transaction was unequal and peremptory on the strength

of military power, their relationship was basically commercial but at least unlike a

thrall in Africa and South America as many descriptions show (Yokoyama, 2002,

Taru, F. 2002). I think that Establishment of East IndianGompaniesisa good

example. These were originally built up for the sake of commercial activity

toward Indian trade not for enslavement. Though they got to turn to a sort of

political organization to rule the colonies overall (Yokoyama, 2002), it is an

evidence, in a view, that Europe's demand for the region was a commercial

colony. It could be said that Europeans contained Asia not only by military.force

but also rather by use of a term of business. I consider this is a conspicuous

difference from other conquests in Africa and South America and might be also

one of the reasons why they could maintain the rule of that huge region as

colonies without ultimate sacrifice.

Last one is that there might have been a tacit order amount the

European Great Powers. There is no clear proof of this,however, as long as we

have a look at chronological table, we can say that there is nearly no trace of

battle concerning the colonies between Europeans. It reflects me like as they

had kept a sort of order about the respective territory of colonies in the region.

So I conjecture that no unnecessary conflict to themselves could have trimmed

their power from the conquest to the region.

I have shown so far the reason why "so few" European made it,

nevertheless, this is, namely, the reason why "so much" of Asia were defeated

by a small number of Europeans as well.

I'> In conclusion, the conquest of Asia by European was an impact to the

region and Europeans as welL It is because this should be the first step to bring

a full-scale of "the Western" through unfair trade business and a sort of political

system on a basis of conquest though. During the period of the colonization, the

people there of course must have felt humiliation and domination by Europeans.

.Their situation should be so far from an idea of "benefit" from Europeans.

However, as I mentioned the above, if anything, the fundamentals of this

conquest laid in the business deal, that is, although overwhelming military

l \.
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.' ...•:\ ••:.~~.':.- ....i. ';"._ ----:;';i-:- ,..... :_:<. ;.:~~:-. _. '.~.:._'

strength. Europe~~' PlaC<'dPri~~~ in~GonQ~~'~6tj:i3;;fJi~d;;o'oppr:;sion'to
territory by force. Ftom all the.con~ider~tio~k>.i'thinkthisisthek~y' fOfthe
question why so few Eur6peans COLII,d·c6nciJe{~Qm~ch()fAsia.ln othet words, '

i~ m9view, that they trea'tedtheregion iis'a:scirtofbusrnessp~rtner'Vvh6se""

.relationship nev~r be equal tHouqh.of".neWniark'" anOareso6rcDd; Ind6strl"j i

~ . :"i,_
",r A '" Consequently, JheWeslernizatibnof the regioh:sucq'a$' r'r19verrentof'
V ' demands fo~ demo9r~~y," capit~lizati6n ~'nd;'i~ciependence"ironic~lly" app~a~ed ,,'

{';;~:s:~zk)ir~,}i~~l~:,,~:iP~tye~r~!J,::e~t~:a:~ow:Jrrs:;~i~?e#Thls, .

!
.'

5

..
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~ ",. : ....
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" .. ".. .' ~ . "..

Assessme4t Item: 1:. Topic B- Edud.tion for Sustainability: Arre~ts '
Regardin~ En~.hm."tal Edu",,'1:@ and S"stainable1l&elopm.1. ..i, ,tlf, .

. ;.. .... '~~(,* .. \'i 'j';~l'rd

~ Introducli
on
,.. J~ %0:£~~ :.(~jh.

.. ~~"'"~.~ ~~~~g the9ltk~W6~r~GIEa~catiOn
. (EE) an% sust~abl~.:£.tittiJ:e, development. This essay focuses on a'~-f4J4 '.

tv~lUBe~betv7e~n:jj6k]j,~'g'~d'Val1'Rfssenand thim des~rib~s so~e./d~a_s~hat.cah._ .' ..

conducede~ei~pmerit:of BE and its' conU:ibutioI:l for·~uStaiD.able -.

..;.;;,.;;;,..:-;"; ..,;;.,; "" ",,, ,....... .'. .' ...•.. ·./I~t;jZJ:1k9;
This(~s~aYJSdnjde~;iilJ?three~ pa~~~/n the~st p~t, JicklingjS article is analY~d;~..

.~essayhe6la:hns~ insufficient 'philosophical an~YSis' in...,.~th EE ana.

: -:.." ,~.:

. ':" , . i .......... "
sustainable development.-Above all, he criticizes the lack o£,\€ducational concept in

, . <:' " .. ' .. ,". . .

conceptJorftE and'~ofEE. and susta}:nable development. In secbnd part, this essay

analyzes Van Rossen's' article. I~.£icle she argues against Jickling's positionl
~!s~~.~· ... " . . .

S~ 1Jlakes the point that Jickling'~ criticism~s seem to m~ss someimpor~~ts

~. the meaning ofsus~abledevelopment.(~~~-PBe~(1995, PP.75·7~
therefore outline: the two ~eaning ~f de~elopment, ~~~;d:~. 's:Lab~egrowfu ethic')

. ..... .,". '01",'. 7---' /---
which is baSed on a DominaIit Social Paradigm and isus~able.develop~et;hic' . ,j', • .f..;.";' ~

which is based on a Ne~ Environmental Paradigm..~h~~ I~be_~ two k~Y

philosophical imperatives for education for sustainabledevelopment.{Thethird part of
". . t. f

"

I

,(sustainable future."

this essay pr~p0£'68 "ome .views ~Kim.provemeaf of EE imd its contribution for
I

•
. I
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2. Jickling's Criticisms

Jickling (1992, p.222-235) argue's that there are two main problems'aeress-EEand .. '. '.
. - . -' -. .-.-. "':~.' - '. ~. . . "\ . . :

education for a sb.staina,hie. futUre. ,Theseproblem.!3 includeth(l philosophical definition'

.' of. BE and, the reiationshipbetWee~'ecl';'cationimdsustainabledevelopment. He, '.
" .," . - -. ' ... :', .- .:.~. '.~ '. '.. . : ;:'" .

L. '.: ~

. -.' ".: :- -.'. ",". .-..... . - .. ""

considers both of them are illogical and these ideas obstruct the i.Uiderstanding of

iri.terdiscipl.i.D.aryimvirorimeritalissues. These problems are caused by ink-llfficient tiF .. .' , . .'.- . - ,.' , .,'. .. . "':.' .

atteritionto 'the philosophical analysis of the central ~cJiceptSofEE(Jickling, 1992, "

..-;.,

'p.232)..

.-\'"
, "':',:, .:",•.:_: • ,•.,,'j ,.--..:--',c ,._+,- ,-, .
Criticism on EE '.'

-.'.' .

\ ..

.,

can be sure what is to be found.

First, Jicklingargues that EE is "logically inconsistent"699~, p.232) and does not
, ,

have an 'adequate definition of educational philosophy.He-chfuns EE can be

"considered logically incoherent"(Jicklillg, 1992, p.232) because the concept of
~"J ,. ~

. ~, ~.,~.~.;.

education has not been _fully analyzed. . He considers this is "failure of its

practitioners to reconcile definitions of ~~withan a priori conception of .
',~i_X:~. " .

education"(Jickling, 1992, p.232). T~~~s that the central idea of EE should,
, " . '~'.

be related ~ with the ideology and concepts of education illWto uriderstand

properly' the concepts and qU<ility of EE. . Through thjs argument he claims that

p€cause EE cannot b~ defined properly the resUlt is a ~'treasure hunt", i.e., nobody
'''\
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In addition he claims that the aims of sustainable development ..only mean &at the

general public and students in schools should be persuaded and trainer' As an

example of this, he indicates that UNNESCO has looked toEE as a vehicle to

promote "training, at various levels, of the personnel needed for the rational

management"(Jickling, 1992, p.234). Alst> Jicklingnotesthat education "for" canbe

considered as a process of training and this training cannot be considered as a real

education. Real educ~tio~1in ~~?~g' view.i~ concerned with enabling people to
.'-'_ . -' ..... (.•A~ ..~ _ ._. _.:.

think for themselvef' He therefore claims that the aims of sustainable development

are opposed to the ideology of education~in Whic~a:rnel should learn howte think

'€ritieally.

"

\.\,',
Criticism on sustainable development

-."-

sustainable development.

I

(~ r />~
Second; Jickling argues "sustainable development". Jicklirig agrees that there is at

present no accurate and precise concept and definition of sustainable developme~

Jickling points out that the dialectical term "sustainable development" not only
,,'{.-

includes an ecological movement but also embraces technocentric ideas. fresays:

"the term [sustainable development] is contested and its shared under~ding is

rendered impossible by inherent contradictions arising from these ~rgent world

rkJ
views" (Jickling, 1992, p.233). He therefore consider~unless thE( term is analys~d

Wifl~ ' ...
more precisely, it is difficult to find any. education prescrip~,9h for;education for

I - \

\ .' .4 "

~ Jr

/
/
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3. Van Rossen's Arguments

4

Van Rossen argues against Jickling"\ ~. ~h her articl:t she advocates the

alternative concept of sustainable development and proposes two key philosophical

imperatives for EE.

The alternative concept of susutainable develop~~

I • I I

• . ""J ""-5:::1t·..,;. ... ' vv-c..j
./-v....UlU..·x'
, ,)

First)vanRossen argues tliaf tl<ckling does not consider t}?-e altern~tiv:e ,concep; of

sustainable development. she de~s this alternative conc~tby ~~ap.ipi~g the two
~. (---- '-~-----..... - ~. . \ -......"

meanings ot development', Then Van Rossen (1995, p,75-76)~ the .wo meanings

. of "development", which can be classified into "sustainable growth ethic" and

~
"sustainable dl.velopment ethic", She claims that "sustainable growth ethic" which is, .

synonym of the Dominant S6~i~P~radigm is~ a;lhropocentric and can result in an
,"; '" :~-

unsustainable society., This is because "sustainable growth ethic" is focused on
{...,..__ l-.l..~' ,I:.. ~. ::;..;;-:...._.~..... v~~

economic growth rather realising the importance of economic equity and ecological

limits (Van Rossen, 1995, p.75). Sh..e cl~4li£g failed tC.--B.cKnowle""dge this

U:,~evelopment.

- .
f

......:..... • ~•• _.'• .[ , '/ .I_

\../

~r,Van Rossen describes the "sustainable development ethic" as "transformative"

and "alternative (or radicaI)", which basically follows the "New Environm~tal I L
o· . l •.11 ,-' './'. J,,.,(lvo. ....,

...~ .. " .... If . , r • __ '_ --......:' __~0",,-_ ;, t
- - .. l..-.. t.r--x.. \,,,,_ _.

Paradigm", which explains that development must consider the limitations of the

ecological resources of the earth and avoid its further spoliation (Van Rossen, 1995,

p.76). She thinks that "SUStainabl~eVelopment"does not mean just rising GNP and

./ .
. -'''::tv:''' f/~~" I~



LEN' S ESSAY CONTINUED

; EDUCATION, SUSTAINABILITY AND SOCIAL CHANGE 5

272

Through this engagement, she believes,

L

but rather it includes consideration of "development of basic human needs such as

health, education and nutrition for these people who do not have access to them now"

(Van Rossen, 1995, p.75). Thus--'he notes that the sustainable development accepts

ecological concept,9.rather than technological concepts.
,;, '.

Second, Van Rossen argues against Jickling's idea regarding the notion of education,

She thinks that Jicklirig's claim, "appears to be a somewhat superficial and 'uncritical

approach to educaqon and society Van Rossen (1995,p.77)". She argues that this is

because Jickling's article does not analysis critically the reality of education, which is
."; .! ~ ' ••.••.• ,. '\- ,-; ".-. • ~

based on a vocational emphasis.:>' She claims cJickhng's posItion is too liberal and does

not allow for the "critical realist examining" and a "holistic perspective", Van Rossen

(1995, p. 77) considers that "conventional" education with its "hidden curricul~.

component of ar/JnsUStainable society. This is alse-'D.ot acknowledged by Jicklin't" /, ;
./f
•." ..f

... ··:i- I

when he claims education "for" as a just training process. She believes, EE should

"engage them [students] in a critical analysis of their own environmental values within

Ie'
a social context (Van Rossen, 1995,p,78).

students can~more reflective and critical view about society.

~~

The philosophical imperatives

She also advocates two philosop~cal imperatives. T~e Qe is that education for

ecological sustainability must ·iiJ.~olve; "education for environmental management",

"education for environmental awareness and interpretation"., "education for

environmental action"(Van Rossen, 1995, p.78). Through this C:t:Jul~ in her viewIV )

/
.<
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EE can help student to understand the cause of environmental problem. For the other
...... I •

6~n, Van Rossen (1995,p.79)~that: "environmental education needs to

become more holistic'engendering in students a deep concern about the welfare of the
?

planet and its people and avoiding attending solely to selected narrow aspects of

environmental issues". Van Rossen think~holistic idea of EE can encourage not·

only school student but also all human bein~to be a part of their natural en~onment.

4. Some Proposals for Improvement ofEE and Its Contribution for Sustainable Future

/' ~L
.:l'b:ns-this essay focused on tkling ~~~~'!Il .Rossen·s viewpoints about EE and

sustainable dev~lopment. Next section outline,; some ideas that can contribute to EE
, ~ /

" ',,:' .. a!~A.r-? v··~·-·..--)

and sustainable future. First it is focused on the improvement ofcontents of EE, which

need an integrate~~condly, it is' foc~s~d" the necessity of "the socially

critical orientatio education ideology to support sustainable future.

An Integrated furriculum forjstemised EE contents

OV'"
Jickling argues that environmental educators slJ.oulst~pend J,llore effort for basic,

,. . ({....v1
tyUundamental concepk of EE because he believes EE is too abstrac~ and that is

" i J /'j

why is not effective for student~ Tbis is a ";easonable ~:ume'~i'b:~~u~e EE is a
.; ,J~;-" .'. _,s." .. ·· /J, .~..._:' .. I?

comparatively new subject,' a broad w'ay to SOlve environmental problems and to

establish a sustainable society. What c~be done to develop content of EE is

various. One of important things :---'especially regardmg for school EE, can be

suggeste~asmaking more systematize EE by adaptingJ_~,s~ec.:_.
( /

( ,\
1'""",
j,.'
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~
It has been a practical question for a long time about'ho~ include the prin~PleS of

environmental education in the curricular teaching process. Gough (1997, p.16~notes

that there are an argument to determine the problem of the curriculum: "a subject and

as an interdiscipItnary, multidisciplinary, transdisciplinary or other approach". Leal

Filbo (1997, pp.l·2) also outlines as; "there are several ways in which environmental

education may be incorporated into the context of a teaching system on an international
~5

scale; (l) A subject; (2) Part of subjects; (3) Across the curriculum". This point has

been discussed for a long time. It can be explained that the best way to develop the

I. .. /

.~ i.J.
. I·lt....t I""""'~' _I,j

This part therefore argues that the :...mportance of creating :(E as a subject at all level of

school systems to make it more effeCtive)~~dlean be supported by more
.......

motivated teacher. FirS, through a subject of EE, it can be more systemized by

concentrated contents. According to Leal Filho (1995, p.2) "the advantage of this (a

subject) is that it enables attention to be focused fully upon environmental

education and the opportu,ujty for an in'depth analysis of the subject matter". If
~ .,:~ , . "

'!> c·: l

various 'subje~ts teach environmental problems,~it may be considered to be

education, which in different from EE.

.......... ' t......

Second/it is clear that one of tht essentiai elements of EE is that the ~'ducator

under:tands environmental problems with &noWledge and kills as a

facilitator. It is emphasis by Kawasima( 1998) that it is essential that teachers
• t 6

understand the environmental problems~~e schools and design environmental
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education programs. IfEE is taught only within subjects or across the curriculum,

the teacher's consciousness of environmental problems may not be as great and

their idea about education may be base on vocational ideology and conventional

education. Furthermore, it can also be argued that by learning it as a subject,

students can learn not only. about environmental problems, but also how to solve
,.

them through coherent lessons, by teachers who are interested in environmental\. . .

problems and who possess the skills to teach students about environmental

problems and critical thinking.

I
The socially critical orientation ideology for sustainable future

Education fo' ,u'tamabt:::V~!P&a"'d~dbroal:l:- 0 cept to solve and .
. ~. ~ 6:> 't S F .-/ ...

prevent environmental problems. It is not a new thinking t at EE should be a·
~

~ influential vehicle for sustainable future. As an example Van Rossen (1995,

p.73) describes that" the Brundtland report, along with the revised World Conservation

strategy aUCN 1990) and Agenda 21(UNCED1992) all place high expectation on

enviropmental education as a·key means of achieving sustainability" . To contribute for

susthlnable society EE,r:;, Van Rossen (I995,p77)~ed, should be different with-i .
'c~nventional edUCatiOn\ which is based on voca~:L~gy, .. hierarchical structural ."

and anthropocentrism~means we need shifting the ideology qf ed~CatiOn that can

incites students to learn and understand about our society and natural ~Vironmentas

well as to participate various activities.

socially critical orientation students Gn have more

) ..-.~.
:......
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.... ' "r,

-:~._-,;- .
Q. /

opportunity to be autonomous) This is adckessed often in EE theory. Fien gives

the initial aim of the socially critical orientation as:

"promoting social justice, equality and democracy through the

'thoughtful, ethically based, responsible and critical examination of

social problems and active participation in developing a continually

improving society'(Stanley&Nelso 1986, p.529 cited in 1993,p.22).

t ,
"...... ./
. '·:~<··:V·

~. . This above explains that'ideology of the socially critical orientation ca? e.ncourage
/" .~ J,," _ .

students to be more reflective~ about their society. Jickling. an~ Van'RosS:;n al6·
.~ -.::r . c ) d.

(p~~.~to Ohe importance of critical, autonomous thinking of~~ghtheir CoO .. ~... '

ideas about EE and sus~ablefuture are~achother, both of them seem to

emphasis on that EE should be contribute student to do think critically that con be

Thus it becomes clearer that the ideology

ofEE should be based on socially critical orientation rather than neo classification and

vocational ideology of education. Then EE based on the socially critical orientation

can contribute to further sustainable future by encouraging students think and act

based on their critical thinking.

r5. Conclusion t .' t ..
y1N.. ;,;;" ~/ . U1e;.~''2''l

.Y:""\.I_~"'~ II

Thus this essay first explored Jickling's criticj.sms th~~~ main problems acroP<j EE

and edu,"tion fo, a ,u'lainable fu,",eem, inolnded the in_cianey of

the philol'ophical analysis of EE and the relationship between the confept of education

and sustainable development. Furthermore, Jickling criticized the aim of

J. ."

.:.;..<.: .{/ ...... r~,.ft?)~j-:;.\;:7

L. i'

.~
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'}<!(~k::t.~~:~:t::ijZ;;'~1s~I;;~t~:!!::~:,:~:'
susurii~~i:-'~~~elopJIieIifh{'~s ~~~~;s~,,~'~~o~uced'twop~osophlcal "

imperatives~ based6n.icritic~:,re,a1i~t'~~~itionandahollstic .ethic~-Finilly this

essay suggested an inte~atedsubject imd the socially ci:itic~ orientation ofEE that can

;on~ibu"'t"d'''lopm'~to;Ei"~d~.,u;;'7bl'~;";' x<· . . .
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5 I ~~~~~
This es:ay will explo,e th:,"~ent ~guage developmen\m Somh AIDea W:Ch~ I

been .characterised by an~, ba,seddn language' rights. The cdn<;:ePt§ and ideas
~ . ,

t~t language ;rights are used ® dealingwithotherpotentialsocial issues in
,', , " , , lb

multilingual language and language practices

post-apartlleid South Africa will also be diseus$ed.'I'.heI.angH~gedevelopmenf~, ",

, .' ",', " " ';'i:?,S"""';\ ":,,,,:~~;<;;~
South Africa will be discussed in the areas oflanguagepliinningandpolicy mismatch '

~'

LANGUAGE PLANNING AND POLJ(:~ IN SOUTiIAFRICA "

The development of language planning and policy in South Africa;~an be categ~~I~~)~J:'··"",·"

under four periods: Dutchification (1652-1795, 1803-1806), Anglicisation
:'. - : - - '-. '\

(1806-19.1,B), Afrikanerisation (1948-1994)" and~uJe ~~;:ttion
~"".",

(1994-present) (Kamwangamalu, 2001:407). However...l0th the, demise of apartheid
?~CjCl~~'tr , ,,~,,{:;,i,.,,:;"',' , .. ,."

in W~(1D ~tr0duced~,,~:!',:nU1tilinguallanguage poli~y in South Africa.

.Ewabg~:~~v~~~::YaeeO'dS offid~ "at~
to eleven 1anguage's "wh!Cn are English, Afrikaans and mite' African languages. The

,~,

, ';;, a.r. 5
purpose of the neVY,'language policy is Mall officiallanguag~~ be treated equitably

~t: ~1ff~-----
(the Constituticn, 1996, cited in Kanmrangamalu, 2001:409)'\"In~ implementation 4'f, l'

l;~ .
I ';"r.c,:, ,:i

r
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,
I

. I

I
!

../

2

';~~t~';~ >·:::~e"~Ii' :'<-",--<,." '''> . .":~~'; . '.

\

.'.:.: . all South Africans Witb :'edgeI11enfof' futguistic .divei-sity·a:ad-the )

. . . _~}!:::;:E:\ (~-~ .

" C:""twn:~~gu~~d:ocr~1~m 2ns~tion. 19%, cnoo in

Kam~angamalu, 2001:409). i,l-a,elevate the status'lli19: the 'use9fthe .nin~ .'

nffic;,J Aj;;canlart~,"e17.;t;ne ,~I ~~~1;>obJei~ro1fthe ~~~~:ge '
.. .. ,.. . ".... . :'. ". ..•........ "·10'0'

• ~ .' • '- •••,,- -' ".." • '..... : • ,.~~:••I ••; ••:-•• : _. '. - •

,_ ,' _. '.'~' _.-::··~-~:-~":.~-i~~,~:.·.~~~ _,:':"""" _ ~, ::.: '/.=:"_'_~ ._.;.~._._ ~' ,.:- ::< .
. policy (Kaniwanganial1J; 2Q.9l:410)'-~ fii:JJays<;>ll 'andJyIadi?a(iripi:ess:l}i:~ferl<this'

~oc~':~ .mt~tUili'~~;a}~~~~;;·f~~}th:'.•
deVelO?~ent o~neAj;k~~guagr~tOO~:s~:tX~10m •• >";"ble

·-.;.~:;::.;- ...,.i ~;: '. :""'~

' ....

English haS earned more 'Positions than Afrikaans ancr'other lariguagesinmany .
-.. t ·i··.... ,":.'" ',.J:" .'-

" . .SVv...~., .......' .' '.' ...
. domains; w~he introduction of the new language pcili2y took plaoo.$inceEnglish

': .: .., ··:'~6~tittr~~·~A:'0.~;,,:I'~~:~:~i?ft{:£:;)~~):~~~%iBi'~ .
;, . is widely used in many area; as .t){~ fuid it best understood and reIevlrit'::-Ri:ir;iihy .. ",,' .

. " .'. ..: t/ \ :.:. .. '.. >. "" ./\ '.~f$S'J; it,,~ '.
ar~as (Karilwangamalu, 2001:411), Asa res,ult, thelaI1guagepracti~es geatc ~

.. ',' C?..~;P~f~l:ii,,~.~~ ~:,.~:,:~ ..:;~ ,
unequal use .among the.ge, languages: It seems that -English become~the uiiiliri.· alism

.' '. ,.' ". ,'" ~.", ':~,' ,.'i.,,,,.;.~~~~~~. . .:. . ....,},.\

',:' ""': ' " '/ft'<2;~:':'~'~~;~"'>':~~'-~'::{',,', .:'-' ,\.,.,:'."; "':,~c'::.,:: ..:'", .,":".:
and other languages arl" being maigii1alised(LANG;TA-G, 1996,::c;ite~ In

.' . ,." ~"(f1~ ~,~~T'""~';'.{':' •.•'... , ·:·'{i..riit?~,f'~~'>
Kamwangamalu, 2001:413). ~jthen~wp()licY'khat p~omot~ellih'S6uth..

-ci=~ ~ ~ «H .... ,j":.~.·.:.:;fj>.'.~i~,'i();:;";£l~;,8E,;".\,~.~.F.,.£~~~':";f ;lP" .' ',g.'12'
'£.~J.~\t. ~··L~J~M~.~;tl,- .' ' ' ,-~' ., .' .

Africa.Th~s Decome~diffjcu1t to persuade people that African langilages 'are
. .' ". fi. .'t.tD~:" ..... '

value,vte----me. For example, people use EDgliSYfO~~~~Conomicreas~~d.aJf.org~~ .
. l ',' ,
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, " $~ ,',/ / C . ,>.s;;Jff!l.t;'
gooJ job oppor:Uniti" andl~mcents p,ef" theu Chilyducatw inEngliSh (Roo"t,

2000; de Klerb, 2000b, cited in Karnwangarnalu, 2001:~ 14-415) (Finlayson & Madiba,

in p,,,"5), Ac'Onlingly, the negative attituLt peop1e hav~tow.rrd the'AfriCan

"fungUag" have beco='hemo~tsenflem~te~t~r",;Dt~tC"
(Finlayson & Madlba,ID press:5). ~hegOVernmenthaspropose somestrategles to

< ..•. ~ . .;."-.~~j/c,l~o-p/(1~ ~
'handle .the problems,. such aspromot~ the values of multilingualism. Th<;re is a

. .-.

J?:TO,wi!lJ; tendency to use Africanhinguage in more areas than ~~fore'(Finlayson. &

MISMATCH.BETWEEN MULTILINGUAL LANGAUGEPOLICYAND

,LANGUAGE PRACTICES
-~. -':_"'---';::;~~:'-;,<':' .''-, ::-."""',.",:

." ApP<ll-ently, .ther~ ·... isa mismatch between the Inultilinguallanguage policy and

~k
lang\lage practices. This .is because, as Asmal (2001, cited in Kamwangamalu,

.? [jkflLv"'j4
2001:430)states,;'the langua~ policy-was theoretically sound, it had not Teally

. '.' ..~;'~ffiJfl:'i'"~Q')~;·P:/.fc~4,fi.:.c:.?i~~" (r{ .... .....: t~vt .'
. worked on"the ground'.-Language policy is not enough to,have legis1at¥ID in place

tLrs
the langu~es and speakers go alongwithi?-(K~wangamalu,

,::1,:::::::S::::<I::::;it:
e
: ::w::::' ~::;3~)::::i9

i5J<~ plif
consequences and nor does language promotion'. Language policy a:p;; not making

~ 3
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for their own language rights~Unfortumi.tely,

African language communities have. activated themselves to achie~~ official st~¥us.

~:,;~;,ft'~~~V1fs; •... .... ",:<cl·c ,,' .. '... .'/ti/t£'!'?fi~,
However, language rights have been proJ:Tloted but not yet(,phold and implement

.:Vi .4 . '.. ..' .'. . ·i'.~"\~J_;~t~~~\
thus'iesult;;'1p failure (Heugh, in press: 13). Foripstancy,peoplehavelittle opportunity

"\ '......•...... , , .. ,' ....•.. , , .. / , ~.

to frccess public servic~sjin langllag~s other th~ng~Sh and Afrikains.~~;f«'f~~.;,"',<7,,.,,
" ' (;:Lr,. ,"" . '\~~,,7ft~J'§.~"%~·~1Z.:r

only a small number of people I.. me c~~~~;'~ht:se twolanguag'~~e ."'J~~~
------- /~\'. !_.~

.----l-aJ-·s-s-ez-.-faIT-·-e rights-based ~o1icy is'in~~ded7~ ~~th~~it-;i~g;:;;~ent, therefore the

~"':'! ''';1 in ;;"lfa: the pOlitave 'ke""y exc1udod md ignmed many
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speakers of Africanlanguages. The rights-based policy is in place and n~t y~t being

. .,J,.. - .
.promoted :w'ell, again as the .same outcome as resuJtedih multilingua1language policy

f." "I •
~" ..... L

::
:- "....... ~.:

~ .-.: ;.

Thi~ ef,say has exploredthe recent developments ~langilage planning in Soi.l~ Africa.

&~' "~~: .. " .

Through the .domams in language plaimingandpolicy,~sm~t~h
'. . '.' . . . .~. ...~eLwY '. ... i .-

IIlulti1inguallarig~ageand language practices/and rightscbas~d la~guage POlic;As a

result, this essay explored that the developments in language plartninghave been

'< "

.... . ......•. :>eb/'RSl~"
era. Unfortunately,' most' of" the. policies in .. promoted durin,g the post:apari~id

. ~~ ;-~ ..J .
'laDgua~e pla~lling have no~:?,et being implementing we~whic~ptJ.able the people to

" rrk~;:,·... ..., .
apply a multilingual sockty..

5



r

r

'-. \ .......

Mao Zedong and the Cultural Revolution
In 1966, the "Great Proletarian Cultural Revolution" (abbreviated as the "Cultural Revolution) broke

out in Mainland China launched by Mao Zedong. Up to the present, the Cultural Revolution' is still able to
catch the attention of many intellectuals so that they explore and research its origin, development and even
its aftennath. Moreover its attraction to many experts in China studies' does not fade away with time. Some
Chinese people experienced this dark period marked by struggling and their wounds even nowcanriot be
cured.

Few people think [?today] that the CuituraJ Revolution is part of the Chinese heritageand that it
reflects thetradition,al, real and developing side of China. Nevertheless, the majority qf the people still
think that the Cultural Revolution was a destructive and painful catastrophe. It brought about unaccountable
influences in China [?at the time and in its aftermilth]and aftermath. ".

In analysing the causes of the Cultural Revolution, people come up wjth various answers.. Some
think that it was because of the factions and power struggle, other believe rather that}deology andpolicies
were a motive for the happenings ofthe Cultural Revolution., ' ,

. .". .

In this paper~ I will argue that the Cultural Revolution existed largely as aresult of Mao Zedong's
leadership.. Firstly, the limited term "Cultural, Revolution" and a brief historical background will be

"addressed. Then the causes of the Cultural Revolution will be discussed in tenns oHour main parts, firstly,
the factiqns and power struggle, secondly, t!}e disputeover ide,ologyand resulting conflict, thirdly, policies
difference aDd fourthly, social factors.' " ,

Whafis the Cultural Revolution.?
" It is difficult to know Mao Zedong's motivation and aim in launching the Cultural Revolution. Hence

"."-0' ,it is h<jfd to identify when the Cultural Rev61ution exactly started,An author [IS THIS Ci CITED AT TIlE
"'END O'FTHE PARAGRAPH? IF SO PUT HISNAME HERE] attributes it t6tfour aspects in order to

clarify the , direction ,and analyse, the causes of the Cultural Revolution., Firstly this was from the
appearance of the term Cultural Revolution and Liu Shaoqi was the first person to use this term. This was
when he presented a report in the Eighth Central Committee in September 1956 and also later in May,
1958, when he emphasized increasing illitepcy [YOU MEAN UTERACY HERE??], implementation of
cultural reform, getting rid of superstitions' and frosting [?restrictions on] of intellectuals, Secondly there
was the movement toreform traditional theater led by Jiang Qing,Mao Zedong's wife (in, 1962). Some
people believe that at that time Mao already planned to launch the Cultural Revolution. Thirdly there the
establishment of the "Central Revolutionary Committee Group"in April 1966. Finally the true origins of
the Cultural Revolution were based on the power struggle between Mao and Lou, Shaoqi, because of
policies difference'(Ci, 1976:45).

The Cultural Revolution was initiated and directed by Mao Zedong and carried out
by Lin Biao and the "Gang of Four" under the theory of "continuing revolution under the
proletariat dictatorship"..l\1ao believed that a large number of bourgeoisie representatives
and counter-revolutionaries had already penetrated the party, the government and the
cultural circ1es.Theleadership in a majority of organizations was no longer, in his view,

,following the Marxist line. Hence, Mao decided to launch a cultuIal revolution so that the
masses could regain the power and eradicate the "capitalist foaders". The Cultural
Revolution started in November 1965, when the Maoist theorist Yao Wen-yuan published
a critique of the popular play HaiJui and was dismissed from office. Earlier in 1960, a
historian Wu Han, who was vice-mayor of Beijing at the time, Wrote thedrama, which
was set in the Ming Dynasty and celebrated the heroism of a virtuous official, who was
deposed by a tyrannical emperor for having protested against the confiscation of peasant
lands by landlords and corrupt bureaucrats. Mao would naturally think that the tyrannical
emperor referred to himself and the virtuous official referred to Peng Dehuai and the

,~
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referred to the communization campaign, which Peng Dehuai had opposed vehemently as
a result being dismissed by Mao (Meisner, 1977:309).

The causes of the Cultural Revolution
Factions and power struggle

The cause of the Cultural Revolution was not just factions and power struggle. Some
people argue that due to Mao lost his power because of failure in the Great Leap
Forward, therefore, he launched of the Cultural Revolution in order to try to regain his
power. Others believe that Liu Shaoqi prepared a plot of seizing power so as to make the
Cultural Revolution happened inevitably. In other words, factions and power struggle
between Mao and Liu caused the Cultural Revolution happened.

In the Chinese COinmunistpolitical system, it is undoubted that the Party power is
higher than any other power including political system. When Mao resigned the head of
state in April 1959, he still dismissed the position of Minister of Defense Peng Dehuai
(1898-1974). In addition, since 19.56, although Mao has been weakened power in several
campaigns, he still was the chainnan of the Chinese Communist Party, the head of the
Military Committee. Moreover, his "Mao Zedong Thought" is still the main ideology,of
the CCP (Ci, 1958:440). In addition, if Mao thought that his position had had be threaten
by Liu Shaoqi, in other words, the cause of the Cultural Revolution would be personal

, conflict between Mao and Liu'. Whey the Cultural Revolution would still keep going after
Liu io~~ power or passed away? Hence, as an author concluded that when studying the
Cultural Revolution, it is necessary to link the intra-party conflict because the resource of
the intra-party conflict came from power struggle, factions and conflicts of decision
making (Domes,1977:3-5).

Dispute and conflict in ideology
The criticism of the Stalin issue at the Soviet party's 20th Congress has roused misgivings 'on the way

to rule the Party and China by Mao. Originally Mao always followed Soviet Union's example. However,
during the period of the Soviet 20th Congress, Khrushchev's destalinization had significant repercussion
rising in Mao's mind, which was the relationship of a communist party to the people. In other words, how
he should govern China. These misgivings were increased in 1959 by Khrushchev's apparent readiness to
reach some agreements with the United States. Therefore, from 1960 the Chinese began to denounce
Soviet willingness to compromise with imperialism. At the same time, Mao began a major re-examination
of Soviet society in an attempt to understand what had deflected the Russians from what he considered to
be the true Leninist path. Moreover, during the Great LeilP Forward, the Chinese abandoned the Soviet
economic model. By the mid-1960s, Mao had decidedthat if was imperative' to prevent China from taking
the revisionist Soviet road and that party and state would have to be restructured (Macfarquhar, 1974:9-11).

As destalinization got under way, Maoseem to have begun to suspect that some of his colleagues
might be eager to take Khrushchev's attack on Stalin as an opportunity for weakening his position. In
particular, Mao would be fearful that people might criticize his cult of personality as Khrushchev did on
Stalin so that his dominant position might be under the threat (Fairbank, 1992:378-79). Finally, although
Mao himself decided that he should hand over power gradually to his' colleagues, his willingness to cede
power was offset by his resentment at colleagues who eagerly wanted to grasp power.

Advancing declaration of the completion of collectivization led to the dispute between Mao and his
colleges. Agricultural collectivization was regarded by Mao as a very important step in the consolidation of
the communist regime. When agricultural collectivization was still going on, Mao proclaimed that it had
accomplished ahead of schedule and then took it as the opportunity to launch the first ot' China's two
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economic 'leap .forward'. Mao even produced a new slogan: "More, faster, better, imd more economicaIIy"
in order to speed up the agricultural production (Macfarquhar, 1974:26-31). During the 1955to 1956, the
attempt has achieved some economic results, .however, the reality was that the a¢tuItural production did
not increase significantly. Because the collectivization advanced to accomplish,. some collective
organization of agricultUre were established. too hurry to able to produce ~ marked effect (Fairbank,
,1992:422). .

, Economic :r~laXation created the rising of the "new Class". After the Great Leap F~~aid, the Chinese
COIJIDlunist Party adopted relatively liberal economic policies. The policieS 'all!PorizedJocal productio:n
units a broad decisiori-inilke. The remstitutionof private plots and trade fairS.in the agilcuItural .was
removed from diTect supervision by organs of the state and' Party ilia certain degree: :DueJo emphasis on

·piece-rate systemsof remuneration and on inaterialincentive, the egali~an-collectivistideals of the Party
·were also diluted because of the emphasis on s~ Sinceto 1961 autho!ity for production-rdate~decisions haS
·been ~vestedin' iocal and region Party. ccimrnittees, but due to most of them lacke!lin managerial and .'
technological competence..As a result, the ecorioink We of the country 'was increasingly'controlled by the
rise of a "new class" ofmanagers, administrators and technOerats(Ba1JID,1971:67~68). '... , . ,

inaddi~OI;, the. Great L~apF:ohv~d~d the' foUowini thTeedifficrilt years (1959-i961) was
especially one of the toughest time for China:. To even' worse., incredtble successipriof the Soviet Union,
whichsuddeniy with&-e~ its expertSari.dtore up huildre4s of contracts, and demanding the repayment of
loans fOrID the Korean War and other outstanding debtS at the same time (Tannenbaum, 1971:61)~ The
disput~ between the Mao and his colleagues had formed gradrially;because these evidences were given to

.. rise to a reassessment of development strategy, wlllch found Mao, arid many of his colleagues on opposite
. sidesof th~ fenCe. .' . , . . ." . '. .•. ' . .'

. "~:~.. . :.... '.' ~. ,.'-'" ", .. ". '.'.' .."..... .. ':. - :'. :.:. ~.:.'" .... :.:. -'. :. , .' . .

., Madlrled totepiai the Yenan;i's'ucfessful revolution to iekaiIl Wsprestige from tlJe f.rllure in the "
Great Leap Forward. The Great Leap' Forward campaign, which bt:gan in 1958, was an attempt by Mao and
other leftists to remedy perceiveddefettS.incentialized planning, but produced' one of. history's great
catastropheS as aresult ofa massive famine..It IsIikelythe worst ill recorded liistory iIi terms of the number
of people it killed. Moreover, a combination offloQds in the South and mought ip the north of the country
contributed to the destruction of harvestS; there seems little doubt that this disaster was partly lv,fao's fault. .•
(Mas;kerras, 2001: 99). Hence, it is not surprising that Mao niight utilize his specialty of masses movement
to regain his prestige..., ',' .

. The ideology, which Mao pad been insisting to maintain, was related to the succ~ssful revolutionary
experience during the Yenan period. However, due to the different space and time, Mao seems to have
confused lte aim of revolution. 'There are significant differences between the Yenan period and the period
of the People's Republicof.China, because in the former, there was'a clear overriding objective,.which w

everyo:ne shan~d to resist _tbeinvasion frolp Japanese. :Moreover, the corruption of the Nationalist
government must be solved. Due to sharing' the cOIDrnon purpose, Chinese people would not only obey
orders but also add efforts.of their own to carry out the pUrpose behind the orders and might even try. to
antiCipate the wl)ishesof the Mao's rule (LindSilY, 1969:34-35). On the contrary, after the found of PRC,
Chinese people seemed .not having feeling of crisis as before and hoped stable political sphere, high' living
standard. Under these drcuin~tances, it is likely that Mao felt that the vallie ofrevolution was fading away.

. Fhrthermore, smce 1955, M~o hasinstalled fuespmtof Yenan in his thought and policies, which
implied an emphasis on struggle rather than rationality, and on mass acnon rather than. the technical and
managerial elite.' In other words~ Mao',S policies basiciilly' differ:ed from the policies in the Party, because
his policies neitherfollow the Leninism !10~ against "capitalist roaders" (Schram,1969:25-26}

When talking ab~ut the causes of the Cultural Revolution, there were:great deais ~f factors, which are
related to the Yenan period. This is because that the mold of personality cult has started since Yenan
period. Moreover, using masses tojmrge people who have different ideals from the Party; personal self
criticized and acceptance of critiCism from masses and Party 3J.Icontinued from Yenen period (Tsou,
1986:174-190).
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Policies difference
When discussing the causes of the CultUral Revolution, many scholars agree with that policies

differences contribute to the occurrence of the Cultural Revolution.

One of the remote causes of the Cultural Revolution can be traced to the shockan~ sense of betrayal
experienced by' Mao at Lushan conference. The meeting held in the, summer of 1959 in the Lushan in
Jiangxi Province, central China. It mainly argued the merits of the ,Great LeapForward and commune
movement. At the Lushan Conference in july Minister of Defence Peng Dehuai,a very' distingllished
general who had led, the Chinese troops in the Korean War, put forWard a."Lett~r of Opinion;: in which he
attacked the Great Leap Forward as a "Left" manifestation, and blamed it on "the view of some conirades",
referring to Mao and his supporters; that "putting:politics in command could be a substitute for everything"
(11ackerras, 2001 :4). .

Generally speaking, the greatest significan~e of th~ Peng Dehuai affair was that this i~ the first time
in the Chinese history that-Mao's personal leadership and programs had come under attack by a long-time,

,trusted "comrade-in-arms". In addition, since the Lushan Conference, the nation-wide glorification of the
. Mao appearedin three fields, which were: firstly, repairing Mao's self-esteem, which must have been badly

scarred in the confrontation withPeng Dehuai. Secondly, restoring Mao's confidence in leadership
authority, whichbadly had shaken by the failure of the Great Leap Forward program, and finally substitute
the ideology of Mao for the false Khrushchev's "revisionism" as the true expression of Marxisrn-Leninism
(Bridgham, 1967;3~). Nevertheless, these objects also remain important motivating factors to push Mao
launch the Cu)tUiaI RevolutioI;l, as long as .the nation-wide glorification could not satisfy Mao's intention, it
is likely to launch the Cultural Revolution. ' '

\Anbther factor, which prought about the disputes 'of the policies between the Mao and his. colleagues,
'was thtN;ocialist Education Movement. This campaign initiated at the Tenth· P~nurn in September 1962, it .
original ;ilins were to restore collectivism in the rural areas and reestablish the communes as functioning

.socioeconomic units, and to cleaDs~ the corruption and rnitigatebureaucratic elitism in the Party (Meisner;

.1977:289). It was not until May'1963, the purposes 'and the methods of the Socialist Education Movement
was stated, then was launched on nation wide. However, it became the "Four Cleans"campaign to rectify'
the local cadres. Party called for the formation of "Associations of Poor and Lower Middle Peasants" to
help identify and correct cadreproblems. Cadres were also asked to spend sometime ,working in
production for the good of their proletarian consciousness. Finally, the Socialist Education Movement fell
short of the expectation and [mished by mid-1965, because local cadres were not cooperative. This
unsuccessful movement made Mao angry, because the peasants were not unleashed as what he expected
(Dietrich, 1998: 153-157). Hence" the Cultural Revolution was essentially a continuation of the Socialist
Education Movement in 'pursuit of the same goals, but under new management, which contained LID Piao
and others on Mao team and eradiated old comrades such 'as Deng Xiaopeng and Liu Shaochi, and
employing newsystematic terror and violent methods (Bridgham, 1967:3-4).

The coriflict between Maoism and modernization caused the Cultural :Revolution. Modernization is
seen 'to be a rational and the inevitable trend, which is slowly spreading throughout the world, because it is
associated with· rising standards of living, technologIcal progress, economic mobility, and efficiency. In
some analyses, Mao'and his policies during the Cultural Revolution are regarded as irrational and utopian,
while the programs associated withLiu Shaqui and the Party organization are thought to have' been more
realistic and pragmatic. Hence, when Mao tried to reach his goal of creatiDg the "allcround man", it is
regarded as anachronistic. Reforms in education that shorten school terms and expand political training are
viewed as a dilution of standards; which China can ill afford. When Party members who have different
ideas to look forward to the concept of modernization, Maoist would natuially stress on ideology and
ideological rectification to resist pressure for modernization and social change'and development. Therefore,
Mao could not help but utilize his charisma and the elevation of his thought to legitimize political goals and
programs and smackofinegalbmania(Balim, 1971:228).

Social factors and Mao's cult
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Chinese traditional political cultural contribute to the fo~ of Mio ~ult. In the Chinese traditional
politic~ cultural, due to influence by the Confuciantr"aciition, social harmony anci peace have iong been "
considered basic and enduring political values. in aCldition, Ghinese have stressed ''filiai piety" as the basic
of superior-subordinate relations for centUries (Solomon, 1~81,345.The citizenry an~ passive inpolitics and
obedieilt to authority. They have no humarirights ,because th~y have been taught that ,the assertion of

'human rights would be selfish 'arid antisocial and j:herefore'iglloble.Itwould also IJeseverelypunished
(F:iiIb8nk, 1992,383~84). Hence, Chinese authority comes' from the top todown; once one takes power, one
will become sacrosanct and epjoy prerogative legitimately. Therefore, it is not 'surprising that Mao has

,acquired S9me of!he prerogatives of an ~mperor. '
'".. ' • '. .' • 'i.- ••

In addition~ an obviously aildimportantdifference betWeellthePRC~dpie.Viousre.~esiriCJriria
are the.effortto secure universal pamcipation in politics. The Confudanideal sawsocidy ,~arieXtended, "

,model of the patriarchalfamily. The rulers played the:i:ole'of theelde~ gen~ratioii 8nd~ad if dutY to take
care of theinteiests of their subjects and to eduCate them by the example of viitUe; the massesplayeo the
mle of smaIl children and therr primaiy duty was' obedience to their rulers. While somedYnastie's had beeri
helped to .vower by peasant revolts, once iIi po~er ~very dynasty wentb~ckto the traditionalpattem.of
demanding obedience form the masses. ,Only 'the communist have tried !obase therrpowerou'active'
support on active support form the m~ses. Therefore,in the beginning of the 6J'ltuiil'Revolution, when: ,
Mao launched campaign' against bureaucratism and allowed masses to participate, people would supp6it
Mao zealously., 'f' ,

h conclusion. the Cultural Revol~tion was an illfluential ~v'ent inti:l(~Chin~ehistorY,beca~sdtis ~ very',
significant historical link, .which contributes to people who want to'understand China deeply. It is cannot' ,
be doubted that factions and power struggle between MaoZedong and Liu Shaogi might be one ofthe: ' '
causes of the Cultural Revolution,however, when analYzing this factor; it seems have its limitation. In fact,
any social, cultural, economic, even political might influence a person's thinking and behavior. IiJ.' - __ "".
·comparison ~th Ma~'s thinldn~ between the Yenan .period~and after the eStablishment of the PRe,:his --
thinking seems more irrational and was not content with the different opinions and ideas. Due to the time,
space, background which Mao posited people might find it difficult to accept Mao's thought, policies and
ideology. fuedually, the relationship between Mao and his opponent would be deteriorated. Foi- regaining, ...
his prestige artd map out a different path for China, it is likely to launch an-unprecedented revolution. '
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APPENDIX J:   SCHEDULE OF INTERVIEWS

The interviews were held mainly at the reading rooms of The Australian University, occasionally at the 
students’ domiciles. The initial of the teachers’ or students’ pseudonyms are usually given followed by the 
date of the interview in continental form in the transcripts. With the teachers, a T is added and Dr Smith 
and Dr Sutter’s names and rendered TSM and TSU. Selections from the transcripts are given in Appendices 
K, L, M, N, O. The interviewer gave Len some tuition in English which helps explain his higher number of 
interview schedules. Daphne joined the research at a later stage than the others. Len had a later interview 
the following year but this had nothing substantial to add to the research so is not cited in the transcripts. 
The term BE after the initial in the transcripts indicates discussion of students’ language level. 

Teachers
Dr Smith TSM 30.7.2003 
Ms Lisana TL    31.7.2003 
Dr Acara TA    19.8.2003 
Dr Sutter TSU 18.9.2003 
Students
Yvonne 23.11.2002 
Yvonne 15.4.2003 
Yvonne 6.6.2003 
Yvonne 10.6.2003 
Yvonne 19.6.2003 
Yvonne 5.9.2003 
Yvonne 10.10.2003 
Yvonne 24.10.2003 
Yvonne  1.11.2003 
Len 19.11.2002 
Len 3.12.2002 
Len 11.4.2003 
Len 15.4.2003 
Len 30.5.2003 
Len 3.6.2003 
Len 24.6.2003 
Len 28.8.2003 
Len 11.9.2003 
Len 18.9.2003 
Len  23.10.203 
Len 13.5.2004 
Cheryl  23.11.2002 
Cheryl 9.4.2002 
Cheryl 21.5.2003 
Cheryl 28.5.2003 
Cheryl 5.6.2003 
Cheryl 12.8.2003 
Cheryl 20.8.2003 
Cheryl 14.10.2003 
Daphne 20.4.2003 
Daphne 19.5.2003 
Daphne 18.6.2003 
Daphne 19.8.2003 
Daphne 10.9.2003 
Daphne 8.10.2003 
Daphne 22.10.2003 
Daphne 12.11.2003 
Daphne 26.11.2003 
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APPENDIX  K

INTERVIEWS WITH FOUR TEACHERS 

Summary of Interview with Yvonne’s lecturer 29 July 2003 

Dr Smith seemed to think that CHC students had a viewpoint but were unwilling to show this, 
i.e. if it was not the lecturer’s viewpoint, u they were unwilling to talk.  But with the course 
on international relations that he conducted, once that they knew that the lecturer wanted them 
to speak out, it was OKAY.. This course comprised only overseas students, was meant to 
encourage these students to integrate and was marked by some attempt to understand the 
needs of overseas students. Dr Smith presented the following features as characterizing 
students from CHC societies.. 

Features of CHC Students 

(1) Moralistic: tendency of CHC students to take moralistic viewpoint. There was a 
tendency to use perspectives of right versus wrong with the belief that certain actions 
were wrong in international relations. . 

(2) Global: “insular” (cf ., Ginzburg 1992). Dr Smith found them insular, not knowing 
events outside their own countries.  

(3) Reserve: CHC students needed encouragement. However Dr Smith did not seem to 
think adjustment was difficult or long. But they were hindered by regard for the 
lecturer and fear of saying something that he might disagree with. They were 
unwilling to express their views until they gained confidence. 

(4) “Right behaviour”.They had a concept of “right behaviour” which was NOT 
necessarily anti-Western 

(5) “World View” There was an absence of this and Dr Smith felt that students 
     needed to be brought out of their  insularity. 
(6) The students were also marked by variations in intelligence and level of English. 

Selection of Taped Interview with Len’s Lecturer, 28 August, 2003  

Ms Lisana: : . . .  We have a theoretical-based assignment, a practical-based assignment, and 
when an opportunity ((?)) to a discussion, so we are really trying to give everyone the 
opportunity to engage in those different types of learning, and to force the ones who don’t 
often like to, to talk . . . everyone to travel along in a range of different areas, allowing them 
to maintain their comfort zone.  

A:  . . .. There is a student I have – and do you find that – one of the other lecturers mentioned 
that Asian students, although they have their own ideas, are sometimes a bit worried about 
expressing them, or – do you find that there’s a difference between them? 

Ms Lisana: Definitely. They have been raised in a totally different education system to ours. 
They have come from the basic ideology that there are facts, and you have to learn them ((?)) 
fact-oriented, and there are also – they come from a culture where you only repeat what your 
lecturer has said, and that is the only way to respect them [the lecturers] correctly. And so this 
is something that I have to work with them quite a lot on, trying to gain the understanding that 
in this culture it is okay [to express an opinion].  

And I think, too, it’s a matter of making that shift of thinking in their first language, and that 
shift to think in English. And they usually achieve that within the first six months. And you 
can see a big difference, then, in their ability to operate within the class group, to think things 
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through and actually make comments if they try. Which they have a great deal of trouble with, 
in the first semester.  

A: Yes. And they actually break through with that, do they (yes) usually, Well, I think, maybe 
–

Ms Lisana: And they are provided with opportunities. They are also forced to, I suppose, with 
the way we structure the course, actually, they have to do it – is required. And that’s part of 
having the other students understand their role, to support some of them. And the other 
students have actually been very good with, in terms of joining in, embracing the other 
students, good to work on a project with, or – have discussions, ensuring, I suppose, that part 
of the process that is with the classroom, is that we talk a lot about group projecting. So that 
they have an understanding, that everyone needs a turn. So they actually enforce those things 
quite nicely. The small group work is actually for students a much better opportunity for to 
face up, with less pressure. And then what we do after that, we have to report back, and the 
idea being, that as we progress through this semester, they actually feel more comfortable 
about being the person to report back. But taken at the pace ((?)), it seems to be working out. 
 [?can be] brought round to a critical approach 

Selection from Taped Interview with Cheryl’s Lecturer, 18 September 2003 

Dr Sutter: With Asian students they strike another hurdle [besides not having done education 
subjects before] because they don’t know the Australian school system all that well. Um. The 
research task we have is – to gather material from schools, to realize them, and to categorize 
the school, private or public school, from an elite private school to a working class high 
school. Is that all right? (Mm) Um. Now the difficulty for Asian students there is not knowing 
the system. They also have to approach a school and get information from the school. So most 
of the people will join up with ((?)) of the Australian education system. But they still have the 
difficulty of knowing what to look for. So this creates problems for them because they have to 
give a seminar, and talk about that, and then they have to talk – answer questions.  

. . . . . . .So  what we – I am trying to say, I think in our types of subjects, um, there is an 
assumption that people understand the education system as we have it – and if we don’t, then 
the writing of that becomes more difficult for them. When you add a theory to that, on top of 
that again – 

A: So it’s the practical work and the theory together? 

S: Well, the practical work is meant really for, for students to look again, things that they take 
for granted within schools. And that’s difficult enough for them. But for people coming in, 
from the same system, [i.e., the East Asian system] then that looking at it is more difficult.  

Selection of Taped Interview with Daphne’s lecturer, 19 August, 2003 

Dr Atara: But what you say about the social sciences and humanities – that’s part of the 
problem there – there are certain theories. There are a number of theories that can be 
considered and you have to know the theories fairly thoroughly to – well, I – in looking at the 
report that I look at – written by Asian scholars – a lot of them do a very good job down here. 
They know the facts, very, very detailed, copiously. Sometimes they even give a rundown of 
various sorts of theories. At times there is a – I’ve not read very many papers by Asian 
authors who are just ((?)) – really good uses of theory and so on. And definitely there are 
some very, very good examples, but a lot of it is much more factual material and so on, a lot 
more discussing various fine points of, say, Marxist theory. What Marx said, what Lenin said, 
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what various other people said and so on, and that kind of thing, and so on, but in terms of 
actually applying it - ((?)). 

A: I think – 

Dr Atara: One of the things that you can – we – I don’t know about the breakdown of things 
in Korea – I know in Taiwan I think about 30% of the students study arts or social sciences – 
and stats (?) at the university, and most of them study sciences, and of course everybody 
studies business. That’s again – 

A: -  some of my/ 

Dr Atara: /It’s something. Well, you can learn certain things. One of the first ? – Well, I’ll 
give you another example. I had a postgraduate student who actually wrote a very, very good 
thesis, is now teaching at a university. Ah. He had come from an engineering background. 
And he was looking at the topic – um – management – from a sort of psychological and 
testing sort of application – and – I was co-supervising him with a fellow who has now left 
[this university] and has now gone on holiday, but – he was a professional management 
theorist – and I am very much qualitative, the research that I do. And this other fellow – his 
whole research was very quantitative but he appreciated the qualitative research, and both of 
us, in our discussion with the scholar, said that you need more ((?)) what you’re doing here if 
you want to make a massive impact. Say anything (?), we want you to do some qualitative 
research as well. And this just threw the guy completely. “What do I do for qualitative 
research?” Well, quantitative research is statistical, all kinds of research, all kinds of 
techniques you can apply, all statistics and so on – and all kinds of various things that have 
been set out as ways to enhance the data that you have – techniques set out. Qualitative 
research doesn’t work that way, Um. And it was very, very difficult for a whole for this 
fellow before he relented. And when he finally did it, he did an incredibly good job. He did 
qualitative things but he did it in a way than – he could then use some kinds of quantitative 
analysis and link it into his qualitative data. Which was brilliant. But as I say, because of the 
vagueness of it, he – it was difficult for him. “How do I know that I am doing something good 
that is qualitative?” One can test, test statistics very easily, and I know I can get an answer. 
But qualitatively - ? 
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APPENDIX L

TRANSCRIPT OF INTERVIEW WITH YVONNE – THE AUSTRALIAN UNIVERSITY –
APRIL 15, 2003

A: What about the different kind of skills that people have to learn today? Do you think that they 
are different skills? In the past it was much more simple. I mean, you learnt how to read a book, 
but today, today’s skills are more difficult because – maybe you study one subject and then you 
find you have to study another subject that is different. 

Y: [exclamation suggesting incomprehension] 

A: Maybe you have these skills, skills. What I mean is, people need to be flexible and that – for 
different technology – for working a computer may change, so the person has to learn these skills. 
Do you see? 

Y: Yes, I think – 

A: People have to learn to use skills more rapidly. Because you, yourself had to learn how to use 
word processing? 

Y: Yes.  

A: You learnt that at school?  

Y: Yes.  

A: Oh, you did. Yes.  

Y: Yes. Because sufficient also grade us to get us to technical skill. For example, so I find also it 
is necessary, not to have writing. So after required to learn essay or typing - so for we need 
educate – we need technical skills in education. 

A: Yes. And you need the technical skills. 

Y: And also in assignments, so technical skill helps us a lot. So for other, all, so we can decide 
everything on the Web. So it’s about, for example, - me, as for me – for example ever I am in 
Australia but I can research my topic in Japanese on the Web. So I can read many books, not 
books but many journals, information in Japanese here. So it helps me so much in writing, at all, 
make a ? 

A: Yes, but if you consider, if you hadn’t learnt those skills, if you had not learnt how to use the 
Web, you would have a lot more work to do. 

Y: Yes.  

A: So that has been a benefit. So you have responded, you have learnt those skills, and you are – 

Y: Yes. 
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A: - ? and the problem is that some people – the thing is, when people learn something today they 
should learn also to adapt. Do you think so?  

Y: Yes. Well, what “adapt”?  

A: “Adapt”. It’s able to –  

Y: Yes, yes I understand “adapt” but what meaning of “adapt” here in this situation? I don’t 
know. 

A: When you learn something, you learn how to do something, and then you have to – 

Y: Yes, adapt.  

A: You learn how to do something, and then you find there are different views or different things 
that you have to learn. 

Y: Yes, many.  

A: And then you have to adapt because –  

Y: Yes, yes, I do adapt. I mean, and I do, I am doing. Because how to write essay, it’s different in 
Japan, different between Japan and Australia, here, so, all through over one year became 
“adapted”. 

A: Yes. 

Y: Little by little. 

A: But the problem is with the old way, the way the people learnt in the past. They did not learn 
to adapt, they learnt to know something and then they thought – this knowledge is all I have to 
learn.  

Y: I don’t think so. 

A: You don’t think so?  

Y: Because many ? many ? long ago – 

A: I don’t know. Well I am just saying . . . maybe not very long ago but just  - 

[INTERRUPTION] 

Y: What more – what have they to do - to years ago? Some Japanese went overseas to study, in 
the United States or into Europe, but of course they don’t, they didn’t have technical skill like we 
do, but they studied, studied, in English or in second language somehow, so it’s why they could 
do, it’s just adaptation.  

A: It was very well done. That was very well done. There’s a writer who lived – this was many 
years ago – I won’t tell you his name, but he said that there are certain things we learn that are 
constantly changing. 
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Y: Yes, yes.  

A: You understand? A hundred years ago people learnt how to use steam engines but today 
people learn technology and electronics. 

Y: Yes. 

A: There have also been continual changes. He said that there were other things, other kinds of 
knowledge that did not change. Do you agree with that at all?  

Y: Yes. I agree with that. Some thing is not a – changeable – change – changed – I think. 

A: What things would you say? 

Y: So you mean in education field or in general? 

A: Things we learn, yes, we learn yes, educational, in the educational field.  

Y: No, no, I don’t have idea. I don’t have any ? ? examples. No, sorry. 

A: Well, another . . . there are basic principles, do you think, principles about – what do you 
think? Certain principles – do you understand what I mean – about certain things that don’t 
change, when we learn something. Well, I suppose there are morals, moral education –  

Y: What is “moral”? 

A: Well, there is the right way to behave, as Confucius and other people have learnt. You learn, 
you behave, you show, you act to other people in a certain way. 

Y: ? Moral 

A: It’s the way people should act to each other. Moral. 

Y: Ah. Worth. 

A: Moral, yes.  

Y: Oh. M O R A L S. Right. 

A: I’ll spell it for that part. I’m saying there are some things that we think don’t change.  

Y: Ah, yes, cha- . I think so, too. Somewhere is the change, especially about twenty or thirty 
decades in Japan, the morale is turned out, turned over. {Mm} Turn over greatly, I think. 

A: But it’s just that – well I suppose I will give an example. Well, there are the ways that people 
act towards each other and their relations – psychology, the way people think.  

Y: Ah. The way. What people? 

A: The way people think – they – psychology. 
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Y: Yeh.  I am not sure I’m going but (?) but at first to get change of moral is the same as 
generation gap.  

A: No, I’m not just worrying about morals, I’m not just thinking about that, I mean, the way, 
when you learn certain things, there are things that change, are continually changing. 

Y: ? ? 

A: - but there are other things that do not change so much and – um – I just think that these things 
concern people and - the things that don’t change so much are about the way people act and their 
beliefs. You might disagree. There are people who say that we change a lot in the way we think. 
See the way people consider things, act, and the way they react to each other. It’s their beliefs, the 
way they speak, and things like that. You don’t understand what I mean, do you? 

A: Well. What do you think is one of the things in education that does not change? 

Y: People want . . to know something new all the time. I mean, something new is – something 
new is, I mean – ah – unclear ??  I have read it from here – from this age/stage? So I have many 
things – many information about the world and about Asia and society – but I think it is just a part 
of them. So now I am studying Asian Studies, so very – there are many many something new for 
me. So it’s a study, or it’s an education, I think. So I mean so education is just – education is not 
just for children. So for me, for me at first, so people seek for every, or want to know or have 
something new, and other things more and more.  

A: But I suppose I was thinking in studies like the social sciences we are learning something new, 
but there are certain things that do not change so very much –  

Y: I mean, something new is not – so I follow the factual of the matter I have already learnt. It is 
a message – different update? 

A: It’s the aspect – yes? 

Y: From a different position as viewed from a different position – ah, for example now I am 
studying the Cold War after the World War Two, and I learnt about this in Junior high School, 
but now the World War, the Cold War, I am studying now about is a little bit different, a different 
aspect to me. 

A: Yes. 

Y: So the same matter, even the same matter, is different from a different position, or starting 
point. 

A: Do you feel that in Japan people did not learn, to show to have a different position, they just 
learnt one viewpoint. 

Y: Since some of those are lucky, it can get chance to view from different standpoints, but the 
mostly they don’t.  
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A: But I understand very well, I understand, I think that what you said is very interesting. You 
say that you are looking at the same things, but you look at them from a different aspect, do you? 

Y: Yes, I think so.  

A: This happens all the time, but as you grow you change.  

Y: Yes. Not only in study, so in daily life is also. 

A: There are also some changing views. There is a viewpoint, and I’ll just give you this 
viewpoint. It says that when we study certain subjects, the important thing is to know how to find 
the information, that we know how to learn the information. If you want to, say, get some 
information  about – oh – some sort of riot in America, or something like that, if you can learn 
how to find that information.  

Y: If you –  

A: If you learn how to find that information over the – 

Y: Yeh. 

A: - Internet or something like that. So they say, that’s what’s important, that you don’t have to 
learn that information. Do you agree with that? 

Y: Yes, yes, I think so, because so many, if I have a many information, so it means, so I get as 
many opportunity – as many information I have. So I get the opportunity or I get the choice, 
many – how get more. More information means more possibility to choose.  

A: But you cannot learn off all that, learn all that information by heart, but you are able to know – 

Y: Yeh. 

A: - where the information is. That is a new idea in education. In Japan do they talk about that or 
–

Y: No, no, no, never. 

A: There are problems because in some subjects people have to learn off – 

Y: Yeh. 

A: - by heart, such as in music and languages, but in other subjects – 

Y: Even in music, even in music subject, we are required to learn some things by heart – 

A: Yes. 

Y: Just to show emotion or – . I think that the music requires – the music requires some emotional 
– er – it’s sort of to show, express emotion, but in Japanese education music is also of a kind of 
learning by heart. For this music – who composed this music? And when? Or a fact something 
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like that. So we can’t, we don’t enjoy this music. We have to remember who composed, when it 
was composed of and which kind of music it is. All the time, that is. 

A: Do you think that helps you enjoy the music or language? 

Y: Yes. Substitute . . . 

A: Yes? 

Y: Substitution, no. All the time I practice, I love the piano by private teachers, so I can – I can 
enjoy, but at school all the time there are many things to learn by heart, learn by heart in music 
subject. So how this, I can say, substitute, I mention just before, many things to remember. So. 

A: So it’s a matter of learning off by heart, but maybe people learn too much information. 

Y: Yes. 

A: Maybe. 

Y: This music was composed by Schubert or Bach, and sometimes this means to one music – and 
we have to say who was – it is Kot, it is Memre, Schubert, teacher require certain things. But 
don’t ask me how do you feel, listen to this music. They don’t ask me, they don’t ask us in that 
way. 

A: And I suppose in a subject like Asian Studies you feel that today you don’t have to learn all 
those things off by – 

Y: Yes. But please remember that my education, the education that I was received, I was done, it 
is a lot different from the present-day education – 

                
END OF TRANSCRIPT 

   



299

APPENDIX   M

TRANSCRIPT OF INTERVIEW WITH LEN – THE AUSTRALIAN UNIVERSITY – APRIL 
11, 2003

[NOISE] 
A: Right. It’s the eleventh of April, the year 2003. What I am considering this time – just relax – 
I’m considering different ways of learning and - . Of course in Korea there is a tradition  of 
learning which comes back from Confucius – 

L: Yes, Confucius. 

A: What’s the Korean name for Confucius?  

L: Kong Ja.  

A: Kong Ja. Someone else told me that and I just can’t remember that. Kong Ja. 

L: Yeh. Also it’s Su Jang. Su Jang. Sasang. Idea.  

A: Anyway I will just call him Confucius because I think that is just – I can’t remember the other 
name. It’s just that in China, in ancient China, the goal of learning was to learn the things that had 
been written by Confucius. Do you think so?  

L: In China? 

A: Yes. I think in China, but Korea also adopted the same policy, do you think?  

L: Policy? 

A: Do you see – 

L: I think it is probably a Korean attitude like from Kong Ja. So I’m not sure whether Kong Ja 
influenced on our education system or not. Probably it’s influence on education system. 

A: Anyway that’s probably not so very important. It’s just that – what I am looking  at – is that in 
the old days there was a view of knowledge as something that was in a book. We have the book, 
we have the book, the knowledge is in the book or books, and the knowledge is taken from the 
book and poured into the person.  

L: Ah, yeh.  

A: What do you think of that – that view of learning. Do people do that in Korea? 

L: Yeh. People like to do the learning, still taught that way. Yeh, just – they have to learn by heart 
a lot.  

A: Yes. Well, I suppose it means that you have to learn by heart also. But I mean – but – the 
problem is that you see knowledge as something fixed as in a book or a number of books. Do you 
think they see knowledge as something that is in certain books? 
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L: We think – yes – knowledge is a kind of information which you can find in book.  

A: And – um – so that means, if you show your knowledge you are able to repeat parts of the 
book or what is in the book or – 

L: Yeh. In Korea, I think, this is a view of the potential of our knowledge – it’s – you can sense – 
the test of our knowledge – we do it – we do some memory test. The test is not argument or 
essay, just write down something – we have to remember it. 

A: Yes. But when you were at school – well – I’m looking at high school – middle school – sorry 
senior school – do you feel that was the way they looked at knowledge?  

L: Yeh. In school – er – just they just – they just tried to instill knowledge rather than make teach 
about argument or discussion or debate. 

A: Yes. 

L: Actually I remember they have tried to have debate in Korea. 

A: Oh. And didn’t you have class debates? 

L: Yes. Oh no. Not at all. 

A: Yes. That’s surprising, yes, because class debates are fairly useful.  

L: Yes. In Australia they have the debate class in schools? From which school, elementary or – 

A: Um. I think that – don’t think they have them [as a separate class devoted to debate]. I can’t 
remember myself having them in elementary. They could, but I think it’s more in the high school. 
But – um – {Mm} that is, I mean there is a difference in regard to certain subjects. I mean, a 
subject like the one your friend is doing, Environmental Science, well obviously certain formulas 
have to be learnt by heart. But what about, what about subjects other than science or maths? Well 
you learnt Korean, learnt Korean? 

L: Yeh. Learnt Korean. 

A: How did you learn Korean?  

L: It’s – um, um – I’m not remember exactly, but usually we used a textbook and used some point 
– some moral – and sometime we just made some writing.  

A: Yes, yes, yes. Well of course I mean in Western countries too, I mean many years ago, 
education was very like that, but you had to learn something off by heart or – something via rote 
–

L: Yeah. Sometimes. 

A: Yes. And then of course – what about the exam questions? What did they want you to do when 
you did an exam?  
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L: I listen to them, then try to think about some logic. And before they used to just give some 
reading and answer some question. It was a – I’m not sure how I can say exactly, but it’s just 
about read [LEAD] and understand – 

A: Yes. 

L: - and they say some question. But isn’t it that they need some logical idea to solve the 
problem? 

A: Oh, what do you mean? Can you give an example? 

L: I’m not sure on last time but I’m not explain exactly. It’s probably – it’s a little similar to 
critical thinking but it’s logical thinking. The question needs some logic to solve the problem. If 
you don’t mind I want to show you – waste time [SIC]. [?I don’t want to waste time on this] 

A: And what about when you went to university in Japan, did you find that – how did they look 
on knowledge at the university? Do you think –  

L: I think it’s there very variety professor, very different kinds of professor. Some of them just 
like high school teacher, just that they talk about their knowledge and we learn and read some 
book and test, but some people, some professor intended to make a conversation but it’s really 
((?)) professor. So I think it’s – there is not so much different to the Korean style but the ((?)) 
professor tried to make conversation but – and – 

A: And then you discussed – talked? 

L: Really I didn’t. And the professor tried to make some conversation. Student don’t usually 
answer but until they pointed [laughs]. 

A: Oh, I see. One experience. I mean you obviously can’t interrupt. It’s not really good manners. 
And with the exam system, what are your own ideas about the system of exams in Korea? Do you 
think that it is an effective way? 

L: Which effective? Which effective? You mean high school or junior or –  

A: You mean, you think there is a difference when you do exams in junior level, maybe – 

L: Oh, yeah. 

A: - more effective than – 

L: I think in junior from lower secondary probably is almost same exam. So they just ask 
knowledge how – what, what students know.  

A: And how effectively do you think the people kept that knowledge in their heads? And as far as 
you are concerned, how effective – 

K: How effective? How effective? Just they learn by heart. 

A: Yes, but you learn before an exam, you do an exam, and do you feel that you’ve kept the 
knowledge or that you’ve lost some of it, or that you’ve lost most of it, or – 
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L: I – unfortunately I’m not sure whether I held it or not. It’s uh - I probably – it’s not so useful I 
think. It’s a very different kind of person. Some students vary – who normally they have a very – 
they made the knowledge they learned and the students – but in my case it’s not so – it wasn’t, 
not so useful. 

A: Well, I was talking to one student and she said that if she was interested in something she 
could remember it after the exam, but if she wasn’t interested she just –  

L: Oh, yeah. 

A: - forgot about it. But I mean, I think that was true of me to some extent and - er – I mean, I 
think exams can be useful at times. The problem is, that if one thinks of knowledge just as facts, 
and you have to learn those fact, and then you remember them, and you write them out for an 
exam, it’s perhaps not the best. Or what do you think about that – do you think that is useful or 
maybe not so? 

L: Oh, I don’t thought that okay, but now I think it’s – some part of it – we have to do the same 
thing – or ‘cos I think a long part is – cannot ignore to study – cannot ignore. 

A: What – ig-? 

L: Ignore. 

A: Ignore? 

L: Yeah. Ignore. It’s a little bit different, but I think we must combine this – some tests, spelling – 
which can induce students to debate knowledge, and discuss knowledge and logical thinking. And 
–

A: Yes. And knowledge. 

L: We should not just ask about knowledge which is learn by heart. So that’s what we have – we 
should ask student how to make – how to make argue – maybe for writing, writing. 

A: Yes. This is – it is a problem for students from East Asia, I think. There is an article there 
about Japanese exchange students [pointing to a script]. And they thought that the main problems 
when they came here would be speaking, but they found their big problem was writing essays. 
That was – anyway I’ll return to that later. One of the things that have changed – views of 
knowledge that have changed to some degree, because in the past I mean there were – 
[INTERRUPTION] – in the past people thought knowledge was held in a book or books, and the 
knowledge was there and it didn’t change, the knowledge remained the same. You learnt 
something, you learnt something, you learnt something – ethics – you know what I mean by 
ethics? 

L: Ethics. 

A: And that was part of Confucius. You have to respect other people. And you also learnt 
techniques like carpentering and how to do -  at least trade. I don’t think in Confucius’ view trade 
was very important, but people learnt trade. 
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L: Trade? 

A: Trades. Trades like carpentering and how to – 

L: You mean Confucius doesn’t think it’s important? 

A: Yeah. But if you built a house, well you knew how to put the nails in and things like that, put 
the stones on top of each other – so it was fairly simple. But today, today of course, knowledge 
has been changing and – what do you think about knowledge? Do you think that knowledge 
should change? Or do you think that parts of knowledge should remain the same or – 

L: I think is – knowledge, I think, knowledge is the – some information which is useful for me. 
There are a lot of knowledge in the world. 

A: Different kinds? 

L: Different kinds of knowledge. So it’s a – I think – I wanna say, maybe I can’t define 
knowledge, whether is knowledge or not when it’s – I mean, it’s got many information. I think I 
should with this information – I will take this as a knowledge. So I wonder – probably I think that 
– let me see – I don’t (?) knowledge is – shouldn’t change. ‘Cos, alright – 

A: You’re expressing your own ideas. That’s good. I mean, that’s - . I mean – there was an 
English writer who lived about two hundred years ago, and he was saying that there were two 
kinds of knowledge [referring to Thomas Babington MacAulay, see reference, MacAulay, 1952]. 
And then he -  the one kind of knowledge does not change and the other knowledge does change. 
The knowledge that changes is the technical knowledge about how to do things and how to build 
–

L: I see. 

A: - and he thought that the other kind didn’t change, which was concerned more with truths 
about human nature, ethics and languages. Do you agree with that view? 

L: Yeah. I think I agree that view. But at the time I just want about information – information – 

A: Instillation? [Len’s term unclear] 

L: Information, information, information, information.  

A: What was your question? 

L: You said that two hundred years ago some ((?)) defined two kinds of knowledge. But – 

A: And yes? 

L: - and one of them is change.  

A: Yeah. 

L: - is about some skill, but – 
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A: That’s right, yes. 

L: - that other things doesn’t change is about moral, is about that? 

A: Yes. And also certain basic principles.  

L: Principles? 

A: Principles. 

L: So you said you had that idea. I basically agree. But I think it’s the knowledge which is easy to 
find – but change knowledge is a kind of information in this area, I think. 

A: Oh, I see. Information. Yes. It’s difficult to say because even in recent times, there have been 
changes about the way people study other people. Human nature – what they call – do you know 
what I mean by human nature? The way people behave. 

L: Yes. Human nature. 

A: So maybe we know more, or maybe we know as much – I don’t really – we certainly make a 
lot of mistakes today but we try to study other people and . . . learn – but we also study how to do 
things – technical knowledge of course – that is changing all the time. Technical knowledge. 
Well, because two hundred years ago there were maybe not many computers and today we had to 
learn how to use the computer.  

L: Perfectly. Know the laws, yes. 

A: Yes. And it’s often – it’s difficult because we’ve got technical knowledge of course – how to 
do something – but we’ve got principles that we can use – ah – principles. And then we’ve got 
codes of behavior, ways of behaving and things like that and - . There is an extreme view of this 
thought. I don’t entirely agree with it. But this is a view which has been put forward. Can you 
understand what I’m saying? Put forward. 

L: Put fo- . 

A: Advance. People express a view. 

L: ?? 

A: Put forward. There is a view about education which – according to this view, it is not really 
important to learn a lot of knowledge by heart (mm), so according to this view, there are two 
kinds of knowledge today. One is called procedural, and that is the way to find out about the 
knowledge - how to find out where the knowledge is. And there is also information – which is the 
information. And according to this view, if you know how to find out where the information is, 
you don’t need to learn it by heart. {Mm}. I think I’ve probably mentioned that to you before, 
maybe, but what do you think about that view? 

L: It is – I think it really a modern idea, ‘cos I think it’s useful, it’s like the searching skill that – 
yeh – I think it is really the two knowledge, I think it is really the two knowledge, the one is the 
searching skill – how to find the information -  what is the other thing? 
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A: Information. 

L: Information. 

A: Information that is there, and you are able to use that information when you want it. You are 
able to find out some facts or truthful information. So that –  

L: You said there are two kinds of info- knowledge. 

A: Procedural knowledge. That is how to find out information – searching skills – the vast 
amount of information, and if you use the procedural knowledge you can find out what you want 
with the information - 

L: Yes. 

A: - ? have to learn and use.  

L: But you said the procedural –  

A: Procedural or –  

L: Is searching skill?  No. 

A: Yes, that’s right. Searching skill. Yes. 

L: Generally is what –  

A: Yes.  

L: The other one is –  

A: Information. Yes. It’s on the Internet. Or it’s in the – 

L: Is it – you mean procedural knowledge is the one knowledge and the information is the other 
kind of knowledge. 

A: You have to learn the procedural skill, but you do not have to learn –  

L: By heart?  

A: Information skills. No. Because you know you are able to use the technique to find out where 
the information is.  

L: Yeh. I agree. The thinking. But there is – I think there are – we need in modern society to 
choose knowledge – choose info – so if you study more the high level, for example at the un- 
university, they should at least know. They should learn by heart at least the major part. 

A: Yes. 
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L: But some other part, I don’t think, they don’t need to learn how well – if they should learn the 
procedures. But – the searching skills. You wanna need some information - they can pick up that 
information. 

A: But do you think they should learn most of what their field is – say – a professor of Chinese 
history, he should know most of the facts. 

L: No. I don’t think so.  

A: Yes? 

L: There are some limits so it’s limit I don’t know so exactly, but I think they should know what 
(?) set they can. 

A: Well obviously, well obviously, we have to learn – we have to learn quite a lot by heart. I 
mean, it’s useful to learn mathematics because – though the students in our schools, they have 
introduced calculating machines. In Korea they don’t use them? 

L: I’m not sure, but – 

A: ?? 

L: Still, yeah, they don’t. 

A: But, so, it’s useful, but the problem is, of course, if people learn too much by heart – all it’s – 
the knowledge is – 

L: Useless. 

A: Useless. Yes, it can’t be, it can’t be helped. And – um – and it’s rather difficult sometimes – I 
mean, we’ve got scientific knowledge, and we’ve got the social sciences. In the social sciences 
people are also using questionnaires and things like that, so obviously they are finding out more, 
and they are using theories and more subjects, like literature, that people try to investigate. And 
there are also arts subjects like music and art of course, which are sometimes different. Because, 
but – and what do you feel – what do you feel is the best way for people to learn today? Do you 
have any ideas about what – 

L: Best way? 

A: Yes, to learn. 

L: Best way is to experience, I think, there in many way, but this depend on what you wanna 
learn. But many things I think, you can know through experience. But in the case of some special 
skill, training, you can learn by books or by lecture. And also, if the book is true, and the book 
contain information stand [?understand], you can learn also a lot. I think the best way is through 
experience. It’s including some conversation and – conversation with other people and 
conversation with class or classmate or teacher. 

A: Yes.  

L: It’s probably the best way.  
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A: Yes. And of course there are theories of education now which have developed partly from 
Swiss education professor or whatever, Piaget. And also there are other people like Dewey. But 
they look on learning as partly due to experience where people incorporated the learning and they 
- it becomes a part of their experience. And it's part of a new way of learning. Of course with this 
new part of learning they look on a person as being able to learn throughout a lifetime. Now I'm 
just going back to when I was sort of a young student. The general idea was that people learnt up 
till when they were about twenty or twenty one, and then they had their knowledge, and they 
went and did a job, worked at a job. Unless they were people who were very bright and then they 
went to take a position at a university. Their parents were wealthy, of course. But what I’m just 
saying is, that in the past there was the idea that people studied at a certain age, and then after 
that, at twenty two, they didn’t do any more study. They just practiced. And there is a new idea 
today. What do you think about that – what they call “lifelong learning”? That’s the idea that a 
person should learn continuously – how do you feel that – 

L: Yeh. I think it should be continuous. And also is the new social system where is that kind of 
work. ‘Cos we should confront – we should meet new information. Everything new – information 
is in ? the person, so we don’t know the information, the knowledge – it’s difficult to know in one 
way. Not only in the home, but also in the school, the workplace, we should learn many things in 
many ways so and I think I learn – many things is very important. 

A: And what about in Korea today? Do you think that people realize this?  

L: Um. I think it’s a principle, realize about that, and there are many small specific ?routes like 
that, I guess, but some people probably don’t realize about that. But still I think that they – every 
day – many things. For example through the TV commercial and some other commercial, radio, I 
think they should learn. They are learning new things every day or – like – I think. 

A: But of course one of the problems, of course, is that if people learn something, they have 
learnt that, and then maybe they have a feeling of resistance, resistance – they don’t want to learn 
any more. 

L: Resistant? 

A: Resistance. 

L: Resis- is it that – resistance? 

A: Yeh. [laughs] I’m not very good at learning Korean. 

L: Yeh. But even yet they probably – there – I’m not sure – but there are many people don’t like 
learning. Especially if it’s the – there are too much things to learn by heart. People don’t like that. 

A: But what they call “lifelong learning” – that means that people have to be prepared to adjust 
and {Mm} because things are changing. And of course in the technical field, information, well 
things are changing very rapidly. But as I said - . Oh, have you got anything – I was going to ask 
you what do you think is the most effective way for a person who is going to learn something? 

L: It’s the same question. [L had been asked before in interview] 

A: Is it the same question? 
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L: I think it is best achieved through the conversation with twenty or more people in class with 
the professor, teacher, or with classmate, and call somewhere – yes, you say, “What is that. Do 
you know about the Korean thing then ? Centre”. It means, “It’s the Centre” – the one thing is 
better than listen hundreds of times. So you – 

A: What is what? 

L: It is better, say one time than listen a hundred of time. 

A: Oh. It is better to say once – if you say once, than to listen a hundred times. 

L: Yes.  

A: No, I haven’t -  

L: I say, probably Asian countries, Asian countries are the same. (Mm) If I give words, explain, 
how experience is important. Do you agree?  

A: Yes. I think that, yes, yes, of course. This was the problem with learning in the past, was that 
people learnt things but they didn’t experience them.  

END OF TRANSCRIPT 
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APPENDIX  N

TRANSCRIPT OF INTERVIEW WITH CHERYL – THE AUSTRALIAN UNIVERSITY –
APRIL 19

A: This is [the university] library at 10.00 a.m. It is Wednesday, the nineteenth of April. This is 
an interview on views of education with a student from Taiwan. Just relax. Okay. I’m going to 
ask you about views of knowledge and learning in your country. There is a statement from an 
article I read; it said: “Knowledge is seen by people in East Asia as something which is outside 
the learner, and the learner has to take it, and it has to be put inside the head of the learner. Do 
you agree? Do you feel that is the way people look on knowledge in Taiwan?  

C: I am not quite sure about it actually.  

A: Yes, well it’s just that knowledge, there are things that people learn, knowledge of various 
fields, and – um – there are various views of knowledge. There is a certain view that looks on 
knowledge as different to the learner, and the learner has to take it into his or her head. You have 
to learn it off by heart. Do you understand? What sort of – just talk about the way people learn - 

C: - learn – 

A: - in Taiwan. 

C: Ah, some of the time when we learn we always learn by heart. Now we understand all the stuff 
we learn – it’s for the exam. We study for exams, so we memorize everything, we don’t just 
understand . . everything in order to do well in the exams, I think.  

A: So that would mean, before an exam, you do a very large amount of memorization? 

C: Yah. 

A: That would be quite an effort, of course. And when you’re considering something like – say – 
biology, in Taiwan – you have biology – how would a person learn biology in Taiwan, do you 
think? . . . I mean how would they learn a subject like mathematics or science or something like 
that?  

C: We just learn from the textbook and do exercise and the teacher explains one part – one plus 
one equals two. And memorize one formula – we have to use formula. 

A: You use a formula, did you say – or – 

C: And then they tell us in words. 

A: And I think I understand what you mean by formula. And what about other subjects? What 
about some of the other subjects that you learn at school in Taiwan?  

C: Like English? 

A: English. Yes. We had a talk about learning English and how you learnt English. What – just 
think of another subject, can you? 
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C: Chinese. 

A: Chinese. How did you learn Chinese? 

C: Ah, what I can do, reading and ((?)) and you generally explain what this means and that means 
– you have to memorize poems and stories, and information about this, and we have to talk, 
remember what – that means – and in the (academic?) exams we have to write. 

A: The Academic – what’s that? The Academic – what was that? 

C: Well, really an example. 

A: An example. Oh yes, and what about Chinese literature? 

C: Yeh. That’s the one.  

A: Yes. So when you are reading Chinese literature and – um – um – the old, the old view in 
China was , I think literature written by special people such as Confucius or Kong Fu – Kong Fu 
– is that the way you say it? 

C: Kong Fu. 

A: Yeah, and that he had written many books and much writing, and that people should learn it by 
heart.

C: Yeah, we have to learn by number. 

A: But you still learn some works by Confucius at school.  

C: Yah.

A: Oh, that’s interesting. 

C: - at high school. 

A: Did you learn it as a separate subject or part of Chinese – Mandarin? 

C: Subject. I think part of Chinese literature. 

A: yes. Because I think the ancient Chinese view was that the works of Confucius was one form 
of knowledge that was worth learning. Do you think that was the case? 

C: Yeh, it was worth learning, but it shouldn’t happen for exams. Ah, everyone don’t just 
memorize after an exam – they don’t actually learn – they just forget. After an exam they just 
forget ‘cause –  

A: Of course this is the problem with the kind of study you do, where you learn by heart and go 
into an exam - read it off. But in the exam questions did they want you to write down just what 
you had learnt?  



311

C: Yah, and for example when you are studying Chinese and Japanese and in the exam they will 
ask you how do you translate into Mandarin what – when he or she does ((?)) 

A: Yes. From what I have read, in the past of course, that – this is going back hundreds of years, 
when people learnt Mandarin, these were the richer people, I mean, when they studied the works 
of Confucius, Kong Tsu, [SIC] that the people who did very well, they were expected to be able 
to apply his work and say, I have read this work of Confucius, this shows one how to behave. 

C: ?? 

A: But tell me as a matter of interest, in Taiwan today, do people  regard these works as 
important, an important part of their education system?  

C: I think so. And that’s why it’s still concern for at school. 

A: I mean – it is a part – the tradition of course. And as you described it, you were given a text of 
Kong Fu – I should say, Confucius, I can’t pronounce it. 

C: Ha. 

A: And when you study it, you have to learn by heart?  

C: Yah. It’s like learning English Shakespeare, we have to translate everything in Chinese 
literature into Mandarin. Therefore we will be able to understand what is happening, and in the 
exam how long will it take you, how much you understand about it – the test. 

A: And it’s a question of how much you understand. 

C: And sometimes we have to memorize all the test/text?, and write it out.  

A: They don’t ask you, say, can I apply this information to my own life or can I – 

C: No, they all do that [???] 

A: So it’s a matter of learning, because as I said, in the past, the wealthy were the people who did 
very well, they were supposed to be able to use the text and apply it. And in Taiwan today, 
amongst say, the politicians and the people up top, do they regard Confucius as very important? 

C: Now? 

A: Yes, now. 

C: Not so as compared to the past. 

A: Not so much now? 

C: No. He is still there, but not so much as in the past.  

A: Yes. And according to a certain writer who lived several hundred years ago, this writer 
[Thomas Babington MacAulay, see  MacAulay, 1952].he said there were  two kinds of 
knowledge. I am asking if you know, you know what I mean by knowledge. Knowledge is not 
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what you actually know, it’s not – but it’s the knowledge that’s there in the books, and it’s written 
down – it’s - . There are different kinds of knowledge. There’s a knowledge of skills and how to 
do different kinds of things, so knowledge is anything that’s a skill that a person can use. He said 
that there are two kinds of knowledge. He said that one kind is the kind of knowledge where we 
learn how to do something – 

C: Yeh. 

A: - and we learn these – these are skills. These are knowledge. We can see how in the past there 
have been inventions. People have learnt how to do things differently and, for example, when 
people make clothes they have learnt to make machines, whereas in the past people used needles 
or whatever. And this is a kind of knowledge in which things are changing all the time. So this 
knowledge is changing knowledge. And he also said there is another sort of/kind of knowledge 
that does not change – this is what he said – and this is knowledge more like things to do with 
learning a language or ethics or human nature. And do you believe that is the case? 

C: Yah. That is, compared to what learnt at school, when we like memorized everything, we tend 
forget after a certain time, but the ethic – like – it’s inside – inside one body, and that’s the way 
we do things. And of course that part of culture, so we  won’t forget. 

A: Of course in ethics, too, there is also the influence of your parents, and – but – also there is – 
there is a lot of question about this. Do people change, or do they remain the same? I don’t know 
myself. 

C: Ah. They change a lot, I think. 

A: Yes, well in subjects like, say, the social sciences, of course, there is a different view of 
knowledge, but it’s somewhat different to the sciences. In the sciences there is an emphasis on 
learning by heart, but in Australia there is also an emphasis on the students’ ability to use the 
knowledge – do you follow me? 

C: Yes. 

A: Yes, but in the social sciences and humanities they deal with the way people think and the way 
they form ideas and so forth. And how do you think – people in Taiwan consider things like the 
social sciences – say psychology – you know what psychology is? 

C: Yes. 

A: Have you studied psychology at all?  

C: No.  

A: No. This is – things like how people behave – how do people regard those skills in Taiwan – 
things like psychology and  . . . what I’m trying is, I suppose – we have the person who is 
learning something, and we have the material there which is to be learnt that – in the past, a 
person who was there to learn something was considered like an empty glass – 

C: Yah. 
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A: - and you took the knowledge and you poured it in. And – um – do you think that in Taiwan 
today, do you think that people have that idea, or do you think they have changed? 

C: They have changed, even though in past if you put the knowledge into empty glass, the glass 
will be full. But now, now – it’s probably half empty or – we – sometimes it will be full, but 
sometimes not – like we just learn to take exams - like in the exams, but while we actually learn 
into our hearts, it’s another case. 

A: Yes, yes. Well this is one of the problems of learning by exams. I remember reading a funny 
story [from an essay on English education by Matthew Arnold], it was written quite a long time 
ago about this English – he was the son of an English aristocrat, and he went to one of the famous 
universities, and he found he was to take all the exam, and he  didn’t know, so he wrapped a 
towel, a cold towel round his head, he got a tutor, and he stayed up for weeks without any sleep – 
and learnt all the facts, just before the exam. And of course he forgot the facts. Just about your 
views, how do you think people should learn then – what are your views on the best ways to learn 
things? 

C: I think people should learn what ((?)) you practical ((?)) like languages. If you learn languages 
you will be able to use it, but if you learn mathematics, geography or history you won’t be able to 
do things. But if you take the trouble – you don’t check your geography in the text book, you just 
. . .I learnt all – you don’t have to learn all the – so I don’t – I can’t see why you have to learn 
geography and all that stuff, not useful like languages . . .?? So that’s what I feel about something 
– geography is useful or – 

A: Yes, well I suppose it depends on what area you are studying, and if people – if you are 
studying the environment and environmental pollution, well it helps to study geography – to learn 
how the rivers flow and all this kind of thing. It depends – 

C: But if you only . . . go to too, too big a area, it’s not useful for student. Like if they study about 
pollution or in the future, geography, that would be useful for them. That time I learn . . .all about 
geography I mean when we learn geography too detailed, but if they want to study science in the 
future, they can study like – we have to know all the areas and where countries is and so – not go 
into too much depth I mean.  

A: So if you think if people learn something useful it’s better and - . But how do you avoid the 
problem, if you have a subject where people learn by heart before an exam – they forget it after 
the exam. They don’t really learn it. 

END OF TRANSCRIPT 
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APPENDIX O

TRANSCRIPT OF INTERVIEW WITH DAPHNE – THE AUSTRALIAN UNIVERSITY –
MAY 19, 2003

A: I am adding my voice to h-. Is this tape okay? Is this tape okay? I’ll just say something 
introductory to try it out. What are you studying this year? 

D: I’m doing the Asian Studies. 

A: Hi! This is the nineteenth of May, at twenty past nine. Alright. Now what I am looking at, I am 
looking at different kinds of knowledge. We did discuss these a bit before but I am going to ask you 
what you think about certain kinds. I mentioned that there are two kinds of knowledge.  
There is – this is something that goes back a long way – this is according to an English writer  
who lived a long time ago [Thomas Babington MacAulay, see MacAulay 1952]. There is 
knowledge that is continually changing. Do you agree with that? And knowledge that doesn’t 
change at all. Or do you feel that knowledge, all knowledge, is changing all the time? 

D: I think that knowledge is changing all the time. 

A: Yes. And does that apply to everything, do you think? Apply? I mean, it obviously applies to 
electronics, where things are changing – apply to electronics – 

D: I think almost everything. Almost everything. 

A: Almost everything? 

D: Yes. Changing. 

A: Yes. What would not be changing? Something that is not changing?  

D: Ah, not change, only things that don’t change, like people looking for the new knowledge. 
That’s why the knowledge is changing.  

A: What do you mean, the people? Oh, the people, themselves.  

D: People that keep looking for new knowledge. So I think is the only thing that  - do you agree 
with me? 

A: Mm. [Daphne laughs] Yes, I think – did I mention before about the glass of water, mention 
about – 

D: No. 

A: Didn’t I. I wasn’t sure. Well of course, this is the way knowledge used to be regarded – this is  
in China but also in Europe. Did they teach you much about Chinese history in Taiwan?  

D: You mean – 

A: Asian? Oh, Asian – Chinese history, very old. 
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D: Sha dynasty? 

A: That’s right. 

D: In Taiwan, yes.  

A: And did they teach you then about the way people thought then about their –  

D: The way people - ? 

A: The way people thought, yes. Well I’m just trying to say, I think, there was an old view of 
knowledge as being in the book, and the book – the knowledge had to be taken out of the book  
and put in the person. 

D: Put in, you mean? 

A: Yes, that’s right. 

D: You mean, install the knowledge?  

A: That’s right, yes. 

D: Yes, in the school when the teachers they did – they do it. 

A: Yes, of course. When you were learning, the ideas of knowledge had changed, but I think in  
the past people thought that knowledge was always the same. You think? Ancient China? 

D: [silence] I still don’t understand. What do you mean? “Always the same”. Because when 
history’s there, just to criticize it, and – it happened, didn’t have a point of view to analyze that.  
So even though the history is there, it doesn’t mean it is true. 

A: No.  

D: So.  

A: No. Well this is a case. It doesn’t mean it is true, but I think that there were certain people who 
wrote books and also there was – ah – Kong Cha or Confucius?  

D: Confucius. 

A: Confucius. Yes. Who wrote a lot of sayings and who was very informed. But people thought  
that in the old days what he wrote – 

D: Oh yeh, oh yeh so. In terms of their thoughts, like this is scholars’ thoughts. Yes. You are right, 
yes.  

A: But also it happened with other things too, I think. They thought that knowledge was always the 
same. For instance, the person who was, say, building a house, he built the house in the same  
way and used his knowledge. In other words, people thought that knowledge didn’t change.  

D: Yes, but. Yes, yes. 
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A: Did any of the teachers at school have that idea or – were there people who thought that 
knowledge was always the same? If ? you say – 

D: In fact we – we – I don’t think we discussed these questions before. Yes. We just absorbed the 
knowledge. We do not question that and – 

A: Mm. Yes. 

D: It isn’t so important to criticize that. It is – the knowledge is all the same or not? Is this 
important? 

A: Well, it is important in a way. If people think that knowledge is always the same, that they  
have the view that they will have to learn that knowledge exactly as it is.  

D: Oh. That’s why you asked me these – oh. 

A: Now look. If you believe that maybe in this little book, that it is important, like Mao’s Red  
Book or something, if you say, that’s the most important thing, and you learn that book, and you 
think that the knowledge is always the same – 

D: Yes – that’s – I’d say that some changes. Some does not. With – with – when we were at  
school, we need to learn the basic common knowledge, so that we can criticize (?) things or 
research the new knowledge. 

A: Yes. Well, there are certain basic factors, certain things that you have to learn, but I think that  
in the old days people thought that all knowledge was like that, and never changed. It never 
changed, but that’s going back a long time ago. But – and this was also true in European countries  
– and also there was – also there was a strong emphasis on learning by heart. And that I think  
people had to learn, read, and they had to learn – 

D: Really? I thought it was just with the Asian countries? 

A: No. This was a long time ago, of course.  

D: Oh, no. 

A: Not – 

D: I mean, now they emphasize to learn by heart? 

A: Not now, no. 

D: Not now. 

A: In the past –  

D: ?? 

A: - many years ago, yes. 
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D: In Europe? 

A: Mm. Yes, I can actually – one of the lecturers who comes from Europe, she told me that too. 
Anyway, that’s not important to what we’re actually looking at and - . Do you think – do you  
think practically that most forms of knowledge are changing all the time, but people have to learn 
certain basic skills.  

D: Yes. They did not change. They – 

A: Yeh. A certain basic knowledge. And today of course things have been changing particularly 
rapidly. Now what do you think – I’ll just give you a statement. This is about – from a lecturer who 
was assisting an Asian student. And she said, “It is necessary today for individuals in our  
society, which is highly technical, that they adapt.” (Houghton 1991, not exact citation). Do you 
know what the word “adapt” means? 

D: Yes. “Adapt”. 

A: Adapt. Yes, Even when they learn something, they still need to be able to change their 
knowledge. And of course – 

D: ?? 

A: - things are changing all the time, so that when we learn something we have to be prepared to 
adapt our knowledge. Do you feel that your education system – do you feel that that helped you  
to adapt? To adapt yourselves? 

D: I think we always adapted. Adapted to knowledge. Yes. Because we don’t  - we need to  
question. So we always adapt. 

A: Oh no. I meant, yes. 

D: “Adapt” means “adapt”, right? 

A: No, not quite what I meant here. No. “Adapt” means here to be able to change your own ideas,  
or alter them, or modify them. You have certain ideas and you say, oh well, there is another way  
of seeing something or doing something.  

D: Oh, you have your own idea already, but when the new knowledge comes to you – 

A: Yes. 

D: - you adapt that. 

A: That’s right. Yes. 

D: Can you ask me the question again? Can you repeat the question? 

A: Do you feel that it is necessary today for people, for individuals, to adapt to the constant changes 
and changing ideas – 

D: Yes. 
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A: Yes. Well, this is something. And how do you feel yourself, do you feel you have been able to 
adapt to changes and changing ideas?  

D: If I say that “adapt” is equal to my “criticize” is it – that – right? 

A: It means – 

D: How do you say “not modify”?  

A: Yes, well. It’s just that “to modify” – it means you see the knowledge – you say this  
knowledge is not the same as I saw it two years ago. I can see that it is somewhat different. And I 
am changing my views somewhat. I am getting somewhat different views. 

D: You mean, you change these – a – views because of these new ideas? 

A: Yes. That’s right. Yes.  

D: So with the ideas you change, it’s different from this, or similar to this? 

A: It may be – it may be – not quite different, or it may not be similar, but it is a little – it is 
something that is somewhat – it may be somewhat different, and you learn something, and then  
you learn about something else that is happening, or someone tells you something, and you are 
saying, “I never knew that before. I’ll have to think this out and see”. Then you analyze, you have 
critical thinking, and you think, “Are my ideas all correct? Should I change my ideas?” 

D: Yes, I will do that.  

A: Yes. Do you understand what I’m talking about? 

D: Yes, yes. 

A: ? ? 

D: I will do what you say back there (?I tend to do). Yes, if someone gives me new idea, I will  
think about why, the new idea, the new knowledge like this. How about – maybe I will change to  
– maybe my ideas wrong. This is right, so I will modify my – 

A: Yes. As you said, “modify”, the word “modify”, doesn’t mean completely change – 

D: Not – yes – 

A: It can mean some – it can mean also “adapt”, but it’s necessary. You may even decide some of 
the new ideas are not sensible in some fields. Sometimes you may read about someone’s ideas  
and think that the person’s ideas are not what you wish. But you have to be able to say, “I 
understand the ideas, even if I don’t accept them”. Do you understand? 

D: Yeh, yeh. Even though I don’t accept that, I will try to understand it.  

A: Just as a matter of interest, when you started university, what sort of theories did you have? 
Did you have a theory that there was one right answer and one wrong answer? There were things 
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that were right and –  

D: But when I was in Taiwan, yes. But after I arrived here, no. There’s no right or wrong answer.  

A: Can you give me an example of something that you changed your views [on], or maybe  
modify? 

D: Because it is a totally different knowledge, one is the social sciences and the other is  
electronics, so , we ?  

A: Yes. This is a problem of course. There is a difference between what we cal the hard sciences 
like electronics and the soft sciences , the Humanities and Social Sciences. And – now there have 
been some other ideas which have recently come to the surface. I don’t know exactly whether I 
entirely agree with these views, but these are the result to some extent of the fact that we have so 
much [many?] kind of knowledge, I think.  I mentioned probably – in our last interview did I? 
Anyway we have – there is so much knowledge, such an amount of knowledge there, and so we 
cannot really consider learning by heart. We have – the important thing is – to know how to find  
the knowledge, that is “procedural knowledge”. Have you heard – do you understand what 
procedural knowledge – 

D: How to – how to find the knowledge. 

A: How to find where the knowledge is, where it’s under, and how to find out how it is classified.  

D: You mean in the library, how to change the computer, and how to find out {Mm} the  
resources that you want? 

A: Particularly the computer is an important way, but there are also other ways such as contacting 
people – 

D: Yeh. And accessing the library. 

A: Yes. And using references, And do you think that, do you really think that today these are the 
two – these are the only two kinds of knowledge that are necessary? The knowledge of how to  
use techniques and the knowledge of being able to find the information and to take it and to use it 
where you need to. In other words, do you think learning by heart is not so important now?  
Except with procedures and techniques. 

D: You want to ask me, learning by heart is important or not? 

A: Yes.                                             

D: And do you think learning by heart is important? 

A: Yes. But in this view of knowledge, they say yes, you do learn certain things but you learn –  
the important things to learn are the procedures, how to find knowledge, but it’s not so important  
to learn the knowledge. 
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D: But if you have the basic knowledge of the field you want to research, so then you must have  
the skill to find the knowledge. And I – I – 

A: Yes. . . . So you say also, you do need to have that basic knowledge . . And . . in Asian Studies, 
for example, what would you describe as the basic knowledge that you have to learn? In one of  
your courses. 

D:  Chinese history. That’s the basic.  

A: But how much detail would you need to know? Would you need to know the dates, all the  
dates, and how many dates, or –  

D: Yeh, yeh, you would – date – 

A: Main dates or names or whatever? 

D: Yes. Date is very important and the characters (mm) and the most important events. Yes, like 
most important {Mm} you know the May fourth slaughter? That’s some very important event – 
events – and the events lead – led – to something happened in the big (?)  knowledge - date 
nowadays and we have to – 

A: Yes, but when you say the events lead to something, you are also looking at cause and effect, 
you said. 

D: Yeh, the cause and effect. 

A: So you are not just looking at – so in words it is not just a matter of learning dates. You learnt 
something else happened, and then something else happened. But do you feel that you need to  
learn cause – 

D: Yeh, yeh, cause and effect. 

A: And what about learning history in Taiwan? Did you learn cause and effect?  

D: Mm. What in - . When I was in primary school I not interested in – I just memorize everything. 
The teachers didn’t tell what really happened. That is – the causes and the consequences. And I’m 
not sure of that. ?? 

A: The big problem with history, of course, is that there is such an immense amount of material. 
And some people are researching small events and they have an enormous amount of material. 

D: In Taiwan the most students have to attend the national examinations, so we don’t have too 
much time to research another knowledge, just to memorize the textbook and the materials that  
the teacher gave us. Memorize everything. That’s in order to get a high score. And to gain, to ((?)) 
the college or the university. 

A: Yes, and when you do this memorizing, when you do the exams, what are you expected to  
know? The exams? 

D: What do you mean? Expected to know?  
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A: Are you expected to know just facts and when something happened or – 

D: Yes. Most of the questions, like  - be so so – because the questions, the patterns of questions  
is like this – so we want when we study, because they always ask us the date and just the  
important questions – so we learn to memorize just the important dates and the people. The 
question will not ask the consequences and the causes – 

A: No. 

D: - and so we don’t care about that. 

A: And did you find it difficult when you started here to adapt, to do, to have a different approach  
to history? 

D: You mean here? 

A: Yes. 

D: Oh yes. [laughs] Because it is a different learning style. I have to keep changing, changing,  
adapt to new, new ways of learning. 

A: Of course it is important to know the basic facts, but you find – did you find that helpful? Did 
you find that gave you a new idea? 

D: Mm. Yes, of course.  

A: Yes. I’ve just here – of course in a lot of history now at the universities – is Asian Studies, is  
that the same as history do you think? Or is it just basically concerned with – 

D: You mean, compared the history – you mean – is it you mean connection with Taiwan? 

A: Yes. 

D: In Taiwan we don’t learn – we don’t learn China’s history, we learn – in China they learn the 
revolutionary history, after they united in 1949. We don’t. We just learn before the 1949. And the  
– that’s all.

A: And that’s – did you just learn Chinese history before 1949?  

D: Before, yes. But after 1949, no, we don’t. But the Chinese student learn the history after the 
1949. This is their history. 

A: Heh. And what about when you are studying, when you are doing Asian Studies, how do you 
find, what sort of problems have you had in adapting? 

D: Here? 

A: Yes. 

D: Course it’s language.  
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A: Yes. Always a problem. 

D: And the second is the way of thinking. Because sometimes when I read a paragraph I know 
every word and know the structure of the sentence, but I don’t know what is the – what it really 
want to talk about. As to the structure, I still not get used to the structure, you say, the topic  
sentence, but in China we usually think of/put ? the topic at the end of the paragraph. 

A: The end. Yes. 

D: Totally different. 

A: I see. Yes. As far as your essays are concerned. Um – actually there is an Australian called 
Professor Biggs, maybe you haven’t heard of him, but in Hong Kong he studied the Chinese 
students and, he described them. He said their learning, the way they learn, is very effective, but 
they tend to – they examine the text. They do learn by heart, but they question, they read  
something, they learn it, and they question. In other words, they have a textbook, and even though 
they do learn by heart they also, as they are reading, they question and they see, they say to 
themselves, “Is this correct?” – “Is this ?” – “What does this mean?” Do you feel that when you  
are, say, studying for Asian history you tend to have that approach?  

D: Oh, yes.  Officially, when we attend the tutorial, the professor will ask us some questions, and  
to generate our ((?)) to think about the lecture. 

A: Do you find it difficult, though, when you read about a certain idea, and then there is another 
idea, which is maybe different, a different idea – different – one interpretation is by an American 
and there is another – 

D: Weller-Heaton [?name] 

A: Yes, that’s right. But do you find that – are you able now to understand different  
interpretations, even if you don’t agree with them?  

D: What do you mean, understand? 

A: Interpretations. 

D: Understand the interpretation? 

A: Yes. Well, you read a book, a history book, and the writer has a point of view. Now in history 
today, a lot of history consists in comparing the points of view. So you see one point of view, and 
then you see another point of view, and then you, I suppose, look at the points of view and try to 
work out which is the best one, and which is the – 

D: Sometimes I can find out, sometimes I cannot. Yet – 

A: One of the differences, of course, is because – well I think -  well in the past I think you had 
maybe one textbook, or only just had one point of view – 

D: Yes, yes, you just memorize the textbook. 
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A: But today of course –  

D: In our textbooks it’s not like the Western textbooks here, the textbooks, they seldom criticize. 
They just offers [SIC] opinion. 

A: I think that there’s a lot of value in the way that Asian students study but I think there’s a lot  
of value in being able to adapt. To adapt – and that means you are receptive. Do you know what I 
mean by “receptive”? With your views, you can see that there are new viewpoints, and you can at 
least understand them, accept these other points of view. 

D: Yes. 

END OF TRANSCRIPT  
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APPENDIX P: INFORMATION AND CONSENT FORMS .

INFORMATION SHEET

9 July, 2002

I am undertaking resear'ch into the effects of the culture of students from Confucian Heritage
Culture countries, Le.., from Japan, Korea,mainland China and ,Taiwan, when they study
Humanities and Social Science su~jects at GIiffith University. The study represents the research
element as I'equired for the award of tAe Doctorate of Education.. I am hoping to interview 3-4
students from GIiffith Univet'sity for approximately one hom each month over- a tWo::yearperioct:
The method Will be the open-ended interview, supplemented by aquestionnau:e andiIiterVlews with. r'. .
some of the lecturers.. : :":'-' . > . .. .' .,

The _title of the study is: ;'To wliat extent areth_e learning styles and learning expectations of EaSt
Asian studentsiDfIuem;edby'cultu:r&l di:fferenc~s when they attend Austhiiian umve:rsities' and study
courses in the Sciciai SCiences and'Humamties facU1ueS?'i The 'supeiVlsorsare Dr:Sky Blich)~' '.
Senior Lecturer, SchoolofCognition, Language ~d Specjal Education, Griffith U~veIsity,Ph
3875, Email g;birch@mailbOx.gu.erlu.au(maiD. supeiVisdi, 75%)'andDtMiUiaDobienoY:Major;
Lecturer, School of Cognition, LaIiguage and Special Education, Griffith Univ'ci'sitY,P.b.3875 5680,
Email m.dobrenov:major@mailbox.lZu.edu.au. (secondary sUp'eI~sor, 25%). ..

The purpose of the reseaIch is to co~tiibuteto abette~ und'i~Istat;rding ofthecrtrtiJi.aI
differences which maY affect EaSt AsianstlidentS iii the'Social Science and HUm~tiesfaculties.

The research may be of benefit tothe'iD.divldual student ill heIpmgJ::iimlher in the endeavoui:' to
meet the requirements of his/her comse of studies.. The material is not ofasensitive nature and is
not likely to involve any risks to the participan~.

Feedback will be supplied to the student dwing the study and the studeot Will also be notifieq. of the
~; results of the study.. Participation is voluritaryand the student wIll be'freetd withdraw at~ytiiIie

without giving a reason, or receiving ;my penalty. A pseudonym will be used fot the students ill the
study, i ..e .. , by fictitious names, and full confidentiality will be maintained, e..g .. , any problems
discussed with the students will not be l'eveaied t9 the 'comse lectui'ers Withouttbe4 pem:lis'sion~The
material will be stored with 'theUiliguage of Cogriitloft, Language and SpecialEdiication fora 5 year
period . ". 'j'. ' •

. Any mattei' of conceIllregarciing thestlidyor itS IDannei' of IDveStigati6i1can be expI=es$edby
contactillg the researcher (ph (07) 3343 3576, Ernails710123@'stUde:hi.gu~eau_au)or the .'
Supervisors (see above). Any complaints regarding the manner the researtn IS cando'ded can be
given to the researcher or to an independent person, i..e.. , the University's Research EthiCs -Officer,

...........................9f?<?~!~I:~~:~~c;~~_~I.:~:y_G~~~~'.qr@!h ... yI,Ji.y~!~i~)'>.I<:~S~yl~gp~4,.N3:t4~J.Qld..4JJJ,t~l~ppgP:<?
.... ·· .. (07} 33756619;8:('-"thcI7bViGC'-}Jhaucdlor{Alhoilit5'tffiLioli}:;Dmy Ce;:iiue;" Griffithlh:dvcrsity;' .....

Kessels Roa,d, Nathan Qld 4111, telephone (07) 3875 7.343.

Since commencing the Diploma of Applied Linguistics at Griffith University in 1998, the
researcher has combined the study of language teaching with research involving the inipact of the
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culture of East Asian students" He had previously studied Korean at G+i.fq.th for 4 years".He wishes '
to express his gratitude to Griffith for the opportunity to pursue this study,

Andrew H Bright,
Student fulfilling the requirements for the Doctorate of Education,
Griffith University

CONSENT -FORM
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The University's Research Ethics Officer, Office for Research, Bray Centre, Griffith UniversitY,
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