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PREFACE

As university student exchanges provide participawith increasing
opportunities to involve themselves into differacademic cultures, it has
become crucial to gain a better understanding i@l contact between
academic systems and to recognise how exchangenssudith diverse
academic backgrounds interact in a host academitexp This study
provides insights into this research area by amadysix Japanese
exchange students’ management of interculturalexoadinteraction at an
Australian university, as well as examining the aoipof the structural
arrangements of the student exchange program ampiicipation. The
data collection procedures, including a diary stuihyterviews with
students, teachers, and exchange program stafftigoeaires, and a
collection of written documents, allowed this studytriangulate the data
and to present a thick ethnographic description.

In this study, the theory of language managementilised alongside
of the concept of legitimate peripheral participatiand a socio-
constructionist genre theory to investigate thenttbge and situated nature
of the management processes. The theory of laegmagducation
planning is also applied to examine the policiesl amactices of the
student exchange program at the host universitycugsing on Japanese
exchange students’ responses to various acadeshis & well as to their
everyday participation in class, the present stowhinly analyses the
students’ negotiation of norms, their awarenesseaaduations of contact
situation phenomena, their planning and implemeantadbf management
strategies, evaluation of the effectiveness of teategies, and, in
occasional cases, their discontinuation of academicagement.

The findings suggested that even though studemgquéntly had
difficulties negotiating norms, they could manageit participation by
transferring their previously-developed knowledgd akills, creating new
strategies, and relying upon other host communiynivers. On the other
hand, their academic management was occasionafigtreined due to
insufficient noting and evaluation of contact sitoa phenomena,
avoidance and abandonment of implementing strategied lack of
reviewing the effectiveness of their strategieshalve argued that their
development of academic management competencenteselated with
their goals, motivational investment, and sociaiwoeks. All of these
factors also influenced the developmental procesdetheir academic
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participation. This study, furthermore, indicateshumber of obstacles to
developing systems of academic support, creditstesn and subject
arrangements. Policies and practices in the stugdahange program did
not always facilitate the students becoming fuplarticipants in the host
community.

Based on the findings, this study provides impdrtémeoretical
implications for sociolinguistic research and SltAdies by discussing the
detailed mechanisms of academic management, ameédoysidering the
importance of the integration of sociocultural pedives into the
cognitive process of intercultural academic intéoac From a
pedagogical point of view, the study also indicatest Australian host
universities need to systematise support systeminfoming exchange
students by improving their evaluation mechanism§ molicy
implementation, by consolidating reciprocal colledd@n in credit transfer
with partner universities, and by further develgpimdividual linkages
and reciprocal relationships between incoming ergkastudents and their
Australian counterparts.






CHAPTERONE

INTRODUCTION

1.1 Overview of Student Exchanges and Intercultural
Academic Interaction

Nowadays, globalisation of higher education allowarious learning
opportunities across cultural borders. Some ugities enthusiastically
organise in-country language programs, which ategiated into regular
courses, and others emphasise the export of edocaly providing
offshore programs or establishing global distardigcation through online
teaching. Besides these recent trends, studertaeges, which can
reciprocally promote the policy of internationatisa at the home and
host universities, have been more widely undertaksnone of the
traditional approaches to developing educationabbaglisation and
students’ intercultural competencies (cf. Gochent2893; Wallace 1993;
Clyne and Rizvi 1998; Fantini, Arias-Galicia andayw2001; Daly 2002;
Daly and Barker 2005).

As student exchanges, which principally range feone-semester to
a full academic year enrolment in overseas unitiessi become
widespread, there are growing needs for higherititisins to make
allowances for the intercultural variety of eduoatl systems, including
the language practices that the systems authomidehee norms that they
establish. It is also necessary for universitiesevaluate exchange
students’ intercultural academic interaction, whidturs in “the processes
of cultural contact” between varying academic systéNeustupny 2004
5). Student exchange programs enable exchangenstudo involve
themselves in regular courses along with reguladesits and to transfer
the credits, which they obtain at their host ursites, as a part of their
degrees at their home universities. On the ottardh through their
participation in a host university, the students iequently required to
negotiate their home norms with host norms and tanage their
adjustment to host academic systems. Allowingséorations of academic
systems and students’ individual academic expee®ndhis study
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discusses individual cognitive and socioculturabogsses of Japanese
exchange students’ management of their interculagademic interaction
in an Australian host university (AU). Furthermoemn investigation is
made about how AU structures the student exchamggram to assist
incoming students’ academic interaction.

1.2 Student Exchanges and Japanese Exchange Student

The university exchange agreements, which studectiamge programs
are based on, constitute a part of formal agreesneith overseas higher
education institutions. Universities Australia @2) reports that Australian
universities have 5,561 formal agreements in 2@@8ch involve not only

student exchanges but also study abroad arrangenstaff exchanges,
and academic or research collaboration. Studettagrges occupy 62.7%
of the agreements in 2009, which is approximatelyielent to 3,489 out
of 5,561 agreements and is the highest rate ouheffour categories
(Universities Australia 2009). Among all countries shown in Figure
1.1, Japan is the third largest provider of foragdeements for Australian
universities behind the U.S.A and China.

Figure 1.1: Formal agreements by country
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Source: Universities Australia “International LinkGAustralian Universities”,
May 2009
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However, with regard to student exchanges, Japampies a larger
proportion and provides the second largest pattieraith Australian

universities among all countries. Figure 1.2 ré&pdhat there exist 304
exchange agreements between Australian and Japamesesities.

Figure 1.2: The number of student exchange agreemenbetween
Australian and overseas universities
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Source: The Australian Vice-Chancellors’ Commitf#ee AVCC) “International
Links of Australian Universities”, May 2003

These student exchange partnerships between utieerin both
countries enable frequent student movement betweém countries. In
Table 1.1 below, the flow of exchange students fAamtralia to overseas
universities shows that Japan was the second ropstigr destination for
Australian students on exchange from 1996 to 1998 the third from
1999 to 2001. Still, the number of Japanese exgiatudents, who have
been sent to Australian universities, has beenistmmly growing from
1996 until 2001. In Australian universities, thestedents are thus a
conspicuous cohort in student exchanges, sincediestitute not only the
third largest cohort among all the groups of exgeastudents but also by
far are the largest among the non-English-speakatkground (NESB)
exchange students.

! Universities Australia's predecessor organisation.
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Table 1.1 Number of exchange students sent and réoed by Australia

Country of host
institution 1996 1997 1998 1999 2000 2001
Exchange Students Sent by Australia
Canada 168 161 264 349 395 492
China 61 65 55 78 36 40
Indonesia 40 30 41 25 37 17
Japan 208 211 271 232 242 249
Korea 31 42 39 45 40 27
Thailand 54 49 20 23 39 18
USA 369 443 604 597 654 653
Other countries 377 400 648 746 1,004 1,147
Total Sent 1,308 1.401 1,942  2.095 2,447 2.643
Exchange Students Received by Australia

Canada 225 320 301 313 371 457
China 5 15 6 5 4 17
Indonesia 11 2 0 1 6 0]
Japan 171 173 250 280 277 312
Korea 77 60 48 55 69 76
Thailand 11 39 8 21 32 83
USA 560 703 876 952 998 1,038
Other countries 600 757 1,134 1,408 1,642 2,151
Total Received 1,660 2,069 2,623 3.035 3.399 4.134

*China includes Hong Kong.
Source: UMAP Survey 2002, the AVCC 2005

The increasing movement of students on exchanga flapan to
Australia has intensified cultural contact betw#sn academic systems of
Japanese and Australian universities and has esgedrAustralian host
universities not only to recognise and evaluatevidigation of academic
systems but also consider strategies of adjustifuéniNeustupny 2004).
Although Japanese exchange students are a subgfoumternational
students, their attitudes towards participatioraimost university might
differ from other NESB international students iattexchange students do
not necessarily need to obtain credits at hosteusities. However, the
nature of student exchanges requires Japanesengeclsaudents to be
responsible for completing their one-academic-ystudies at host
universities as representatives of their home usities. Thus, irrespective
of their requirement of credits at host universitigt is still necessary for
the students to be regular participants and achigek in their host
academic contexts rather than participating péytias visiting students.
On the other hand, they are characteristicallyedsffit from other NESB
international students on the grounds that theye haembership in two
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different communities; while belonging to their heraniversities they
temporarily participate in host institutions. HencNESB exchange
students, who possess multiple community membessdnil are required
to experience two different types of community picGEs one after
another, are likely to be more sensitive to théetarof academic systems
than are other categories of international students

In spite of these distinctive characteristics ofS¥fEexchange students,
they tend to be administratively categorised intarge group with other
international students and are required to indiziluenrol in the courses
at Australian universities. Such homogeneous caiggtion is likely to
not only cause us to overlook the presence of exghastudents at an
Australian university context but also to hinderidantification of their
adjustment struggles in host academic settings.verGithat Japanese
universities currently provide Australian univeiest with the second
largest exchange partnerships among all countnig$ree largest partnerships
among non-English speaking countries, more attenteeds to be paid to
the ways Japanese exchange students participatdugtralian host
institutions. However, there has been a deartlieséarch on student
exchange programs at the tertiary level and exahahglents’ participation
in an overseas university academic context, so Tdns study thus sheds
light on such aspects and aims to promote the lestatent of better
exchange partnerships between Australian and Japaméversities.

1.3 Variations of Academic Interactions

Since the number of NESB international studentswgraat higher
institutions in English-speaking countries, “sonmeups no longer have a
monopoly in education nor is it any more enoughbtase education
exclusively on the standard variety used by domirgroups” (Corson
1999: 14). The presence of these NESB interndtgtodents should thus
encourage universities to consider the new edutadtioeeds that such
students bring with themselves as well as the problthey experience in
university academic contexts.

Before narrowing down the focus to Japanese exehahglents, this
section discusses these international studentsicipation in academic
settings and the diversity of academic interactiomsinterculturally

different academicsystems. Such discussions centre on some of the

principal attributes of cultural contact, includiobaracteristics of discourse
communities and contact situations, variations tfdents’ academic
backgrounds, and the situated nature of acadeneiiction.
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1.3.1 Discourse communities and contact situations

A discourse community involves sets of common gaeald constitutes a
group of people who share certain language-usirgtices, including
stylistic conventions and canonical knowledge whiepulates the world
views of group members and how they interpret égpee (Swales 1990;
Bizzell 1992). Thus, academic discourse commuitiet only entalil
culturally, locally, institutionally, and disciplary different characteristics
but also they are distinguished by the languagegupractices which the
members conduct to achieve their academic goalseratan in the
linguistic characteristics of text types and genvdsich happen as a result
of their strong communal motivations (cf. Swale980

To participate in a discourse community, an indialdhas to learn the
conventions, such as common goals, participatoighan@sms, community-
specific genres, a highly specialised terminolagyd a high general level
of expertise (Swales 1990; Flowerdew 2000). Howgethe processes of
participation can be more complicated when we allompeople’s cross-
cultural flow from one community to another in thlhe movement tends
to give rise to situations which involve the cuétuicontact of different
language-using practices. Neustupny (1985, 19904y defines such
situations as contact situations, which emerge wiems of more than
one system are applied in a particular situatidiaking into account not
only intercultural but intracultural differences @ontactness, Neustupny
(1985, 1994, 2004) distinguished two types of cttrgduations, specifically,
internal and external situations. Internal contaitiations may be
characterised by variations in social status, gendge, degree of
competence, and other similar features, whereasredtcontact situations
represent intercultural contactness which is defimg a cluster of features
operating across the boundaries of national netsvorkThe NESB
international students’ participation in a universcontext in English-
speaking countries involves a number of externadamic contact
situations.

Neustupny claims that contact situations must baved not merely as
situations in which processes of linguistic misustending occur, but as
situations in which a number of social processegrgmn Given that
interaction fulfils various functions, which covebjectives or aims,
motivation, targets, and needs, academic contaciat&ns involve
different functions of academic interaction (cf. usaupny 2004).
Therefore, education can routinely repress, domjnahd disempower
language users whose practices may differ from rtbems that it
establishes (Corson 1999). Focussing on the natlitbese academic
contact situations, the processes of how NESB atadgain entry into the
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target discourse community and negotiate theirigpation need to be
examined.

1.3.2 Variations of students’ academic backgrounds

Identification of various NESB international stutermcademic backgrounds
can be a useful indicator of the degree of culte@itact in academic
systems between their home countries and Austrdliaalso leads to a
better understanding of difficulties in their adjuent to the host
academic context. However, the approaches of wigwiariations of
NESB international students’ academic backgroundsch have been
predominantly utilised in previous studies, tend aeergeneralise the
variations.

Much previous research has attributed internatishalents’ difficulties
in developing English academic competence to intenal differences in
learning and teaching styles. Ninnes, Aitchisod Kalos (1999) described
this overgeneralised paradigm as a cultural-defigiproach. In this
approach, researchers have stressed that mostnkpa@rperiences and
strategies brought by international students tonavewsity context in
English-speaking countries are inadequate and iv@rige to mismatches
between such students’ and their teachers’ expectafcf. Ninnest al.
1999). Such a perspective homogeneously categasisademic systems
by the areas where the international students ctioma, or by their
countries of origin. It has also promoted theestéypical interpretation of
Asian students as engaging in rote learning, rémivknowledge
passively, having too high a deference for teachemd lacking critical
evaluation skills (cf. Samuelwicz 1987; Ballard a@anchy 1991;
Kember and Gow 1991; Yap 1997). Proponents ofatheve-described
approach argue that reproductive and surface kgrnivhich Asian
students experienced in teaching-centred learmiwg@aments, is totally
different from academic approaches in English-sipgpkcountries,
involving critical and analytical evaluations anddépendent work to
develop and exhibit skills in debating, discussiuggl arguing and, at least
in formal assessments, in applying and manipulatingwledge (cf.
Ballard 1989; Ninnest al. 1999).

However, such an approach disregards the fact tthtacademic
systems in English-speaking countries do not nec#ssequire students
to adopt critical and analytical thinking (cf. Vol&Renshaw and Tietzel
1994). Also, given that there exist substantiaiateons in teaching and
learning from one country to another, includinditngional differences as
well as the courses taken, we cannot overgeneralisénternational
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students, particularly all Asian students, intocanbgeneous group. We
cannot, furthermore, regard all of their home etlooal experiences as
inapplicable in English-speaking countries (cf. B4991; Charlmers and
Volet 1997; Ninneset al. 1999). Such arguments have given rise to a
cultural-proficiency approach which constitutes theunterpart of a
cultural-deficit approach. This approach streskas in spite of variations
in learning across cultures, the strategies inteynal students used in
their home countries can, to some extent, be éfdgtimplemented in
English-speaking countries (Biggs 1991, 1996, 198dlet et al. 1994;
Volet and Renshaw 1996; Charlmers and Volet 1991glst and
Landbeck 1997). This perspective can further eragrithe recognition
that NESB international students’ participationAnstralian universities
varies depending on the intracultural differences their academic
backgrounds, which include local, institutionaldaindividual variations
as well as in levels of previous academic achievesnén their home
countries, such as completion of high school edoicatindergraduate or
postgraduate courses.

When we examine the cultural contact of the acadeystems, it is
thus effective not only to utilise a problem-oriethtapproach, which
emphasises problems regarding NESB internationalesits participation
in the target academic systems but also to adoptdavidual proficiency-
based approach, which underscores these studemwtisidual different
proficiency in applying their prior knowledge andills in the host
academic discourse communities.

1.3.3 The situated nature of academic interaction

An investigation of the processes of academic amtgon rather than
merely examining end-products has been emphasisetént decades (cf.
Clyne 1994; Hyland 2002; Nemoto 2002; Neustupny 4200 This
approach has furthered a consideration of learpmgesses as situated
and has led us to view learning as not only inva@vtognitive and meta-
cognitive processes but also sociocultural ones Q@dsanave 1992;
Harklau 1999, 2000; Morita 2000, 2004; Toohey 20D0ff 2001, 2002;
Nemoto 2004). Given that academic contact sitnatimay involve a
clash of socially-recognised ways of undertakingrapriate interaction

is effective to employ a sociocultural view of NESBternational
students’ learning in a certain community, to idfgraéocially-constructed
practices, and to examine the impact of social pawetheir participation
in the community.
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Berkenkotter (1991) stresses the importance of stha&al-cognitive
perspective, stating that to foreground individusés an active,
constructive agent of meaning can lead to ignotirgmyriad social and
historical factors present in the situations. Reiring his view, Norton
and Toohey (2002), referring to second languagelisitipn, stress that
learners are not only learning a linguistic systemthey are also learning
a diverse set of sociocultural practices, oftent hewlerstood in the
context of wider relations of power. Riazi (19930 indicates that the
key issue to conceptualising learning in terms #natuseful for education
is to find out how individual intention and ageriogert themselves within
culturally- and socially-organised practices andlphe&onstruct the
practices. These claims imply that the activitlest students are required
to undertake in a certain community are sociallgstaucted in relation to
the other community members, teachers’ expectatibiesbeliefs, values,
and conventions of the community. Students’ ai¢igiare thus not static
events but can be viewed as dynamic actions itial#o the surrounding
rhetorical situations. For instance, with regardariting, Hyland (2002)
explicates the perspective of seeing writers’ adti@s situated in a
specific context. He notes that writing is inflaed not only by the
personal attitudes and social experiences thawtfter brings to writing
but also by the impact of particular political aimdtitutional contexts in
which it takes place.

Freedman and Medway (1994) claim that not only imgitbut also
utterances involve ways of acting in the socialldioiSuch actions require
the consideration and understanding of the coritexhe way that it is
understood by the participants, because a contakttlae participants’
understanding of the text define the meaning oteast the range of
possible meanings. Hence, language or discouesdsrte be investigated
not as a set of idealised forms, but rather astsitlutterances in which
speakers, in dialogue with others, struggle to tereaeanings (Bakhtin
1981, 1984, 1986). As argued by Bourdieu (197784)9the value
ascribed to speech cannot be understood aparttiremperson who speaks
and the person who speaks cannot be understood famar the larger
networks of social relationships.

The other concept of describing the situated natofecultural
conventions and practices is Bourdieu’s (1984) ttgal capital”. He
claims that all sociocultural groups possess estdetultural capital, but
that it is not always the same form of capital fkatcognised and valued
in education, or esteemed in other formal sitesy nibving from one
cultural field or context to another, power relagbips change, and
different types of cultural capital become mordess valued. Bourdieu's
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concept of linguistic capital further elaboratesisoulturally different
language use. The concept involves not only graimaiacompetence of
a certain language but also the ability to use @mate norms for
language use and to produce the right expressiotieaight time for a
particular linguistic market.

In orderto investigate these relationships between langaagéscourse
and context, Fishman and others have developesbttielogy of language
approach, which can be defined as “an integratedrdisciplinary, multi-
method, and multi-level approach to the study dfirsd, sequenced and
socially situated language behaviour” (Fishman 1878). It is divided
into two different directions which complement oaeother, including a
descriptive approach, which underscores relatigssbietween language
structure and social organisation, and an evaleaapproach, which is
concerned with the mechanism for deliberately cimgnthose relationships
(Tollefson 1981; Corson 1999). Much descriptiveed@ch has examined
the language use of individuals, especially thejuisition of communicative
competence, whereas the evaluation approach hastyeieally utilised
in language planning studies, which may design qpigtive planning
activities to change the structure and functionasiguage use (Corson
1999). These two directions enable us to see NlBeBnational students’
learning processes of socially-constructed pragtioet only from a
viewpoint of the students’ individual language bebar but also from a
perspective of social power and the associated amesims, which
integrate these students into an academic community

The three attributes of cultural contact, includiragiations of academic
discourse communities, variations of students’ ao@d backgrounds, and
the situatedness of academic interaction are iivaklly intertwined and
help us to interpret academic interaction as acsodtural phenomenon,
which requires students to learn how to undertagprapriate social
practices embedded in a target discourse community.

1.4 The Scope of this Study
1.4.1 The direction of this study

The consideration of individual academic discowsables us to recognise
clusters of discourses used by the same or ofrdiffecohorts of students
and leads us to identifying the totality of discgirwithin a certain
academic community (Neustupny 1994). In this stuthe cultural
contact, which NESB exchange students experiendegltheir study at
AU, is investigated to illustrate the details okslk students’ academic
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interaction. Some researchers have conductedptha@se studies rather
than cursorily surveyed NESB international studeantsl have revealed
that these students can, indeed, adapt to the nademic contexts and
develop their English academic competence (cf. delkd90; Swales and
Feak 1994; Belcher and Braine 1995; Leki 1995; 8d897; Angelova
and Riazantseva 1999; Ruiz-Funes 1999; Nemoto ZliRl).

However, most of these previous studies were lunite academic
writing. Much of this type of research is thuselik to result in exclusion
of the interdiscursive nature of academic discqutisat is, how any one
discourse activity is situated within the contektnmany others (Candlin
and Hyland 1999; Flowerdew 2002). An exclusive artnsive focus on
written texts can lead us to disregarding the mndtality of discourse
(Kress 2000). A more comprehensive investigatibNBSB international
students’ participation in a new academic discoamgamunity requires us
to focus on the broad range of activities that thagiertake as well as the
accompanying processes. Moreover, most of theiqusvstudies have
been conducted for the duration of a semestersar I8uch research needs
longer-term case studies in order to provide clegietures of the
students’ individual developmental processes.

Allowing for these shortcomings in previous resbaman cultural
contact, this study is, therefore, designed as a-amademic-year
ethnographic examination of six Japanese exchangdergs’ participation
in various discipline-specific courses at AU. Tioeus of this study is
placed upon their management processes of assdstmsks, including
not only written assignments but also examinatiemd oral presentations.
My study also analyses their everyday participatiorclasses and the
impact of policies and practices of student exckaran their management
of participation in AU. The detailed observatiookacts of academic
participation and analyses of surrounding practitezxd the study to
illustrate complex accounts of the students’ academanagement in an
Australian academic context (cf. Hyland 2002).

1.4.2 Research questions

The processes by which Japanese exchange studetitippte in a new
academic culture needs to be examined from not amlyindividual
cognitive but also a sociocultural perspective, amgued above. In
addition to these micro-level individual analysdsJapanese exchange
students’ participation, the impact of social stwes on their
participation in the host community is investigated\ccordingly, this
study will explore three research questions:
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(1) What kinds of policies and practices underliadent exchanges
between Japanese and Australian universities awddbahe policies
and practices affect Japanese exchange studemt&igmion in an
Australian host university?

(2) How do Japanese exchange students manage itlencultural
academic interaction in Australian academic sitregi and what
factors facilitate or constrain their academic ngmmaent?

(3) How do these exchange students develop theticipation in the
host academic context throughout their one-acadgeac study?

It is assumed that the cultural contact of acadesystems complicates
AU structuring academic support systems for incagn@rchange students,
in particular for the linguistic minority studentshat is, the NESB
exchange cohort. The first research question esathle researcher to
examine the obstacles to facilitating Japanese amgsh students’
academic participation at AU in relation to microlipies and practices
within AU, macro policies in governmental and higleelucational levels,
and reciprocal collaboration between Japanese asttalian universities.

The second and third questions are designed tooexplapanese
exchange students’ individual study behaviour innaggng their
participation in AU. The second research questleals with Japanese
exchange students’ academic management processessiing on all of
their academic tasks in conjunction with their bébar and attitudes
towards study through their everyday participaiioglasses. It examines
how they negotiate their native norms with hostnmgrhow they note and
evaluate contact situation phenomena, how they plagir own
adjustments and subsequently implement managermategies, and how
they discontinue their academic management. Tlrel thuestion is
employed to discuss the exchange students’ indiidievelopmental
processes of participation at AU in relation toigas cognitive and
sociocultural factors.

1.4.3 Justifications and significance

The importance of student exchanges for internatisation of higher
education has been recognised in recent years.eaRds on student
exchanges has dealt with the trends, values, ameks rplayed in
internationalisation at governmental and institodéb levels (cf.
Heginbotham 1997; Daly 2002, 2005; Sowa 2002), ahdnges in
students’ personalities and in their attitudes tolwalearning on their
return (cf. Clyne and Rizivi 1998). However, asntiened earlier,
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previous studies have paid less attention to exgdestudents’ study
behaviour at host universities and the impact rfcstiral arrangements of
exchange programs on their participation. Thislstattempts to make a
contribution to this research area by analysingadape exchange
students’ participation at AU. The findings wiliqvide future Japanese
exchange students with knowledge about how to n®n#geir
participation in host academic contexts and alsigest how the student
exchange programs at host universities should stighese students’
academic management. Moreover, although an inagasumber of
Japanese exchange students now enrol in Austrafisversities, it seems
that their Japanese home universities are not gigdamuate information
about host academic systems and the students’l actidvement in the
systems. In this regard, the findings are alsdulise that they provide
Japanese home universities with such informatich might enable the
universities to organise pre-departure assistamteetstudents.

This study is also meaningful on the grounds thawiil help host
universities to identify the problems related te policies and practices of
support programs for incoming exchange studentgairticular for an
NESB cohort. Hopefully, the findings related toustural arrangements
of support programs will facilitate subsequent deci-making and
implementation of better policies. In additionjstistudy will suggest
ways by which universities can evaluate policy iempéntation of the
exchange programs to improve the systems and tfudker goals. The
contribution of the present study is, furthermaoepromote the system of
credit transfer and provide suggestions for idgimg the nature of the
desired interconnection between home and host tsiiies to achieve the
purported goals of student exchanges. This studly also add to
academic interaction studies of NESB internatiaadients. As mentioned
earlier, previous studies have frequently downpdatye processes of task
management and sociocultural influence on suchgsses but also have
not comprehensively examined a variety of acadetasks, apart from
written assignments. The theoretical inquiriesclhihis study conducts
into these areas will, therefore, promote our ustdeding of linguistic
minority students’ participation in an academic testh and help
universities to identify the variety of studentsdueational needs in
multicultural academic settings.

The other contribution of the current researcloiseport on the cross-
cultural similarities and differences in acadenyistsms between Japanese
and Australian universities. The exchange studemtio possess
community memberships both in Japanese and Australiiversities, are
ideal informants to investigate the relationshipsaeen their individually
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different home academic experiences and their giaation in the host
university. Thus, the investigation of these shigle academic
management will identify how they can adapt or rhodheir previous
study behaviour at the host university, accordmtheir disciplinary area.

Most significantly, this study will make a theorat contribution to
expanding Neustupny’'s (1985, 1994, 2004) Languagandgement
Theory (LMT) by illustrating the detailed processed academic
management by Japanese exchange students. The, tthep details of
which will be illustrated in the next chapter, hgst to be extensively
applied to academic interaction studies. Thisstkelmonstrates several
undiscovered phenomena in the process of languagagament and
provide theoretical implications for cultural cocttéan naturally-occurring
academic situations.



CHAPTERTWO

LITERATURE REVIEW OFACADEMIC
INTERACTION STUDIES

2.1 Introduction

In the past 20 years, a traditional cognition-arenparadigm in the field
of second language acquisition has been integrai#ii sociocultural
approaches to language and learning (cf. Zuengter Miller, 2006).
Along with this paradigm integration, various samitiural theories have
emerged in the area of applied linguistics to dateluding situated
learning, Vygotskian sociocultural theory, languageialisation, and so
on (cf. Lave and Wenger, 1991; Lantolf, 1994, 200antolf and Appel,
1994; Duff, 1995, 2007, etc). Such a socioculturature of learning
significantly affects intercultural academic intetian, particularly when
students cross-culturally move from context to emht There are a
number of factors outside the individual that stigninfluence their
changing the meaning and the value of their prasient of self. These
factors involve aspects of social structure, oppuoties for interaction,
constraints on behaviour, and other numerous soltizal processes and
features (Corson 1999).

The sociocultural factors of academic interactionsed to be
considered in conjunction with individual cognitimspects of learning in
order to examine the impact of students’ interngpresentations of
academic contact situations on their developmergootact competence.
Considering these two interplaying perspectiveis, thapter introduces a
socio-constructionist genre theory, the theoryitnfated learning, studies
of NESB students’ study behaviour, language managgnand the theory
of language planning.
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2.2 Socio-Constructionist Genre Theory

2.2.1 Poststructuralist language theory
and socio-constructionist genre theory

A shift from structuralist to poststructuralist tmes of language results in
changing our view of language learning. Norton darabhey (2002)
indicate that whilestructuralists conceive of signs in a languageaagniy
idealised meanings and of linguistic communities basng relatively
homogeneous and consensual, poststructuraliststtiekpgosition that the
signifying practices of societies are sites of giitea over the meanings,
and that linguistic communities are heterogeneoesas characterised by
conflicting claims to truth and power. In this (sisucturalist theory,
language always happens as text, and as textevitably occurs in a
particular generic form, which arises out of théactof social subjects in
particular social situations (Kress 1993: 27). duege itself thus
reproduces the conventions of cultures and sosieted we learn the
most conventional acts by observing how othershdmt by using and
listening to those others as models, and by ndliageactions of others to
our performance and changing our behaviour accglyii€orson 1999).

Such a poststructuralist perspective has shed light the
sociocognitive aspects of genres and has led todédwelopment of ‘a
socio-constructionist genre theory’ (cf. Freedmard aMedway 1994;
Russell 1997). The notion of genres started arglldeen developed in
composition studies in which genres were regardex types, including
the categories of exposition, argument, descriptiamd narrative.
However, this traditional view has been re-conagive the last few
decades. Freedman and Medway (1994), for instaargele that while
genres can be characterised by regularities inakxform and substance,
current thinking looks at these regularities adasgr traces of a different
kind of underlying regularity and deems genres wsical ways of
engaging rhetorically with recurrent situations. ccArdingly, the
acquisition of academic discourses, or genresptismrerely a question of
grammatical, lexical or stylistic knowledge, but rfagns to a
communicative and social competence which involes ability to use
language appropriately in different situations (kémen 1994). The
socio-constructionist genre theory thus tends tepkiés analytical focus
on the interactions of people with texts and othexdiational means
(Russell 1997: 226).
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2.2.2 Five principles of genres

From a socio-constructionist perspective, Berketekatnd Huckin (1995)
have developed five principles of genres, includimtynamism,
situatedness, form and content, duality of strigtiand community of
ownership. With regard to the dynamism, Berkerdeodind Huckin claim
that genres are inherently dynamic rhetorical fotimst are developed
from actors’ responses to recurrent situations, aadve to stabilise
experience and give it coherence and meaning.hignsense, genres are
seen as a constituent of the social world, whidhissorically accumulated
while experiencing continuous minor changes. Yad@sl Orlikowski
(1992) state that genres emerge within a partickdaiohistorical context
and are reinforced over time as a situation reaurd,that these genres, in
turn, shape future responses to similar situatiofsirthermore, Swales
(1990) stresses the communicative goals in relatmrthe dynamism,
stating that genres are used as a class of comativei@vents to establish
some shared sets of communicative purposes in@udse community
and to further their accomplishment. Likewise, IBtil(1984) claims that
genres operate as a mechanism for reaching comativeicgoals and
clarifies what those goals might be. Genres thenge over time in
response to their users’ sociocognitive needs @edbtter and Huckin
1995).

The second principle which Berkenkotter and Huckiress in the
socio-constructionist genre theory is the situaésdnof genres. The
situatedness is explicitly expressed in Miller'sO84) definition that
genres are social actions in response to recumtetprical situations.
Reinforcing this view, Berkenkotter and Huckin (599 for instance,
stress that knowledge of genres is derived frond ambedded in
participation in the communicative activities ofilgand professional life,
and that genre knowledge is therefore best conabgtd as a form of
situated cognition embedded in disciplinary adigt Kamberelis (1995)
emphasises the relationship between genres aralegitsocial practices in
which discourse and texts are generated. He sthtasgenres derive
from, and are responsive to actual discursive andtah practices in the
world. Since they are mutually constituting, paurtar kinds of genres and
particular social and cultural practices tend tontabute to the
conventionalisation of one another.

The dynamism and situatedness of genres promotesthblishment of
form and content. The redefined concept of gemmaphasises genre
knowledge not just as knowledge of formal convergibut also knowledge
of appropriate topics and relevant details, ineigddackground knowledge
of a certain community, a discipline, audience, aitgations (Berkenkotter
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and Huckin 1995). According to Berkenkotter andcko, when we use
such form and content, we constitute social strestand simultaneously
reproduce these structures. This concept leatisetfourth principle, the
duality of structure, which stresses the recipragdhtionship between
human agency and social structures. Actors’ usgeafes contributes to
the establishment of social structures and, atstrae time, reproduces
what other members regularly do. Furthermore, gaere conventions
that are established by the reciprocal relationssignal community
ownership, involving a discourse community’s norngpistemology,
ideology, and social ontology.

As shown in the five principles described above, sacio-
constructionist genre theory requires us to pagnétin to not only form
and content of genres but also the actors who eseeg, the goals of the
activities which they engage in, the situationsaimich genres are used,
and the social structures of the discourse comiasnithere genres are
embedded. However, this notion of genres has eeh lcomprehensively
applied to various types of academic discoursertafpam academic
writing, although some researchers have beguntendxheir analyses of
written genres to those of spoken or study gemmegeliation to social
worlds (cf. Bakhtin 1986; Mauranen 1994; Spragu@6)9

2.2.3 Previous genre studies

There exist some empirical studies which have eyguloa socio-
constructionist genre theory. On the basis of Vil (1984) definition of
genres, Freedman (1993) investigated how studeats the genres found
in an undergraduate course in law. Freedman cadptre students’
written assignments for law subjects with those fither courses
undertaken by the same students. Their law essgagaled more syntactical
and lexical complexity, distinctive rhetorical faegs, and a distinctive
mode of argumentation in comparison with other acsid essays. The
law essays thus constituted a distinctive subgefiracademic writing.
Freedman claimed that this distinctiveness pertamsthe students’
familiarity with the discipline of law. The sociattion undertaken by the
students in writing these essays involved theitebainderstanding of the
purpose of writing shared by students and teachersstruing reality in
specified ways, and responding to the whole disw@py context of law.
Her study showed that, in responding to the assigmsy the students were
able to draw on the appropriate cues so that thrdhi response they
enacted the ways of thinking and the ways of idgntj, delimiting,
construing, and approaching phenomena characteoisthis discipline.
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Mauranen (1994) extended analysis of genres toysgedires which
she defined as those types of discourses estathlishespecific study
contexts. She investigated the study genres inisBriand Finnish
universities through Finnish exchange studentstigpation in a British
university. Her study found that similar labels afademic tasks can
involve differences in requirements in differentademic systems. For
instance, it was shown that the English essay vaslyrepresented as an
answer to a question, while the Finnish one wasumnsary of the
readings. In relation to the examinations in thegliEh university, the
teacher foregrounded the values of relevance, rggwnd thinking, and
regarded knowledge as a necessary background legrialbereas the
teacher at the Finnish university valued knowledgeadditional analysis
and application in examinations. In both countiles seminar, which
required students to play a crucial role as a gregikovided the main
spoken genres. However, there existed discrepafgtveen those two
academic systems in frequency of discussion anddibaussion topics.
Students were more frequently required to partteipa discussions at the
British university. Also, the discussion topicsre@lso assigned based on
articles written by disciplinary authorities in Hagd but on peer papers in
Finland. In Mauranen’s study, although the excleasmdents from the
Finnish university to the British university did thexperience severe
problems with language as a code, a nhumber of @nabrelating to cross-
cultural differences in discourse were identified.

Sprague (1996) applied Mauranen’s concept of siyelyres to her
comparative study of academic systems at a Japames@an Australian
university. Her research found that, with regaravtitten genres, students
at the Australian university were required to fallostricter writing
conventions than those at the Japanese univenityas not common for
guidelines for written assignments to be providdd tlee Japanese
university, whereas the Australian university haabéicy of providing the
guidelines which described the topics to be stydsethmission dates for
essays, word limits and requirements for presamntatat the beginning of
a course. Written work at the Australian universilso needed to involve
correct citations of references while studentshat Japanese university
were not necessarily required to make in-text esfees for written
assignments, except for their graduation theses.

These previous studies illustrate macro-level agiglgf genres from a
socio-constructionist perspective, focussing upodne tintra- and
intercultural differences between academic genrdgdowever, in the
studies of intercultural academic interaction it nsore important to
investigate how students learn specific genress thus necessary to pay
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more attention to students’ behaviour in the preessof responding to
recurrent rhetorical situations.

2.3 Situated Learning

Given the socially-situated nature of genres, geman be viewed from
the perspective of situated learning or situatedynimn, which
emphasises learning through activities in the #iina embedded in a
certain community (cf. Brown, Collins, and Dugui@8D; Flower 1989;
Flower, Stein, Ackerman, Kantz, McCormick and P&8RO0; Berkenkotter
1991; Lave and Wenger 1991; Rogoff 1991; WengeBL99

2.3.1 Learning, activities, and knowledge

On the basis of Vygotskian notions of the sociatityearning (Vygotsky

1978), recent work has attempted to investigatguage learning as a
socioculturally-situated social practice (Nortor droohey 2002). Norton
and Toohey explain that this approach originate&ishift from seeing

learners as individual language producers to setfiem as members of
social and historical collectives” (Norton and Tegh2002: 119). They
also claim that such a shift encourages us to exarfie conditions for
learning, for appropriation of practices, in anytgallar community. This

notion leads to situated learning, stressing that understand what is
learned is to see how it is learned within thevigticontext” (Wilson and

Myers 2000: 71).

Brown et al (1989) stress that the activity in which knowleds
developed and deployed is not separable from, citlay to learning and
cognition, but that it is an integral part of wiatearned. Their claim that
learning and cognition are fundamentally situatdésb aenables us to
interpret knowledge as gained through undertakiogja#ly-constructed
activities in a target community and as a producthe activity and
situations in which it is produced. Hence, knowjeds not absolute but
can only be defined in relation to a specific ditaaor context (Tyre and
Von Hippel 1997). Browret al. explicated how to learn knowledge in a
certain community, referring to conceptual knowledts similar to a set
of tools, in that both knowledge and tools can dodyfully understood
through use. Knowledge is thus regarded as remdiiyo constructed
within the individual-environment interaction rathéhan objectively
defined or subjectively created (Barab and Duffif0@0 The intricate
interrelationships among learning, activities antbwledge, which the
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theory of situated learning suggests, require wextanine the processes of
acquiring and using knowledge in socially-situagetlvities.

2.3.2 The concept of legitimate peripheral particiption

Situated learning or cognition has been elaboratedugh Lave and
Wenger's (1991) concept of legitimate peripherattipgpation (LPP),
which expands a cognitive apprenticeship model.e €hrlier cognitive
apprenticeship model outlines the processes intwhientors model by
making their tacit knowledge explicit and revealthgir problem-solving
strategies, coach by supporting students’ atteapizerform new tasks,
and then fade after having empowered the student®tk independently
(Brown et al. 1989; Belcher 1994). However, sevshartcomings of the
apprenticeship model have been pointed out by leankWenger (1991)
and Belcher (1994). Belcher explains that mentooges in providing
scaffoldings for the apprentice do not seem torlbaitive to some of the
advisors of the students, that the model pays ficgerfit attention to the
community that the learner seeks membership in tlaaidthe model tends
to view the learner more as a passive recipieherghan as someone who
joins a community by consciously becoming an insiregly more active
participant in it.

These shortcomings are covered by Lave and Wen{E3%1) notion
of LPP, which represents the multiple ways in whiapprentices
participate in a variety of social situations tha¢ embedded in a certain
community. Legitimacy of participation constitugslefining characteristic
of ways of belonging which is not only a crucialndaion for learning,
but a constitutive element of its content. Onlythwiegitimacy can
newcomers’ inevitable stumblings and violationsdime opportunities for
learning rather than cause for dismissal, neglacegxclusion (Lave and
Wenger 1991:101).

Peripherality suggests that there are multipleasied ways in which a
learner or an apprentice is located in the fieldpasticipation, as defined
by a community. The term is positively used siritesuggests “an
opening, a way of gaining access to sources foerstanding through
growing involvement” (Lave and Wenger 1991: 37)lowerdew (2000)
further elucidates peripherality of this concepgtimg that peripheral
participation means that participants, who are g@sitral but are on the
margins of the activity in question, acquire knadge through their
involvement with it. Lave and Wenger stress thizeg the complex,
differentiated nature of communities, the end pofrdentripetal participation
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in a community of practice should not be limitedatainiform or univocal
‘centre’, or a linear notion of skill acquisition.

Norton and Toohey (2002) note that the conceptRP lencourages the
view that communities are composed of participamit® differentially
engage with the practices of their communities, tnad this engagement
or participation in practice constitutes learninipstead of focussing on
the mind of the learner, involving the productioh lmowledge and
acquisition of linguistic or rhetorical structurdbe concept looks at the
learner’s interaction with the lived-in world, tkemmunity in which the
learner seeks membership, and how active the Iéarparticipation is,
rather than regarding the learner as a passiv@ieeti(Belcher 1994).
From this perspective, Norton and Toohey (2002psagthat educational
research focus not so much on assessing indivigpiake of particular
knowledge or skills as on the social structurepanticular communities
and on the variety of positionings available farters to occupy in those
communities.

2.3.3 Empirical studies of situated learning

Based on the concept of LPP, some researchersrhastigatecstudents’
development of academic literacRelcher (1994), for example, investigated
three NESB graduate students’ legitimate periphgraitticipation in
dissertation writing through their relationshipstwtheir supervisors and
the instructor in a L2 dissertation writing clasShe found that two of the
students’ perceptions about their chosen fields beihg their desired
communities of practice prevented them from growasdgfull participants
in their disciplines. Furthermore, their limitegliance on their supervisors’
judgement as well as the hierarchical relationshipetween their
supervisors and themselves negatively affected taaiticipation in the
communities. On the other hand, the other studerBelcher’s study
successfully completed her dissertation, believhrag her research would
make a major contribution to her field. The codledtive and consensual
teaching style, which the student’s supervisomihticed, effectively made
the student receptive to the supervisor as a teamim as a supportive
critic of her work.

Similarly, Flowerdew (2000) utilised the concept IdPP in a case
study of one young Hong Kong scholar’'s experientepublishing a
scholarly article in an international refereed jmlrafter returning from
doctoral study in the United States. Although fragticipant did not
initially place a high value on the rhetorical dms@®n of his work but on
his ideas, he understood the importance of thaidise dimension of his
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work by repeatedly submitting and editing journapers as a legitimate
peripheral participant. In his study, Flowerdewhighted the important
roles played by the local native editor and thenalls in-house editor and
reinforced Prior's (1998) mediated nature of acadewriting, which
stresses that literary products do not necessarignate from a single
author but are jointly constructed by various feerti

As shown in the above studies, most of the preverapirical studies
which employ the concept of legitimate peripheraktigipation have
focussed on highly specialised worlds in which enidscholars are
required to undertake apprenticeship in completimgr written work.
However, Artemeva, Logie and St-Martin’s (1999) dstuoutlined the
design of a mandatory communication-skills course ffrst-year and
second-year engineering university students, wdrikploying the theories
of situated learning and a socio-constructionistrgegheory. The course
was designed to support not only the students’ Idpweent of necessary
rhetorical strategies in the discipline but alseirttsuccessful integration
into the engineering school environment. The smpehtary course
stressed a social view of disciplinary genres drel development of a
particular perspective of the audience, while [bwed the students to
interact with their instructor and peers in the gesses of completing
written assignments. The course, furthermorepthiced an electronic
course newsgroup, which encouraged peer interactiorthe website, and
provided a dialogic environment in the classroofithough Artemeveet
al.’s study innovatively incorporated the theoriesitiated learning and a
socio-constructionist genre into the structure @bacurrent supplementary
writing course along with the main disciplinary cses, the effectiveness
of the course and the students’ achievement werpaid much attention.

As illustrated in the studies described above,hee and instructors’
scaffoldings in a highly specialised world or isecially-tailored course
facilitated the establishment of apprenticeshipicitires, which enabled
students’ active participation in order to becoméulh member of the
communities. However, in general, undergraduateSBlEnternational
students are not automatically provided with suffeldings and courses
once they enrol in a university. Therefore, thetelents are probably
required to participate in different ways in themndiscourse community
in order to obtain the knowledge and access touress necessary to
function as community members.
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2.3.4 Limitations of the concept of situated learmig/cognition

Situated cognition theory is an ambitious and-stiblving approach to
understanding learning in both its individual amdial aspects (Kirshner
and Whitson 1998). The concept of LPP downplays féct that all
novice members cannot be regarded as equal instmae of the non-
native-background students may be full participasitshe community
while many others might remain at the margins {dohey 1998; Kanno
1999; Toohey 1999).

Toohey (1998) stresses that conceptualising Laiegras a process of
moving from being an outsider to being an insidemiuch too simplistic.
In her study of children in a kindergarten commynih 1996, the
participants were inside by virtue of their presema the classroom as
legitimate peripheral participants, but inside wast a place wherein
participants moved inexorably toward fuller and enpowerful participation
(Toohey 1998). Kanno (1999) has also indicated, thacept for the
relationship between graduate scholars and thegersisors, students’
participation in intercultural academic settingeslaot involve a kind of
apprenticeship as the standard mode of learnindact, her study showed
that learners were often blocked physically and talgn from
opportunities to interact with native speakers, athivas vital to their
acquisition of the L2 (Kanno 1999). Furthermoreoni a broader
perspective, some researchers have pointed owadsto understanding
cognition as situated, claiming that the concepsitafated cognition little
discusses internal representations and needs mevelogment of
cognitive aspects to describe subjectivity in dddito the social dimension
(cf. Anderson, Reder, and Simion 1996; St. Juli®®71 Kirshner and
Whitson 1998; Wilson and Myers 2000).

Despite such limitations, the concept of LPP undedly makes
invaluable contributions to research on SLA anckritultural academic
interaction in that it enables us to direct atemtio students’ management
of participation in relation to not only a variety social situations where
learning occurs but also the role of content playedearning. Thus,
allowing for the limitations, studies of NESB stat& academic
interaction need to deliberately employ the conaspsituated learning,
while dealing with the students’ frequently-charmgjpositionings in social
contexts and the cognitive aspects of studentsusagients to a new
discourse community.
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2.4 Study Behaviour of NESB Students

Studies of NESB students’ academic interaction bslpo understand how
the students cope with requirements in academitacbisituations. To
have a better understanding of it, it is crucialidentify the kinds of
strategies, which the students implement, and &onine the processes of
their implementation of these strategies.

2.4.1 Strategies enhancing study behaviour

Previous research has found that NESB internaticstatents can
implement various strategies to enhance their stoelyaviour in the

processes of accomplishing writing tasks in expenital or naturally-

occurring academic settings. Doyle’s study (1988}, example, has
indicated some strategies which reduce the gap destwstudents’

interpretations of writing tasks and their instarst intentions when

students clarify the requirements of tasks. Thetegies involve students’
offering provisional or restricted responses tdgmssents and questions,
and requesting that the teacher make task ingbtngtmore explicit or

provide models to follow. Some researchers hase idlentified strategies
to contribute to students generating and elabaratieas for written tasks,
including brainstorming, fast writing, clusterirggamining, and activating
prior knowledge (Keh 1990; Angelova and RiazantsE3@9; Ruiz-Funes
1999).

Moreover, various strategies have been identifietha drafting and
reviewing stages of writing. Strategies which stid can employ at the
drafting stage include relying on past writing esipeces (Nelson 1990;
Leki 1995), and compiling and utilising a list okaful expressions
(Angelova and Riazantseva 1999). At the final stafywriting, utilisation
of an editor can be one of the most common stresegsed by NESB
international students to correct their texts. aitgh the effectiveness of
the strategies can be questionable, Marriott (18@@ates that a variety
of personnel may be available to act as editorsh sas classmates,
language partners, housemates, friends or tutoasdiormitory, homestay
parents, private tutors or proofreading agents,rtafram specialised
university staff who assist students with theirting.

NESB international students’ implementation of tetgées has also
been investigated from the viewpoint of studenégjular participation in
classes. For instance, Mulligan and KirkpatricR(Q@), in their study of
NESB international students’ and ESB (English-spagkackground)
students’ participation in lectures, identified amber of activities and
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strategies undertaken by the students. In ord¢ake notes in lectures,
some of the NESB students utilised a ‘not listehisttategy which
referred to them getting the details from the digdthout listening to the
lecturer's commentary or they adopted the stratfghterally recording
the words as they heard them, without any cognifivecessing for
comprehension. Mulligan and Kirkpatrick examined-pand post-lecture
activities, including reading the assigned texthadhecking the previous
week’s lecture notes, completing assigned exercisether materials, and
reviewing the lecture notes. As a result, theyeaded that NESB students
were more likely to read the assigned readingsrbdéxtures. Mulligan
and Kirkpatrick’s investigation of pre- and posttigre activities,
furthermore, enabled the identification of NESB dsmts’ re-working
strategies to review their lecture notes, involvoapying the notes out
again by hand or on a computer and annotating fham further reading.

Sutherland, Badger, and White's (2002) study atsentified some
note-taking and reviewing strategies used by stisdench as visualising
important points in a mind map in class and subsetiyielaborating them
by listening to the tape-recording of the lecturesjewing just the main
points of the lecture notes, and using differeribeo and size pads to
distinguish the notes for each subject and foulest and tutorials. Gage
and Berliner (1992) also emphasise students’ atibs of visual models
for reviews, arguing that such models can providectirate and useful
representations of knowledge that is needed whéringoproblems in
some particular domain” (Gage and Berliner 1992t)31

Furthermore, from a broader point of view, seveesearchers have
examined NESB students’ strategies to cope withr fheaticipation. For
example, Abel (2002) examined previous empiricaldists and
recommended several strategies for internationatlesits to achieve
academic success, such as time management, gbeimght kind of peer
tutoring, joining a study group and discussing gtomhterials with friends,
and seeking out teachers who encourage class ipatiior. Moreover,
Ninnes’ (1999) six-month case study of five Ind&uadents enrolled in the
Master of Business Administration program at an téglign university
illustrated the students’ strategies to cope wlithirt participation in the
course. The participants implemented a varietgtodtegies to adapt to
the new learning environment, such as consultimgpsetudents, lecturers,
learning support staff, library staff, computingf§t or an international
student advisor, having discussions with fellowdstts, utilising subject
outlines as an important source of information, &nking their current
tasks with their previous study experiences. Algp,his study, the
students’ perception of task requirements posiivand negatively
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affected their motivation to undertake assignmentsTwo of the

participants regarded the tasks as leading to fhaire employment and
successfully completed the tasks, whereas one ef ghrticipants’

insufficient performance in the tasks resulted frbim misinterpretation
and under-evaluation of some of the lecturers’ etqi®ns.

Although the above findings from previous studiesén suggested a
variety of strategies which NESB international gtoi$ can implement as
a means of managing their participation, we neednae in-depth
investigation of students’ study behaviour in vagoacademic tasks.
Furthermore, most of the activities and strategié¢sch previous research
introduced, were dealt with independently, irresipecof the processes in
which they occurred. It is thus necessary to itigate how and why
students implement certain strategies, the facaffexting their use of
strategies, and the effectiveness of these stestegi

2.4.2 Language management

LMT can be effectively applied to elaborate on #ugustment processes
of NESB international students (cf. Neustupny 1988094, 2004; Jernudd
and Neustupny 1987). Using a language managenramietvork,
Neustupny (1985, 1994, 2004) has delineated theeciive adjustment
processes of language learners’ developing intgeatompetence in
contact situations. The theory illustrates thegssaof the adjustment
process, starting from students’ deviations fronnmg) their awareness
and evaluations of these deviations, their adjustngesigns, and their
implementation of these designs or plans to rettié/deviations. Use of
this framework enables us to study an individuiiltsraction at the micro-
level through her/his corrective adjustment proesghat are evident in
academic contact situations.

Language management can be examined in various. wagsstupny
(1994, 2004) has defined three major categorissitiofi language
management, involving pre-/in-/post-management,f- sa@nd other-
management, and simple and organised managememe-/infpost-
management are utilised to describe when managementcuted. Pre-
management represents language management whickastaken before
a deviation appears, such as students’ attendanesaalemic writing
courses to improve their academic writing skillsEinglish. On the other
hand, in-management and post-management are eddnutee middle of
undertaking target activities or after a deviatiemerges respectively.
Neustupny also divided language management inté seld other-
management depending upon the degree of studefits\ce upon others
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in the management. Self-management refers todhescwhere students
manage their participation by themselves, whereth&erananagement
requires others as resources to manage it. Neustamde a further
distinction between simple and organised managerBanple management
refers to management in discourse on an individeakl, whereas
organised management is systematic managementh whimonducted in
various degrees by the government, institutionsictiers or others.
According to Neustupny, organised management uysualolves a
considerable number of participants and extensigeretical legitimation
of standpoints, and it also implies complicatedlengentation mechanisms.
These categorisations developed by Neustupny enalie view language
management from multiple perspectives.

2.4.3 Application of LMT in empirical studies

Neustupny’s LMT has been recently applied to theltof the norms in
interview contact situations, research on bilingealucation, and an
analysis of the development of English academic pmience at a
university context (Jernudd 2002; Kato 2002; Nem@@02, 2004;
Neustupny 2004). Kato (2002) focussed on normatievis and subsequent
adjustment behaviour in his study of interview @attsituations where
Japanese learners were required to interview Japanative speakers.
The examination of Japanese learners’ norm dewigiimm a perspective
of native Japanese speakers led his study to fiatlthe native Japanese
speakers applied multiple norms in judging Japatesmers’ linguistic
behaviour in the interview settings. The normsnfibuin his study
involved Japanese interview norms, Japanese congatiori norms,
personal norms of the Japanese native speakers,camigct norms
whereby Japanese native speakers were lenientJajphnese learners’
mistakes because they realised the learners’ d&siggth communication
in Japanese. Kato's study has indicated that ythest of norms, which
Japanese native speakers applied, determined theeede of their
subsequent awareness and evaluations of Japaaeserfe deviations.

In his study of bilingual education at Hong Kongwuanmsities, Jernudd
(2002) applied LMT to teaching acts between stuslantd teachers, study
acts by students, and administrative acts betwaaests, members of
faculties and administrators. His study revealest fparticipants noted
deviations from English communication in contextsewe English was the
medium of instruction. The deviations derived frdhe instructor’'s
insufficient skills of using the language, a stuteimability to comprehend
and to seek clarification, a student’s lack of lgokind knowledge to
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enable meaningful communication, discontinuitiedamiguage use within
and outside the classroom, and subject instructovability to help
students to manage English. Jernudd also indigatdzlems with students’
self-perception and acceptance of deviations, dtgjnthat teachers’
corrections can often fall short of what studeritentselves plausibly
perceive to be deviations. In order to promotévackearning and self-
adjustment by students, he recommended teachingexistence and
validity of target norms by demonstrating directedguage management
techniques, which enable students to reflect atibetate upon discourse.
Furthermore, Jernudd’'s study pointed out some ipaaedes of
administrative acts, involving terminological prebis pertaining to
discrepancies between specialised English termjiedo employed in
universities and general usage. He also indictgadions between the
actual language use which commonly involved useChinese by the
students and the university policy in which Engligas to be used as the
medium of instruction.

Nemoto (2002) previously applied LMT in a study dapanese
exchange students’ development of academic literaicyEnglish. |
investigated Japanese exchange students’ correadijustment processes
in their acquisition of English written norms at Anstralian university,
focussing on the ways they implement managemetegies. The
findings, which were categorised in terms of thee¢hmain stages of the
writing process — planning, translating, and rewep suggested that the
exchange students experienced various norm dewiatiath regard to
clarifying task requirements, finding appropriateferences, reading
articles, generating and elaborating ideas, hagdietorical styles, text
structure and organisation, academic register, lasilly, confirming the
appropriateness of the text.

In the above study, the management strategiesnthige implemented
by the participants included utilisation of peeedback, teachers’ or
tutors’ feedback, feedback from the teachers’ conimen the returned
assignments, activation of their prior disciplindayowledge and skills,
and use of peer editors or an instructor at studaypsrt centres for
proofreading. The most successful participantaratearly stage of his
enrolment at the host university, established aimeuof undertaking
written assignments. The patrticipant selectedrbst reliable management
strategy among the several available strategiesuaad the instructor at
the study support centre for editing support. ¢diesistent implementation
of this strategy helped him to develop autonomeasning skills and to
successfully manage written assignments through@itone-academic-
year study in Australia. This study also showeat ttudents’ different
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problem awareness and evaluations were relatdteiogoals of learning,
their acceptance of others’ advice or feedback, smdhe teachers’
acceptability of participants’ written work.

In my subsequent study, the investigation of Jagpanexchange
students’ management of academic writing has betmeded into their
study management processes in various assessraksit(lemoto 2004).
In the study, | shed light on not only positive lalgo negative aspects of
their management processes. My study identifiedatbsence of negative
evaluations of deviations, students’ avoidance Yiela at the stage of
adjustment planning, and their ineffective impletagion of management
strategies. All of these contributed to the stusfediscontinuing their
management processes. The study also demonsttadéédJapanese
exchange students can effectively transfer and fiaitieir previous
disciplinary knowledge and study skills at the hasiversity through
recognising similar features from among the siariat their home and
host academic contexts.

As shown in these empirical studies, Neustupny’'sTLislapplicable to
research on the processes of various languagedelghenomena.
However, simple management in contact situations nat been
comprehensively investigated in conjunction withaised management,
which involves “systematicity through language teag and systematic
public and language policy” (cf. Neustupny 20043uch systematicity
will be best investigated if we take into considiema social and
institutional attitudes and support tdinguistic minority students’
participation in academic contact situations. His tegard, the theories of
language planning, which enable identification led social structures in
educational systems including policies and prasti@an be effectively
applied to this type of examination.

2.5 Language Planning

The theory of language planning can promote ouretsidnding of the
way an academic system is organised and the ingdaszicial structures
on linguistic minority students’ participation ihe system. Discourse and
structural arrangements are intricately recipratate discourse is being
constantly influenced by structural arrangementat tthe discourse
influences (Corson 1999). Accordingly, policies afademic systems
greatly affect language use practices, which arbegited in the target
systems, and novice students’ behaviour to leaesettpractices. This
section illustrates basic theories of language rmpfap an application of

these theories, and a current approach to langulagaing
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2.5.1 Language planning theory

Language planning has been described as “the memnpursuit of

solutions to language problems” (Fishman 1973:ar@), furthermore, that
it involves “deliberate efforts to influence thehasiour of others with

respect to the acquisition, structure, or functioaliocation of their

language codes in order to maintain, preserve, lgnge current

behaviour” (Cooper 1989: 45). It is directed by, may lead to the

promulgation of a language policy by different lsvef planners, such as
government, other authoritative bodies, or perd¢teplan and Baldauf
2003). Many researchers have interpreted langpigeing in different

ways, but such planning is generally divided irtoee types of planning:
corpus, status, and acquisition or language-in-&ilut planning (cf

Weinstein 1980; Cooper 1989; Clyne 1997; Kaplan Battlauf 1997;

Corson 1999). Corpus planning and status planrarg traditional

concepts of language planning, which are respdgtiedated to language
forms and external social goals, whereas acquisito language-in-

education planning consists of user related legrgimals that need to be
achieved usually through the educational systempl@¢a and Baldauf
2003).

These three types of language planning are corsldier relation to
two different levels of goals: the goals of polighanning and cultivation
planning (Haugen 1983, 1987; Kaplan and Baldauf712®03). While
the policy planning goals pertain to the form afidaage planning, the
cultivation planning goals deal with its function.These policy and
cultivation planning goals are interdependent aladming may occur at a
number of different levels, such as macro or poligyel, meso or
community/organisational level, or at the micrairatividual level (Kaplan
and Baldauf 2003). Although macro-level languatgnping is likely to
be more frequently undertaken, it has been arghatithe impact that
language planning and policy has depends heaviljneso- and micro-
level involvement and support (Williams 1994; Kapknd Baldauf 1997,
2003). These theories of language planning haea bedely employed
to investigate various sociolinguistic areas, idolg language revival,
renovation, maintenance, and foreign or seconduiage acquisition.

2.5.2 Criticisms of language planning

While the impact of a language planning theory olvieg language
problems has been acknowledged, traditional appesado language
planning have not been impervious to criticismsshfan (1994) points
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out five major criticisms, which have been madéaofjuage planning (cf.
Luke, McHoul, and Mey 1990; Tollefson 1991): (1hdmage planning is
conducted by elites that are governed by their meH-interest; (2)
language planning reproduces rather than overcosmsocultural
inequalities; (3) language planning inhibits or @uacts multiculturalism;
(4) language planning espouses world-wide Westdiorsand modernisation
leading to new sociocultural, econotechnical andceptual colonialism;
(5) only ethnography can save language planningarel from fostering
the above mentioned negative aspects.

Fishman has argued against these criticisms orgriiend that they
predominantly focus on language planning theonhematthan on an
analysis of practice. He has also claimed thantbset of the issues raised
by these criticisms cannot be fully rectified. Fhiounterargument is
based on beliefs that authorities will continueb® motivated by self-
interest, that new structural inequalities willvitably arise to replace the
old ones, that more powerful segments of society @ reluctant to
change themselves than to change others, and tleatewlisation and
modernisation will continue to foster both problears satisfactions for
the bulk of humanity.Fishman concluded that the critics never seem to
grasp that language planning can be implementeddik those who
favour and those who oppose the socio-politicahate.

Neustupny (1994) has also indicated that thosesiclstheories of
language planning of the 1960s and the 1970s regletanguage
problems in discourse and concentrated almost sixelly on society-
wide language treatment and language teaching, hwilie highly-
organised and community-controlled processes. ldaned that they
failed to consider language planning in the moreegal context of
language change and language management and #éyathihs tempted
linguists to consider community-based rather thascalirse-based
arguments. All of the above criticisms are likédy result from seeing
language planning as solely conducted by authiwdtaibodies, which
ignore the rights of minorities. Thus, in order itoplement language
planning effectively, it is important to allow fonicro-level planning and
practice to cover a diversity of languages and uagg users in a
community.

2.5.3 Language planning practice

The criticisms orientated towards language plantinepry have led us to
reconsidering the importance of language planningctice. The
implementation processes of language planning aiéowf two contrastive
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directions: top-down planning and bottom-up plagnifKaplan 1989).
Kaplan claims that top-down planning is defined gm@scribed, for
example, by government for its own purposes. ThupJementation of
top-down language planning was originally consideas following the
four major dimensions, involving selecting a norm teciding what
language is to be the norm, codifying the norm bsng it styles and
spheres of usage, implementing its function by agirgy the newly
codified norm, and elaborating its function to meet language needs of
the culture (Haugen 1983, 1987).

On the other hand, bottom-up planning is a graesdevel type of
planning and originates in the needs identified @gnahe populace.
Kaplan (1989) claims that although bottom-up plagnis more time
consuming and more costly to design, this plannimaye significantly
increases the probability of the avoidance of pmotd than top-down
language planning, which often fails to recognibe teal needs of
populations.  From this perspective, Corson (199®), example,
elaborated upon the process of designing languadieigs, stressing
problem identification, fact gathering, decisionking, and implementation
and evaluation of the policies. Similarly, Kapland Baldauf (1997)
illustrated a language planning model, identifyfivg steps of the process,
including survey, survey report, policy decisiomsplementation plan,
and execution. In this model, the survey prodwcssirvey report, which
in turn results in a series of policy decisionsd @ahen policy decisions
lead to an implementation plan, which finally islised through execution
of the plan (Kaplan and Baldauf 1997).

As a part of the bottom-up approach to languagernpfey, Kaplan and
Baldauf (1997) stressed the empowerment of mimaritin language
planning practice based on the belief that langysdaeners can contribute
not only to the education of the advantaged but Hie empowerment of
the disadvantaged. However, they have indicatadl while the macro
national language planning schemes have dominh&thhguage planning
literature, micro situations have been ignored twd much less is known
about the participants or how decisions in suchiasibns are made.
Hence, they emphasise the need to investigate naaguage planning,
which allows for the impact of individuals on larage learning and usage
decisions. As the scale and complexity of languageraction has
increased in recent years, there has been an @itgeaeed for language
planners to incorporate a host of hitherto negtbetriables which impact
upon language in society, and to focus on the def@endence of humans
and nature (Williams 1991).
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This increasing awareness of interdependence betWweeans and
nature in a community leads to Muhlhausler’s (208&)logical approach
to language planning. This approach underscoeeditrersity of languages
in relation to a social context rather than stadidation of, or streamlining
of languages. Muhlhausler claims that the ecoldgiapproach to
language planning is thus part of, and closelyrigtated with a large
range of natural and cultural ecological factorstaiming linguistic
diversity. It also focuses on maintenance of aimar diversity of
languages and identification of these factors (Mabkler 2000). The
ultimate aim of ecological language planning is bidng about an
ecological balance, which no longer requires mamege but encourages
self-regulation by the participants. A bottom-updacological approach
of language planning can thus enable language @taria design effective
language policies, which provide minorities with xilum opportunities
to adjust to the community.

2.5.4 Language-in-education planning

Language-in-education planning or acquisition piagnis a relatively

new development within the concept of languagemptag and deals with
the system of language education, focussing onoatéarel involvement

of, and support to individuals (cf. Cooper 1989pl&m and Baldauf 1997,
2003). This type of planning can affect linguistiinority students’

participation in an academic context and be utllisesystematically meet
individual linguistic needs and identify the lingtic diversity of the

minorities. The planning aims at developing bodtigies and the specific
methods and materials to support individual and roomity language
development for the variety of uses to which theglaage is to be put
(Kaplan and Baldauf 2003). While some researchave introduced this
kind of planning predominantly through literatusviews (Kennedy 1984,
1989; Ingram 1990; Paulston and Mclaughlin 1994plén and Baldauf
(1997, 2003) have presented a relatively compreberifustration of

language-in-education planning.

Kaplan and Baldauf have delineated language-inagéhue planning,
distinguishing policy planning goals from cultivati planning goals.
According to them, language-in-education policynpiag goals are to set
criteria for those processes in the educationaksyshat determine what
languages will be taught to whom, in what mannsingiwhat material as
well as how success will be assessed. Kaplan atdbBf categorise the
criteria into seven types of policies, including cess, personnel,
curriculum, methods and materials, resourcing, canity, and evaluation
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policies. The access policy provides a stateméntho must study what
languages. The personnel policy examines the memeints for teacher
selection. In the curriculum policy, the spacedha curriculum allocated
to language instruction is decided. The commupitlicy is made as a
result of consultation with communities about wliaatguages they believe
are the most appropriate to be taught in their gishoThe methods and
materials policy refers to what types of methods prescribed and what
types of materials are provided in the curriculuifhe resourcing policy
pertains to funding which is provided in languagegoams. Furthermore,
the evaluation policy provides criteria by whicle timpact of language
programs can be measured in order to set desimdd gbthe programs

The other level of planning goals which Kaplan &aldauf illustrate
are language-in-education cultivation planning goalhese goals aim to
define how language learning programs are to Her¢al to meet the
needs of various groups learning languages foerdifft reasons and with
different backgrounds, such as for language reatttpn, language
maintenance, foreign/second language learning, Emdjuage shift.
Although his focus is limited to language policigs school, Corson
(1999) has also provided some implications abonfjdage planning in
the education sector from a viewpoint of the relaghip between
discourse and power. He has claimed that langpatieies should help
students from marginal backgrounds to escape theasanable pressures
to conform that schools often place on them. Ashls indicated,
language policies also need to not only offer aaletor educators to use
in challenging unfair practices and structuresdis to provide a planned
way for educational institutions to extend high-ifyaeducation to all
their students without discrimination.

Language-in-education planning, which focuses owerdity in a
pluralistic community and a micro level of plannitgmeet the needs of
students, thus contributes to research on inten@allacademic interaction.
Language-in-education planning is effectively agglin this study since it
enables identification of the policies and pradtiod, and problems with
educational systems. Such planning also allovesghidy to evaluate the
policies and practices in order to facilitate tigegration of linguistic
minority students into host academic discourse canities.
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CONCEPTUALFRAMEWORK
AND METHODOLOGY

3.1 Conceptual Frameworks

Japanese exchange students’ negotiation of paticipin an Australian
university is investigated by employing two contigg but interplaying
approaches, one involving a community-based approddch explores
the structural arrangements of the student exchanggram at AU and
the other, a behaviour-based approach which predordy examines
students’ academic management. These differenbaplpes require this
study to adopt two different conceptual frameworks.

3.1.1 Planning of a student exchange program

The first conceptual framework is based on Kaplat Baldauf's (1997,
2003) theory of language-in-education planning asdemployed to
examine the policies and practices of the studerthange program at
AU. As shown in Figure 3.1, their concepts of laage-in-education
policy planning goals and cultivation planning goalre applied in this
study. From the perspective of policy planninglgda their theory, |
adopted the following six criteria: access, cudion, methods and
materials, community, resourcing and evaluatioricpgd. These criteria
are utilised to analyse how effectively the supmystem for incoming
exchange students at AU is organised and how mageb- policies
influence the structure of the system. Cultivatianning goals were the
other perspective of language-in-education plannthgt this study
employs. The adoption of these goals enabledsthity toexamine how
student exchange programs meet Japanese exchadgetst educational
needs and goals as well as how the systems inBuestadents’
motivational investments whereby students allodatening efforts in
various rhetoricalsituations.  Focussing on the dynamic nature of
motivation, this study utilises the term “motivatad investment” based on
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the notion of investment, which sheds light upoa ithlationship between
learners’ desires to learn the target languagesantbcultural constraints
on learning and practising the language (Angelift€al997; Mckay and
Wong 1996; Norton Peirce 1995).

Figure 3.1: Language-in-education planning of a stent exchange
program

Policy Planning Goal: Cultivation Planning Goals

Access

Curriculum Educational Needs
Methods and Learning Goals
Materlals' Motivational Investment
Community

Resourcing

Evaluatior

The conceptual framework allows this study to idgntvarious
relationships among policies of student exchandles, practices and
Japanese exchange students’ actual participatigklUat This structural
investigation of the student exchange program iegiated into the
following analysis of Japanese exchange studentxiemic management
processes. This combination will enable the stodgresent in-depth and
micro-level descriptions of the host community’spgart to Japanese
exchange students and the students’ involvemetheicommunity.

3.1.2 Integrated model of intercultural academic iteraction

Taking into account the sociocultural and cognitgpects of intercultural
academic interaction, in this study, Neustupny’®88, 1994, 2004)
language management framework is modified and paated with Lave
and Wenger's (1991) concept of LPP and Miller's §4P socio-

constructionist genre theory. Theories of situalesining and socio-
constructionist genre emphasise the role that gbrgkays in learning,
since “rhetorical transactions and social actioaketplace within the
tacitly understood and richly complicated contgitftemevaet al. 1999).

Using the integrated model of intercultural acadeimieraction, this study
incorporates such a role of context in learning thie individual cognitive
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processes of language management. As shown imeFRjA, the current
study highlights what and how Japanese exchangdersisl learn and
where the learning occurs, focussing on three plaging sociocultural
constituents of intercultural academic interactigmyolving academic
genres, LPP and academic tasks.

Figure 3.2: Integrated model of intercultural acadenic interaction
(Based on Miller 1984; Neustupny 1985, 1994, 2004ave and Wenger
1991)

[ INTERCULTURAL ACADEMIC INTERACTION ]

LEARNING eescssssssses
GENRES
o. ..'
° ACADEMIC
TASKS

STUDENTS’ RESPONSES TO
ACADEMIC TASKS

— || ACADEMIC MANAGEMENT PROCESSES ||

MS 1a MS 3a
MS 1b ) MS 3b
. )
¢ ’)

MS 2a @ MS 4a
MS 2b T MS 4b
MS 2¢ J MS 4c

ACT: activity, MS: management strategy

Host academic genres constitute the objects thpangse exchange
students are required to learn in the host unityersbiven that genres are
social actions in response to recurrent rhetorsitalations, the students
learn genres by actually engaging in activitiesPPLrepresents such
engagement in relation to social positionings. démis’ engagement in
social practices enables them to learn genres lamdiégrees to which
students learn genres determine how effectively tizan engage in social
practices.
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The other constituent of this framework — an acadeask — embodies
the recurrent rhetorical situations where the gitgleengage in social
practices and learn genres. In an academic dse@mammunity, academic
tasks that constitute a major part of the studeatsessment, such as
written assignments, oral presentations or examinst provide students
with a range of recurrent rhetorical situationsvtuich they must respond.
The social action in response to a particular taskhermore, constitutes a
response to the whole disciplinary context for tlesignment, as
expressed in the lectures, seminars and coursengsads well as to the
implicit institutional values of a university (Feman 1993). The focus
on academic tasks thus results in covering the rrecu rhetorical
situations where the students play “two basic rakesither a recipient or a
producer of discourse, that is, a recipient of kieolge through lectures,
tutorials and textbooks, and a role to produce eéel tasks” (Mauranen
1994: 4). Attention paid to these three interpigyiconstituents of
intercultural academic interaction allows this stutb examine the
students’ sociocultural behaviour in response &abademic tasks at AU
and their accompanying cognitive development ofgdémowledge.

It is, furthermore, necessary to explore the preegsn which the
students engage in activities and learn genresrderoto effectively
investigate their intercultural academic interagtid-rom this perspective,
the lower part of Figure 3.2 also shows the praeessf students’
responding to academic tasks. They are requoaddtertake activities,
such as clarifying the requirements, reading ardetstanding prescribed
articles, or writing a draft in accordance with tharget written
conventions (eg. ACT 1-4 in Figure 3.2). Howetbg activities need to
be frequently supplemented with, or consolidated dyvariety of
management strategies in order to facilitate thaiticipation (cf. MS1la to
4c in Figure 3.2). This is because their negotiation of participataana
legitimate peripheral NESB member in Australianderaic settings can
give rise to various problems, which manifest thelvess as norm
deviations (cf. Neustupny 1985, 1994, 2004). Famtiore, this study
assumes that, in the processes of participatigan#se exchange students
are able to successfully apply some of the diseipli knowledge and
native strategies that they acquired through theiime academic
experiences, because they are legitimate periplpamdicipants from a
linguistic perspective in the Australian context might not be peripheral
from a viewpoint of disciplinary expertise. Posses of this prior
knowledge and skills might lead the students to lémgnt some
management strategies to facilitate their undemtakof activities in
academic contact situations.
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3.1.3 The model of micro processes of academic maement

In Figure 3.3 below, the management process isidurexplored at the
micro level by applying LMT to academic interactioThis conceptual
model modifies the original language managemenindrgork and
supplements some phases of academic manageméudjrigare-evaluation,
availability and accessibility of resources, avoitabehaviour, effectiveness
of management strategies, and re-commencementcofraction cycle.
This study also focuses on the processes of noguotiations at the initial
stage of academic management and deals with ngtramin deviations
but also various contact situation phenomena agooents of triggering
the management. Thus, this conceptual model irgotiie management
processes, which move along a continuum from stsd@mcounter of
contact situation phenomena to their implementatidnmanagement
strategies.

As a result of negotiation of norms, NESB studeimtduding Japanese
exchange students, can encounter various positidenggative contact
situation phenomena, commonalities of disciplinemgwledge, and cross-
cultural situational similarities. These phenomenay, or may not be
noted by themselves or others. This noting may leaevaluations of
these phenomena by students or by others, sudtemgdachers or peers.
Three types of evaluations exist at this stage:itipes neutral, and
negative. The positive or neutral evaluations camse students to ignore
the seriousness of norm deviations and do not leadadjustment
strategies, whereas a negative evaluation mayl¢iaehto the next stage of
planning an adjustment. On the other hand, itssumed thapositive
contact satiation phenomena, including commonaliti¢ disciplinary
knowledge and cross-cultural situational similasti lead to the
adjustment planning stage, when these are evalpatgtively.

The three types of evaluations, which students $siedves or others
make, are not static but can be changed by studemts or others’
subsequent re-evaluations. Negative evaluationsstaflents’ norm
deviations by others, for instance, can be subsdglyuee-evaluated
positively or neutrally by students themselves. tid¢ planning stage,
potential appropriate strategies are considered, sindents select the
most appropriate strategies. However, the avéiifalaind accessibility of
resources, which the students can utilise for mamegt strategies, may
limit their implementation of them. For examplé,ttie resources that
students want to employ are not available or addessstudents might
search for other potential strategies to use orhtigbandon the
implementation of any strategies at all. In costtréf the resources they
want to use are available and accessible, theydcauplement the
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pertinent strategies. Yet, in some cases, studdatsiot implement
management strategies but rather engage in ava@dagttaviour instead,
for instance, where they are reluctant to use #@ources for some
reasons. At the final stage of the process, stsderay appraise the
effectiveness of their management strategies. rTéealuations of the
strategies, occurring in the middle of, or aftedemaking assigned tasks,
can be triggered by teachers’ or by peer feedbadiyatheir own self-
perceptions of the outcome of the adjustment giese If the strategies
they implemented turn out to be effective, studemay continue to utilise
them with some modifications, if necessary. Ondtieer hand, when the
adjustment strategies themselves contain a deniatfi@ correction cycle
may re-commence and be followed by noting or lgakating.

Figure 3.3: Model of micro processes of academic magement (Based
on Neustupny, 1985, 1994, 2004)

CONTACT SITUATION
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3.2 Participants

3.2.1 Backgrounds of participants

A one-academic-year case study was conducted withJapanese
exchange students, two males (with the pseudonyr8siago and Kenji)
and four females (with the pseudonyms of Mami, YuRhie, and Aya)
who enrolled at AU in March and July 2002.

Table 3.1: Profiles of the six Japanese exchangeidents

Shingo Mami Yuka Keniji Chie Aya
\_(ear level Fourth Fourth Third Fourth Third Ms‘asters
in Japan (1% year)
English
Major in B American Literature . International :
Japan Economics Studies and Sociology Studies Physics
Linguistics
TOEFL
score 233 CBT 230 CBT
(TWE or 550 (4.0) 35) @5) 593 (3.5) 560 (4.0) 530
ER)
Credits 10 points Not 20 ([i(())mts 6 points 15 points 10 points
needed (3 subjects)| necessary subjects) (3 subjects) | (8 subjects) | (5 subjects)
Previous . . 6 years in 6 weeks in
study None ! rSo;t: in Zﬁg‘;\m None England and| England
abroad e Y U.S.A and U.S.A

(a) Years and majors

As shown in Table 3.1 above, three of the partitipaShingo, Mami, and
Kenji were fourth-year students at their home ursitg. Yuka and Chie
were in their third year of undergraduate couraes, Aya was in her first
year of a two-year Master course. The participamidertook various
majors at their Japanese home universities. Kpmjcialised in Sociology
at his home institution in Japan. Mami, Yuka, adie majored in

courses requiring English skills — American StudiEsglish Literature
and Linguistics, and International Studies — wheré&conomics and
Physics, which Shingo and Aya majored in, more desdly required

mathematical calculations rather than verbal dpSoris in their

respective assessment tasks.

(b) English language scores
The official minimum scores required for exchangedsnts’ enrolment at
AU were TOEFL 550 with a TWE (Test of Written Ersdl) score of 5.0,
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TOEFL-CBT (Computer Based Testing) 213 with an EHRs@y Rating)

score of 5.0, or the IELTS 6.0 with Writing 6.0. eMertheless, it seems
that the university flexibly assessed the scorestifie three types of
writing tests, because the scores, which all theigi@ants obtained in

such tests, were below the minimum requirementsing® was accepted
with his TOEFL score of 550 with TWE 4.0. Afterrheecond failure to

achieve the requirement, Yuka finally achieved aEFO-CBT score of

231 with ER 4.5 and was able to secure an exchsiogent place. Mami
achieved TOEFL-CBT 233 with ER 3.5. Although Masrirst preference

was studying at a university in the U.S.A, shedwakd the exchange
program coordinator’'s advice that she should choase Australian

university rather than an American university wheeeuring exchange
positions was more competitive.

Kenji and Chie were from a university which possésa large number
of returnee students from English-speaking coumtri@he presence of
applicants, who possessed relatively high scoreh@rEnglish proficiency
tests, thus made the selection competitive. Kadliieved much higher
scores than the minimum entry requirement, withGEFL score of 593
with TWE score 3.5, which helped him to kelected as an exchange
student. Although Chie’s score of TOEFL 560 witWE 4.0 was
average, her English communication skills, whica Bad developed when
residing in England and the U.S.A for about six rgeavas highly
evaluated in the selection interview and allowedtbeobtain an exchange
position. Aya was the only participant who did mmss the overall
minimum entrance language score but her acadenpieriexce allowed
her to be accepted as an exchange student. Imdse;, not only her
academic results but also the award from NASDA ifvwal Space
Agency of Japan) had a larger influence on thectiele procedure at her
home university than her TOEFL score of 530. Alieing selected as an
exchange candidate at her home university, Aya tretgd her enrolment
with the exchange program coordinator and the hefathe School of
Mathematical Science at AU. This took 20 or mareai interactions, but
her request was refused. As a last resort, shghstelp from her teacher
at her home university, who had a personal conmectiith the head of
school at AU. Her teacher discussed her enrolmetht the head and
guaranteed her disciplinary competence and Englisficiency. In the
end, AU admitted the achievement scores from thersmas English
language schools where she had previously studieelgqaivalent to the
required language scores for enrolment.
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(c) Credits needed at the Australian host universjt

Shingo, Yuka, and Aya planned to graduate in Japiéimn the regular
terms of study — four years for Shingo and Yukal awo years for Aya -
and thus the three of them needed to transferrtidits that they obtained
at the host institution to their home universitiesll of the credit points
shown in Table 3.1 above are the ones they neddbdinJapanese home
universities — four credit points per subject ain§b’s university and two
credit points per subject at the other participantsversities. Shingo,
who aimed to advance to the Masters course thevioly year, needed to
complete three subjects at AU at least to coveiptiiets equivalent to 10
credit points at his home university. Yuka had gmmpleted her second
year of study and had 20 more points to obtairgfaduation. Thus, she
felt the need to obtain as many points as possibthe host institution in
order to devote her fourth year in Japan to seagcfir employment and
writing up her graduation thesis.

Since Aya was enrolled in a Master's courseworkgpam with a
research component in Japan, she also needed tolatenat least five
more subjects, which was equivalent to 10 pointseathome university.
On the other hand, Kenji and Chie planned to take years to graduate
and thus were not motivated to transfer all thaitsethey obtained at the
host university back to their home institutionseni had six more credit
points and Chie had another 15 points for gradoatieurthermore, Mami
did not need any credit transfer from her hostadmé university, since she
had already obtained all the credit points, ext¢kpse for her graduation
thesis that she was supposed to undertake in fileryiar at her home
university.

(d) Prior study abroad experiences

The patrticipants’ study abroad experiences can\idedl into three types.
Although the two male participants, Shingo and Kemjad never

experienced study abroad, two of the female stgdafuka and Chie, had
previously studied at overseas primary and secgndehools, and the
other two, Mami and Aya, had participated in inteasEnglish programs
overseas during their university holidays. Yukasveareturnee student
from Germany where she stayed with her family fdotal of six years:

three years at the age of five to seven and andlinee years when she
was 12 to 14 years of age. Her enrolment in a nlkmgea school in

Germany prevented her from immersing herself inn@zer. However, the
EFL courses at the school and her attendance d&nglish language

institution after regular school hours endowed wgth enjoyment of

learning English for communicative purposes. Giig® sojourned in the
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U.S.A and England for about three years in eachnttgu After
experiencing an overseas stay in her childhoodhén W.S.A, she had
another opportunity to study abroad in Englanchatage of 15 due to her
father’s business. In England, she was educatedJapanese school for
about three years. As is the case with Yuka, thal allowed Chie to
improve her English skills in ESL classes and sommersion classes,
although the main goal of the school was to en#i#elapanese students
to keep up with secondary education in Japan.

Mami participated in an English language schooBwston for one
month. In spite of the short period of her stagrgeas, her study at the
language school helped her to improve her confidém&English speaking
and listening. Furthermore, socialising with As@assmates at that time
provided her with situations for English interactioutside the classroom.
Aya participated in a three-week intensive Englfgiogram overseas
twice, including one in England and one in the B.S.These learning
experiences had the effect of taking much pressaffe her when
communicating in English and provided her with thgportunities to
enjoy intercultural interaction.

3.2.2 Selection of subjects

As shown in Table 3.2, the six participants enrbile various subjects at
the Australian host university. As a full-time démt, the exchange
students were basically required to enrol in a mimn of seven subjects —
four in the first semester and three in the secsmester — during their
one-academic-year study at AU. Four of the paudicts — Mami, Yuka,
Kenji, and Chie — enrolled in the Faculty of Arts/eJ, whereas Shingo
participated in the Faculty of Economics and Ayadid in an Honour’s
course in School of Mathematical Science. All gaaticipants selected
subjects from among those offered in their facsltie school. Although
some of them attended a few second-, third-, ortiewyear subjects, the
five undergraduate students principally selectedst-fiear subjects
involving the subjects recommended by exchangerpmgstaff at AU —
Practical English, Australian Culture, and AustaliNature Experience.
On the other hand, as an Honours student, Ayaestutiiree fourth-year
subjects and one third-year subject in her firshesster, and then she
undertook research in her second semester. Shimfy€hie were not able
to continue their studies after completing thaistfisemester. The details
of these two participants’ incomplete participatinorAU will be shown in
Chapter Eight.
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3.3 Data Collection Procedures

Five types of data collection procedures were fpailty employed in this
one-academic-year ethnographic examination of Jmgganexchange
students: a diary study, follow-up interviews, sestnuctured interviews,
guestionnaires, and collection of written documentée triangulation of
methodology allowed this study to collect the este@ amounts and
different kinds of data and to present a thick etraphic description
(Geertz 1973). The qualitative data also provittemhcrete and complex
illustrations” of the students’ participation inetthost academic context
(Wolcott 1994: 364). As shown in Table 3.3 belawvdiary study and
follow-up interviews, which constituted principal ethodological
procedures, were employed in the case study ofnéaspaexchange
students. Semi-structured interviews were, furtfee, administered with
five exchange program staff at AU as well as 1tharge program staff,
four teachers, and five students at the five Jagmmpartner universities
(JUs), from which five out of six participants inig study came. All the
interviews were tape-recorded and subsequentlysdrioved. The
information elicited in the interviews was furthdollowed up at
subsequent interviews or through e-mail interactioAlthough interviews
with native-Japanese-speaking participants weralwted in Japanese,
this study provides English translations of the o@mts which they made
in the interviews.

Table 3.3: Data triangulation

DATA COLLECTION PROCEDURES INFORMANTS & MATERIALS

Diary study & follow-up interviews Japanese exchange students

Japanese students at home universities
Teachers at home universities

Exchange program staff at home and host
universities

Semi-structured interviews

Written drafts

Returned assignments

Subject outlines

Lecture notes, handouts and assignment
guidelines

Brochures of exchange programs
Curriculum guidelines at Japanese
universities

Collection of written documents

Questionnaires Teachers at AU
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A variety of written documents were also collectecconsolidate the
data about Japanese exchange students’ participdtio the host
institution, their home academic environments, ahd policies and
practices of student exchange programs. Thesenuwus included
students’ written drafts, returned assignmentsyalvacademic records,
subject outlines, lecture notes, handouts, assighmedelines, brochures
of exchange programs, and curriculum guidelinelapnese universities.
Furthermore, brief email questionnaires were adstened to 26 teachers
of the subjects in which Japanese exchange stuaemtdled at AU in
order to identify the teachers’ recognition of theechange students in their
classes and the type of support they provided &sethstudents (cf.
Appendix A). | also subsequently interviewed thifethe teachers to
elicit more detailed information.

3.3.1 Diary study and interviews

Diary-keeping enables the diarists to record evantsfeelings about their
concurrent learning experiences (Matsumoto 199%).36n this study, a
diary study was employed to monitor the activitiEpanese exchange
students undertake, the problems they encountelr ttan strategies they
implement as well as to identify the students’ @asi internal representations
in the processes of engaging in tasks as well amgltheir everyday
participation in classes. The diary entries whach documented through
regular entries enabled the researcher to analyserring patterns or
salient events (cf. Nunan 1989; Bailey 1990).

Diary entries were kept from the day the exchangeents started
working on set tasks until the last day they congulethese tasks,
recording the kinds of in-class and out-of-clasvaies they undertook,
their evaluations of the activities, and the tineguired for undertaking
them. As shown in Appendix B, prior to their commoement of a diary,
the format was provided to the students to avosl ititlusion of data
which was irrelevant to the research (cf. MiyazaD9). A sample of
diary entries was also shown to them and the reseaexplained how to
fill in the diary format. This study took into csideration their preference
to practice writing in English as often as possibl&hus, the written
scripts on the entries were not limited to Japabesé¢he participants were
allowed to write either in English or Japanese.

The self-reporting nature of diary studies was sappnted by
guestioning in subsequent follow-up interviewspalese was used as the
medium of communication in the interviews in ord@make the process
of investigation meaningful and make the interviesesnfortable to the
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participants (cf. Riazi 1997)The homogeneity of the nationality between
the researcher and participants also provided eésearcher with insider
awareness of participants’ academic adjustmenthéo Host university
context in Australia (cf. Hornberger 1994; RiazQX). This resulted in
developing rapport between the researcher andcymeatits, and allowed
them to have a highly interactive research atmasphe

Throughout their study at AU, all dfie interviews were conducted on
the day the students completed specific tasks aat within a few days
after their completion of the tasks. Students wetrerviewed in order to
explore the activities and strategies mentionethéir diary entries, and
they were encouraged to elaborate on their behawothe process of
their undertaking the assigned tasks, while folfgyithe events and
happenings in sequence. The interviews coveratksts’ perceptions of
the activities to complete a certain task, the [gnois they encountered
when they undertook the activity, how they realiskd problems, how
they evaluated them, the strategies they implerdetdgeovercome the
problems, why they implemented those strategies varether or not they
considered the strategies effective. In the inésvs, the researcher also
elicited comments on the study behaviour of otregpaiese exchange
students who were enrolled in the same subjectsthas student
interviewees. Moreover, this study sometimes yseticipant verification
by requiring the participants to confirm the reskars’ interpretations of
findings (cf. Ball 1998; Flowerdew 2002). | alssquested the participants
to elaborate upon crucial or ambiguous findingsictvih sometimes found
in the transcripts, in the following interview siess.

During the periods when the students did not englageay tasks, the
researcher requested the students to keep diatigeh their everyday
participation in classes for a week, and subsetjuadiministered follow-
up interviews. The interviews were thus conduaédost once a week
during the semestersAfter the participants were back in Japan, several
further email interviews were administered to cdidsde the data about
their participation in AU and credit transfers.alko interviewed Shingo,
Yuka, and Mami at their home universities severanths after their
return to Japan. In these ways, the combinatiordiafy entries and
interviews enabled the researcher to elicit detaflscademic situations
and accompanying academic management by the parts. In addition,
prior to the diary study and follow-up interviewdetailed information
about Japanese exchange students’ backgrounds btamen through
preliminary interviews in which the participants rveequired to describe
several topics: their purposes of participatiortia exchange programs,
types of task requirements and types of stratefgiesiccomplishing the
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tasks at their home universities, their preparat@nparticipating in AU,
experiences of EFL courses at their Japanese haniversities, prior
experience of study abroad, and their subject seteat AU.

3.3.2 Interviews with exchange program staff

Semi-structured interviews in conjunction with exaation of written
documents were extensively utilised to collect détam exchange
program staff at the home and host institutionsccaokding to Nunan
(1992), the advantages of the semi-structured vietes are two-fold:
providing the interviewees with a degree of powed @ontrol over the
course of the interview, and providing the intevwaée with a great deal of
flexibility. In advance of the interviews with 10apanese exchange
program staff at JUs, information about studentharge programs was
collected through the websites of the exchange rprog at each
university, and the list of questions asked initfterviews were sent to the
staff through email beforehand in order to enab&nt to prepare for the
interviews (cf. Appendix C). These interviews aiht® investigate the
policies and practices of student exchange progrdatsissing on the
goals of the programs, the systems of credit texasfand their support to
Japanese exchange students’ preparation for stuehad Furthermore,
an exchange program coordinator at one of JUs w@sviewed again
when she visited AU with two administrative staif March 2003. The
interview helped the researcher to elicit the didjes of their visit and
how their visit was organised.

Similar questions were asked in semi-structuredritngws with five
exchange program staff at AU (cf. Appendix D and Epree of the staff
belonged to the department of Japanese Studieshaddalternately
coordinated the program which sent students tongegeapartner universities
for the past 10 years. Another two belonged toitiernational office,
which coordinated incoming programs from Japan atiter countries
while organising outgoing programs to all the coiestexcept Japan. The
focus was placed on the institutional support fapahese exchange
students’ social and academic adjustment to thedomsmunity.

3.3.3 Interviews with teachers and students at Japase
universities

Semi-structured interviews with four teachers ain fstudents in the
courses from the exchange students’ home univessitimed not only to
support the participants’ self-reports on their leoatademic experiences
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but also to compare the systems between the acadmitires found in

Japan and Australia. The questions in the intarvievolved types of

classes, types and number of tasks in the couessd)ers’ expectations of
students’ academic performance, students’ attittdesrds participation

in classes, and their actual study behaviour (phehdix F). Curriculum

guidelines of the courses, teachers’ handouts abgeat outlines at the
Japanese universities were also collected at theviaws.

3.4 Data Analysis Procedures

Reflecting upon the conceptual frameworks, thiglgtanalysed the data
inductively. As Leki (1995: 240) stresses, mentigrthe number of times
that certain findings appear can lead to a distortof the relative

importance of the findings displayed. Since tHisdg was a detailed
investigation of a limited number of cases, theadats not quantified
except for the analysis of a whole picture of indixal different academic
management approaches by the participants (cf. t€hafeven).

Furthermore, the findings are not generalised ¢ootierall population, but
rather an in-depth analysis was made of each case.

The interview transcriptions of exchange prograaffsand written
documents of the programs were analysed on thes lmdsKaplan and
Baldauf's (2003) criteria of language-in-educatiptanning, which |
discussed above. Six out of seven criteria weilssed as independent
variables. The data based on these criteria wésefuanalysed in relation
to the educational needs, goals and motivationdaplanese exchange
students as well as reciprocal collaboration betwdapanese and
Australian universities. The analysis of academanagement processes,
furthermore, involved examination of all the intemw transcripts, diary
entries, and other written documents obtained frioensix students. First
of all, the data was individually categorised. a\sesult of reviewing the
documents a number of times, the data was re-agdraccording to the
stages of academic management, involving stagesegdtiating norms,
noting, evaluation, adjustment planning, implememtimanagement
strategies, and evaluation of the strategies. Th®n crucial findings
relating to each stage were selected from the dentsn Based on the
analysis of some of the similar findings, sevelakers were generated.
Following Marshall and Rossman (1999), the othedlifigs were added to
these clusters, and then the characteristics ofltleters were analysed to
identify salient categories, themes, and recurgatgierns. Finally, some
hypotheses of the data analysis were developed. efifergent hypotheses
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were tested against the other data to ensure tidityand plausibility (cf.
Marshall and Rossman 1999).

For an investigation of Japanese exchange studéetgtlopmental
processes of academic participation, the casesxopaticipants were
largely divided into two groups, involving incommeand completed
cases. To begin with, the participants’ cases wespectively elaborated
using within-case analysis where “the data of gleirqualitative case”
was analysed (Merriam 1998: 194). The data of qaafticipant was
categorised into several stages covering the stsidene-academic-year
study. At each stage of their participation, a pamtive analysis was
made of their study behaviour and the attitudesatds their involvement
in the host community. Then, this study conduatexss-case analyses of
Shingo and Chie’s incomplete cases as well as aagplcases by the
other four participants, in order to identify thariables that transcended
particular cases (cf. Yin 1989; Patton 1990; Midewl Huberman 1994;
Merriam 1998). This type of analysis also enalihesl study to “generate
logical discrepancies in the already-analysed dathsuggest areas where
data might be logically uncovered” (Marshall andsRman 1999: 116).
The identified variables of incomplete and compleparticipation were,
furthermore, compared to explore the factors fatiig or constraining
Japanese exchange students’ academic participatiéd). In addition,
this study analysed the data collected from teacheAU as well as from
teachers and students at participants’ home uiiiieeysn Japan. The
findings in the interview transcripts and questianes were integrated
with the main data analysis procedures, which wieseussed above.
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POLICIES AND PRACTICES OF ASTUDENT
EXCHANGE PROGRAM

4.1 Introduction

Although student exchanges aim to promote bothestisd intercultural
experience and language development, the natuseidf one-academic-
year participation necessitates us to considerestudxchanges as not
merely a cultural experience program, which all@tuglents to participate
in a different academic culture as a guest. Rathershould focus on the
role played by student exchanges as a collaborgdivguage education
program between home and host universities.

The view of student exchanges as a language eduocatiogram
enables us to allow for intensified cultural contbetween the academic
systems of Japanese and Australian universitied@attend to obstacles
to Japanese exchange students’ development of mgadempetence in
English at the host universities. Although the amignce of organised
management of cultural contact at the institutiomael has been
reconsidered (cf. Neustupny 2004), the structun@rgements of student
exchanges have not been comprehensively discusstate. This chapter
investigates how student exchanges are organisadaagjuage education
program and the impact of structural arrangementsapanese exchange
students’ participation in an Australian host unsigy. When we examine
how the structures of communities facilitate or stomin learners’ access
to the linguistic resources, it is effective to pelpse attention to how
communities and their practices are structured Nefrton and Toohey
2001). Based on the previously-mentioned concéptuadel, which
employs Kaplan and Baldauf's (2003) criteria ofdaage-in-education
planning,the investigation of this chapter is made on thsishaf two
research questions:

(1) What kinds of policies and practices undertigdent exchanges from
Japanese to Australian universities?
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(2) How do policies and practices assist Japaneshaage students’
participation in an Australian host university?

4.2 Overview of Findings

AU has student exchange agreements with 11 Japanassities among
139 agreements with partner universities all over tvorld (Monash
Abroad 2005). According to the exchange prograalff st AU, all JUs
surveyed for this study, except one, constantlyharge one or two
students with an Australian university every ye&m.2002, AU accepted
11 Japanese exchange students out of a total ofo2df3eas exchange
students and sent 14 exchange students to Japan.

As shown in Figure 4.1, the findings describe wasigelationships
among what the student exchanges aimed at (P9litiew the exchanges
were actually undertaken (Practices), and how Jsgaxchange students
participated in student exchanges (Students). $hidy found seven
types of tensions in structuring student exchangesong policies,
practices, educational needs or goals of Japanesamge students, their
motivational investments and accessibility of catrexchange systems to
the students.

Tension A represents the imbalance between polanespractices of
student exchanges. Tension Bl pertains to therefiancies between
policies and students’ educational needs or goslieereas Tension B2
deals with the impact of policies on students’ watibnal investments.
The tensions between policies and the accessibiligxchange systems to
the students are also shown as Tension B3. Sipmileension C1, C2 and
C3 occurred as a result of incommensurability ofcpices with the
students’ needs or goals, motivational investmantsthe accessibility of
systems. | identified these tensions in relatioreredit transfer systems,
subject arrangements, and academic support systems.
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Figure 4.1: Seven types of tensions in structuringtudent exchanges

(A (B1, B2 and B3)

(C1, C2 and C3)
1. educational needs or goals
2. motivational investment
3. accessibility of exchange systems

4.3 Credit Transfer Systems

4.3.1 Conflicts between subject selection and crediansfer

Tensions in credit transfer systems resulted fréwee factors: first,
conflicts between subject selection and credit sfem second, the
complexity of administrative procedures; and thitte incompatibility of
grades between AU and JUs. AU's policy of subgsdection conflicted
with JUs’ policy of credit transfer and the misntatgave rise to Tension
A and C3 within credit transfer systems.The exchange program
coordinator at AU recommended that the studentsldheelect first-year
subjects on the grounds that such subjects provetadents with an
induction to academic discourse and practices aslevo academic
settings, such as how to manage weekly assignietearand how to write
an academic essay.

However, the policy of credit transfer at JUs hiedithe participants
from selecting first-year subjects, since it regdithem to select subjects
which were similar to those offered at JUs but eqtivalent to the ones
they had previously studied (Tension A). The stitslewho were third- or
fourth-year undergraduates and one first-year padtgte student at their
home universities, had finished studying all basigbjects in their
disciplines before participating in the studentlexwge program at AU.
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Consequently, the first-year subjects tended ndieceligible for credit
transfer and thus were frequently inaccessiblehto Xapanese exchange
students (Tension C3). For this reason, Chie didexpect any credit
transfer but preferred to select the subjects whighwanted to study.

4.3.2 Complexity of administrative procedures

The complexity of administrative procedures of drémnsfer also led to
Tension A and C3. While a credit transfer systesnone of the
characteristics, which make student exchanges wabilh, the
administrative procedures of transferring creditsf AU to JUs were not
effectively undertaken (Tension A). Japanese exghastudents were
required to negotiate availability of credit tragisfwith the teachers in
their schools at JUs and to submit various docuspémntiuding academic
results, course outlines, and self reports on the@trdemic achievements.
Consequently, the students felt reluctant to gainess to the credit
transfer systems (Tension C3).

The complexity also pertained to the fact that to®rdinators of
student exchange programs at JUs could not medliatee and host
academic systems because not the coordinators ¢heradut teachers of
students’ home schools were basically in chargeredlit transfer. The
exchange program staff at JUs have thus claimedjthite a few Japanese
exchange students prefer to avoid relying upon icradnsfer from
overseas host universities and obtain most of ¢oggiired credit points,
other than the graduation thesis, at their homeveusities before
participating in a student exchange program.

In this study, three of the participants succegsfuhnsferred credits to
their Japanese home universities, despite suchnweecience. Yuka's
school at her home university allowed her to transfl the credits which
she obtained at the host university. When sheaigd the features of the
course to the teacher who was in charge of credihsfer, Yuka
emphasised the similarities between the subjeasastended and those
offered in her home school in order to persuadet¢heher to allow her
the credit transfer. She commented, “I might haisted the similarities
around. But | think | needed to, otherwise thechea wouldn't give me
anything”.

Kenji, who had deliberately selected and studieddferable subjects
at the host university, was confident of being gégd to transfer credits.
Since he needed only six more credit points fodgasion, apart from his
graduation thesis, he did not require transferliadha subjects. His home
school allowed him to transfer 12 credit points fbe two Sociology
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subjects at the host institution into three sulsjeetevant to his major in
Japan. In his case, six credit points from onthefsubjects, a third-year
Sociology subject, was calculated as equivalerivio subjects, since the
teacher acknowledged the adequacy of the levelthadquality of the
subject and allowed for the length of the contaxtrk.

Aya was from a university which had not previoushkganised any
administrative procedures relating to credit trarsfrom AU. Therefore,
she was advised in advance of her departure tordlizstthat credit
transfer would not be feasible. However, due todhew progress on the
Master’s thesis for her home course, she need&dnsefer credits so as to
allow more time for thesis writing upon returnirgtier home university.
In order to convince the teachers in her home d¢kbe collected written
references from four of her teachers at the hostewsity, including an
outline of subject objectives, syllabuses, and fbdescriptions of her
achievements. As a result of her efforts, theitseghich she obtained in
four subjects at the host institution — three hoa@ubjects and one third-
year undergraduate subject — were successfullysfeaned into her
Master’s course.

In contrast to these three participants, Shingo weis allowed to
transfer all of the credit points to his home idton. He submitted all
the relevant documents and requested a credit fooma subject.
Nevertheless, his overall result for the subjed, fercent, was not
calculated as equivalent to one subject at his hanieersity and was
awarded only three out of four possible credit pin These findings
revealed that Japanese exchange students neededbhee themselves
thoroughly in complex administrative procedures wihikey transferred
credits from AU to their home universities in Japan

4.3.3. Incompatibility of grades and credit points

The other tension of credit transfer systems wakte@ to the
incompatibility of grades. Irrespective of theicaglemic results, the
credits, which the Japanese exchange studentmettait their overseas
partner universities, were accepted as “pass goadi’ at JUs. The
policy of transferring grades at JUs could thusultegn Tension B2
because the policy per se tended not to encoubesye to invest a lot of
effort and to increase their participation at thesthacademic settings.
Hence, it seems that the current system of crealitster does not play a
role as “a motivation enhancing device” for Japaneschange students’
participation in the host academic community (capkan and Baldauf
1997). This problem needs urgent attention byensities on both sides.
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The insufficient development of credit transferteyss is related to
difficulties in transferring different credit pombecause of the imbalance
in course length and in the amount of assessmdnteba the Japanese
and Australian universities. Subject contact hauesbasically 90 minutes
per week in Japan and 120 or 180 minutes per wedkistralia and thus
the amount of assessment per subject tends tardper lat AU than at the
Japanese universitiesDue to these differenceexchange students from
AU to the Japanese universities need to enrol msubjects to obtain six
credit points, which is equivalent to one subjeciAll. However, this
calculation is not necessarily applicable vice &ersThe six points, for
instance, which Japanese exchange students oliginsompleting a
subject in Australia is not always calculated as #guivalent of two
subjects in Japanese universities. There is thump-to-one relationship
in credit transfer between the Japanese and Aigstrahiversities.

In order to solve the problems connected with ¢radinsfer, course
length and differing academic years, Australianvarsities actively
promote a study-abroad program, UMAP (Universitytility in Asia and
the Pacific Region) which devises an original systef UCTS (UMAP
Credit Transfer Scheme) (cf. the Australian Vicea@tellors’ Committee
1999). In Japan, when the Association of Inteamati Education, Japan
(AIEJ) distributed scholarships, the priority is@lplaced on the Japanese
universities which apply a policy of credit transfarough UCTS (AIEJ
2004). In contrast to these public statements, shidy found that this
system has not been implemented widely by the Aliatr and Japanese
universities. The exchange program staff in thesgersities agreed on
the usefulness of the system, but negotiation ewhe Australian and
Japanese universities has not yet resulted in amSJ&greement and
introduction of this credit-transfer system.

Such inflexibility of credit transfer tended to migely affect the
length of the regular four-year degree of Japaresmange students’
undergraduate study. According to exchange progstaffi at JUs, who
were interviewed in this study, it was common foe students, especially
those who participated in student exchanges afierpteting their third
year of study, to expand their undergraduate stadfjve years. In this
study, two out of three fourth-year participanteedted another year for
seeking employment and writing up their graduatlmses after returning
to their home universities. Thus, exchange progstaff at JUs stressed
the need to balance the subjects offered at honvensities with those at
host universities so that student exchanges coutin@e exchange
students’ progressive learning in their disciplind$ese findings indicate
that it is necessary for the Australian and Japanesiversities to
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undertake reciprocal information exchange about ¢bericulum and
collaborate in discussion about how the UCTS canint®duced at
universities in both countries.

4.4 Subject Arrangements

The policy of subject arrangements in the studechange program at
AU appears to have been designed whereby incomiolga@ge students
were recommended to take either or both of two ifipesubjects —
Australia Culture and Australian Nature Experienda. addition, NESB
exchange students were recommended to enrol ih@nestbject in the
course of Practical English per semester. Regsidnjects were then
chosen by the students to complete their enrolmdiiese arrangements
meant that the recommended subjects by exchanggapnostaff covered
four out of the seven subjects, which exchangeestisdwere required to
enrol in during their two-semester studies.

However, the arrangements of the two recommendbgeats for all
exchange students — Australia Culture and Australiature Experience —
triggered Tension A and C3, because of negativeoouts of the access
policy, which treated all of the students as a hgemeous group. The
access policy led the coordinators of these subjecpay closer attention
to the linguistic majority — English-speaking bawkgnd (ESB) and near-
ESB exchange students, who constituted 88 percertheo incoming
exchange students. Consequently, the policy, whvas designed for all
the incoming exchange students, ironically conteduto giving rise to
inequity between linguistic majority and minorityxalange students
(Tension A). Although the inequity was not dirgatkflected in the marks,
the students made a critical comment about the gihere of the classes
of Australian Culture and the teacher’s attitudesards ESB and NESB
exchange students. For example, since ESB exclsindents dominated
the in-class discussions, Yuka reported:

1)
I don't like the lecture because | have the impmsghat the
teacher mainly speaks to the exchange students Eamope and
North America in class. He likes to talk about ttifferences and
similarities in culture between Australia and oth@&festern
countries. He doesn’'t care about Asian countrind Asian
students. (Yuka)
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This finding demonstrates that the classroom conitiesnwere not
necessarily accessible to Japanese exchange st{@ension C3).

Furthermore, the curriculum policy of allocating ¢ialia Culture and
Australian Nature Experience to exchange students mot followed by
adequate methods and materials policies of thestghj This inconsistency
led to Tension C1. The course syllabi of thesemaoended subjects
mainly emphasised students’ participation in leesurfield trips, and
fieldwork for assessment and aimed to introduce tralia’s unique
culture and nature through activities. In additiorthe attendance-based
assessment, these subjects required students tertakel written
assignments, oral presentations, and examinatlmisthese tasks were
not assessed as severely as in other regular ssibj€cich arrangements
did not necessarily meet Japanese exchange studdatsational goals at
AU, because they generally aimed to improve thegvipusly-developed
disciplinary knowledge and skills through their atvement in the host
academic environments. For this reason, half efJé¢panese participants
did not selectAustralia Culture or Australian Nature Experienc&he
remaining three participants — Yuka, Chie and Kensjienrolled in
Australian Culture, while Kenji also participated Australian Nature
Experience. However, as Kaplan and Baldauf (1@8din, the simplified
content and materials of these subjects did noblenhem to maintain
their interest in the subjects (Tension C2). Framsple, since Kenji
expected to develop his theoretical knowledge alibet relationship
between tourism and society for his forthcomingdgetion thesis in
Japan, he was disappointed at general culturafrrdton provided by
these subjects. Although he felt confident in cengating for his
linguistic disadvantage by activating his disciplip expertise, the
subjects did not require him to apply his previgtdveloped academic
knowledge and skills. He commented, “The most irtgrt thing in these
subjects is how well we understand English and familiar we are with
Australia. We don't need any academic skills”.

Selecting a non-demanding subject in addition tediother subjects
might help Japanese exchange students to cope allitthe academic
requirements. However, the attendance-based assesand leniency in
assessment in the recommended subjects did notvatetithe three
participants to undertake the assigned tasks psopdt seems that the
methods and materials policies of Australian Celtand Australian
Nature Experience were oriented from the view afleht exchanges as a
cross-cultural experience program. Hence, Japaeedeange students,
who aimed to achieve well academically, tend talissatisfied with such
subject contents.
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Similar to Australian Culture and Australian Nat@eperience, in the
Practical English course, conflicts existed betwten curriculum policy
and methods and materials policy since the exchanggram staff and
the subject coordinator had different expectatiohghe course. Such
conflicts triggered Tension A and C1. Practicaglish provided a subject
per semester to first- to third-year NESB undergeae students. Thus,
exchange program staff at AU strongly recommendeel Jdapanese
exchange students to enrol in the subjects ofdbigse, based on their
belief that Practical English served as an intrealycsubject of academic
English. Accordingly, the four participants — Yukslami, Chie, and
Shingo — enrolled in the subjects in Practical gl Although Mami and
Chie initially intended not to select the subjethgjr chosen subjects were
actually changed by the exchange program staff dt t& include a
Practical English subject.

However, contrary to the expectations of studertharge program
staff at AU, the coordinator of the Practical Esfjlicourse stated that the
purpose of the course did not mainly aim to helpSBEinternational
students to learn English academic discourse, dunttoduce linguistic
and sociolinguistic theories and practices to theselents. Thus, the
curriculum policy, which allocated Practical Englisas an introductory
English course to exchange students, did not seiffily function in
practice (Tension A). Although the subjects byiefirovided some
academic introduction, such as how to deal withveations of academic
writing in English, the four Japanese exchange esitel had difficulty
understanding the linguistically-oriented contemd amanaging the
required tasks. All of them, even Yuka, who majoire English Literature
and Linguistics in Japan, commented that Prachegjlish was the most
challenging among the four subjects in which thegrevenrolled. Such
struggles demonstrate that there existed mismatdheocourse content
with Japanese exchange students’ educational naedsexpectations
(Tension C1). The method and materials practiogghérmore, caused
Tension C2 on the ground that it did not help telents to improve their
motivational investments and increase their pgrditon at AU.

Despite the tensions, which were discussed abbeeadcess policy of
Practical English led this course to have an adgmtover the other
subjects. Since it was tailored particularly fdESB students, the subject
provided Japanese exchange students with rhetaitcaltions where they
could actively participate For instance, while criticising the complicated
content of the course, Yuka stressed the comfostudying with NESB
international students by stating, “In Practicabksh, | feel it is easier to
ask questions and express my opinions becausheaBtudents are non-
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native and at least | can feel I'm a better speakkdtnglish than some of
my classmates”. In this regard, it could be argtlet such a subject
arrangement contributed to students’ movement ftbm periphery to

becoming fuller participants in the target commun{tf. Lave and

Wenger 1991). This study found that the provisiéra course targeting
the linguistic minority was important. However, &sthe case with

Australia Culture and Australian Nature Experienteseems necessary
for a student exchange program to review the methmod materials
policies and practices of subjects so that subjecttent can be more
suitably developed for an NESB cohort.

4.5 Academic Support Systems

The other structure of the student exchange progainich this study
investigated, was that of academic support system®NESB exchange
students at AU. The student exchange program aaitéd to support
incoming NESB exchange students’ academic participamainly by
recommending them to utilise the language and stugyport centres.
The faculty-based language and study support cept@vided assistance
in academic adjustment to NESB international sttelas well as to local
Australian students. For example, in the FacultyAds, the centre
organised a five-week academic writing course atlibginning of each
semester and drop-in sessions throughout the semegich enabled
students to discuss how to cope with academic tagks language
instructors.  One-hour private consultations wetso aavailable by
appointment at the centres, providing students edtiting support to their
written assignments.

However, imbalance between the access policy anthade and
materials policies resulted in various tensionsthie arrangements of
academic support. Exchange program staff at Alketgn the language
and study support centres to offer ongoing suppod treatment of
students’ academic problems. Nevertheless, intipggcdue to time
constraint and limitations of the number of persnit was difficult for
the centres to provide comprehensive assistance racify all the
problems of students, and thus the centres emgtbbkilping students to
develop autonomous task management skills (Ten&)onAccordingly,
the users of the centres were merely able to recgeneral guidance
regarding academic writing, advice on how to taciecific academic
tasks, content-based assistance, and partial @dgumpport such as
corrections of grammar, spelling, expressions,ekt-treferencing, and
structures.
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Given that only partial assistance was availablb@tentres, Japanese
exchange students needed to consult the instruchod§iple times to
complete one task. However, Tension C3 hinderedstudents from
maximising the opportunities. The Japanese exa@hahglents evaluated
the services negatively in that the services wearguently inaccessible to
the students. In fact, except for Chie, the sttglelid not use private
consultations or drop-in sessions at the languadestudy support centres.
The students expected the instructors to proofteail whole drafts, and
thus considered 15 minutes allocation per persdhdrdrop-in sessions as
insufficient to address all their problems with itheritten assignments.
The availability of the centre instructors for @ig consultations was also
limited since they had many students to assistjqudarrly during periods
when the submission deadlines for assignments appeal. It was
difficult for the Japanese exchange students tatifyjewhat to ask of
instructors at the earlier stage of undertakingr thesignments, because
they were likely to find out most major problemsilgtwriting their drafts.
Consequently, the participants could not utilise #ervices when the
instructors were more available for consultationd ¢hus tended to rely
on their peers to provide clarification of the asmit requirements and
proofread their written drafts.

Similarly, Tension C1 and C2 occurred in relatian the writing
course. Although Yuka, Chie, and Keniji attendegl writing course, all
of them discontinued it because the course manelgted the theoretical
aspects of academic writing and did not meet thdircational needs to
receive specific assistance directly related tehfmyming academic tasks
(Tension C1). The course raised their consciossabeut the complexity
of academic writing but the complexity also ledrthéo become afraid
that they could not cope with forthcoming writtessggnments. In this
sense, the writing course did not enhance studentstivational
investments in academic writing as much as the axgh program staff
and students expected (Tension C2). Kenji comrdente

2)

The instructor explains abstract issues of academriting in

English too often and emphasises difficulties imdawritten tasks.
So, the course isn't really practical but it's lgriand sort of
threatening. Probably, it is more useful for mefit@ out the
styles of appropriate writing after | start preparifor written

assignments. So, I'd better spend time readingklyesssigned
articles rather than attending the course. (Kenji)
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These findings have indicated that exchange progtaff needed to gain
a better understanding of how the language andy ssughport centre
provided services to students and to suggest hohegxje students should
use the services.

A questionnaire survey revealed that, similar t@hexge program
staff, teachers in regular courses also had a ypalicrecommending
NESB students to seek help from the centres, raftaer directly assisting
them in their linguistic struggles. A3orson (1999) pointed out, although
teachers might make an effort to promote fairness r&cognise diverse
identities, it is likely that the professional reléhat the teachers play, as
members of a social institution, put great limitstbeir actions to identify
students’ problems and provide assistance in owergp these.
Misconception of the language and study supporresras a panacea for
students’ language problems led exchange prograffiatd teachers to
rely upon the centres excessively. It appearsdhah reliance hindered
them from working out other expedient remedial meas to help their
students.

The student exchange program at AU, furthermord, dra unofficial
policy of academic support through preparatory Bhgtourses. However,
the policy triggered Tension B since the policy ger contradicted the
accessibility of the courses to Japanese exchanderds. Several EAP
(English for Academic Purposes) or IAP (IntrodugtoAcademic
Program) courses were available on a fee-payings tsan affiliated
language centre as a preparatory course for NE&Bnmtional students
prior to their enrolments. In the interview, theckange program staff at
AU stressed such availability as a part of theqyotif academic support.
However, Japanese exchange students did not feelgbd to participate
in any preparatory English courses since theirigpdtion tended to be
hindered by the difference in semester commencerbetiveen the
Japanese and Australian universities. The exchstogients’ participation
in the courses also gave rise to financial problemse the fees were not
covered by their student exchanges. If studerdsregarded as having
insufficient English skills and have a conditionéfer of enrolment in AU,
it is essential for them to participate in a preeément bridging course.
Otherwise, these two factors prevent Japanese megehsatudents from
studying at the preparatory courses. As some mels&& have claimed, a
serious problem in an education policy is that efqgons set in the
program can be unrealistic (cf. Genesee 1994; WKaptal Baldauf 1997;
Thomas 1981). This study indicated that the prpay English courses
did not sufficiently serve as an option of acadesupport to Japanese
exchange students, contrary to the exchange progtais expectation.
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CHAPTERFIVE

NEGOTIATION OFNORMS INACADEMIC
CONTACT SITUATIONS

5.1 Introduction

Given that LPP is never a matter of peaceful trassion and assimilation
but a conflictual process of negotiation and transhtion (Lave and
Wenger 1990), it is crucial to examine Japanesehan@e students’
participation in AU in terms of their negotiatiorf multiple norms in
academic contact situations. This chapter coverconflictual processes
of students’ negotiating norms, focussing on ttagiplication of native
norms, negotiating acquisition of English acadentoms, and negotiation
of social participation. Given that “the newcomear® likely to come
short of what is regarded as competent engageméend’, students’
behaviour in academic contact situations involhviegVitable stumblings
and violations, which become opportunities for téag rather than cause
of dismissal, neglect, or exclusion” (Wenger 198@1).

The students’ application of native norms is thestimmsic form of the
students’ negotiation of norms and occurs partitylat the early stage of
their participation at the host university. Sonfi¢he norms are positively
applied whereas most of them give rise to conflietth target norms.
This chapter deals with the negative applicationatfve norms while the
positive cases are illustrated in Chapter Sevehne Students’ negotiation
of the acquisition of English academic norms i®alsscussed from the
perspectives of developing situated competenceaaodmmodation to the
communicative goals of academic requirements. Gagpter, furthermore,
illustrates the students’ negotiation of social tiggration with host
community members in relation to their strugglesraaccess to resources.
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5.2. Application of Native Norms

One of the major findings this chapter reports as\that processes of
norm negotiation were triggered as a result of ¢kehange students’
application of various native norms in the hostdaeaic context. Such
application often emerged when the students faiedidentify the
differences in academic genres and in the participatyles appropriate
in Japanese and Australian university contexts, whdn they did not
sufficiently plan how to complete the academic sas&signed to them.

5.2.1 Differences in academic genres

Genre differences in academic discourse used inJdpanese exchange
students’ home universities and AU were not asceabile to the students
as linguistic differences were. This study foureé factors which
prevented the students from identifying genre diffiees, namely,
utilisation of the same or similar labels for tasletween the home and
host universities, students’ excessive attentidmtuistic difficulties, and
their use of L1 resources. As Swales (1990) paints each academic
discourse community has its own nomenclature farrgge Different
academic genres require students to undertakeratiffesocial actions in
response to recurrent rhetorical situations. Hm@mesome cross-cultural
similarities exist in the labeling of activities ifapanese and Australian
universities. Such similarities encouraged thetigipants to covertly
apply their native norms in academic writing. E@ample, because of the
use of the label “essay” at the home and host wsities, Yuka assumed
that the rhetorical style for an essay was comnmrbdth cultures.
Consequently, she relied upon her native norms weitfard to rhetorical
style and unwittingly emphasised the descriptiontted topic without
substantial analysis.

Likewise, similar labels for a ‘summary’ at the henand host
universities prevented the participants from redsigg the differences in
the requirements for this activity. For exampléhieCwas required to
summarise and criticise an article for one of heitten assignments.
However, she was confused and unable to identifiyesgenre differences
in summarising an article at her Japanese uniyecsitnpared with the
Australian host university. At her home universdysummary was called
“samaril’, “yooyakd, or “matomé&. For this type of summary, Chie was
not required to cover and paraphrase all the maguraents of the
assigned article or to use in-text referencingcitations in the summary.
Instead, she was allowed to be flexible in selgctime sections that she
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wanted to cover, while directly copying and puttilogether the sections
in her text. She reported that since it was acbpigmise for students to
understand the content of the readings well endogbiscuss them, a
summary at her home university did not need to dreprehensive. As
Swales (1990: 55) stresses, naming of communicatremts tended to be
institutional labels rather than descriptive on@#e findings in this study
confirm that the substantial meanings of labelsl¢differ according to

cultures, communities, institutions, or teachers.

There were also various discrepancies in the nolaeme of written
assignments between the participants’ Japanese hoiversities and AU.
The written assignments that the participants uond&rat AU varied in
type but included “essay”, “report”, “assignmentiesearch essay”,
“research paper”, “critical discussion paper”, dpdsition paper”. These
different types of assignments contrasted with ¢bexmon ‘report’ for
most types of written assignments at their Japahesee universities.
Despite the obvious differences in nomenclaturevas still difficult for
Japanese exchange students to identify how difféhenrhetorical styles
of these written assignments were. This was paelausaéhe excessive
attention that students paid to their own linguigtifficulties resulted in
them overlooking these difference&.or example, in her research paper,
Chie was worried about, and paid too much attertiigrthe grammatical
correctness of sentences. Such attention distrdwte from considering
how she should present her findings and opinionghn text. As a
consequence, as in Yuka's case above, her natik@ nb writing — a
descriptive writing style — unconsciously dominatked way in which she
drafted her text and prevented her from examinimydiscussing the topic.
She did not realise this norm deviation until skeeived her teacher’s
comment on the marked paper. Some researchers ihdigated the
importance of students’ paying attention to whagtg in their writing
development (cf. Graves 1983; Calkins 1986; FreeamhFreeman 1989).
Chie’s case implies that, in learning to write i, lit is more important to
gradually differentiate the whole into parts, rattiean build up parts into
the whole (cf. Vygotsky 1978). This finding demtrages that too much
attention to the details of L2 writing can giveeri®d deviation from the
norm with regard to a required rhetorical style.

Native norms with regard to text structure and oiggion were also
unconsciously applied by Japanese exchange studdus to their
excessive attention to the word length of assigniseivuka experienced
this type of norm deviation in a 2000-word essalgere she attempted to
discuss the differences and similarities betweerrigines and Ainu.
Since the assignment was her first long essay,irtigéal attention was
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focussed on how to fulfil the required length. féfere, she covertly
applied her native norm related to organising a@ndcgiring the text by
including background information on minorities imet introductory
section, describing the characteristics of Aboggimnd Ainu in the main
body, and discussing the differences and simititietween these two
minorities in the concluding section. Howeversthype of text structure
and content was not highly rated by her teachecalree the teacher
expected substantial analysis and discussion of dinglarities and
differences in the main section of the essay. dliw/e cases revealed that
since grammatical correctness and word length wetieeable difficulties
which the students encountered in L2 academic ngiitthey tended to
regard these difficulties as major obstacles to ewading written
assignments. However, more significant genre iffees in writing
existed tacitly and the students’ insufficient rgaibion of such
differences led them to produce written work thaidted from the norms
with regard to rhetorical style as well as textisture and organisation of
academic writing in Australian academic settings.

Native norms were, furthermore, covertly applied rglation to
students’ use of L1 resourcesThe students’ use of L1 resources was
effective in the planning stage of undertaking terit assignments since
Japanese sources from Japanese literature or aeUsitilitated their
understanding of the topics and their subsequeattoehtion of ideas.
However, at the drafting stage, their use of Lirsesi seemed to give rise
to problems with the translation of Japanese tmtts English following
target written conventions. For instance, in Shiagase, drafting a text
in Japanese and directly translating this into Bhgproduced unusual
English expressions and incoherent and inductimesees. Shingo was
afraid that his lack of experience in writing anglish essay would cause
him to deviate from what he intended to state. r&fuee, in one of his
written assignments, he first drafted the textdapahese, referring to three
Japanese books relevant to the assigned topic widdmad found in the
library. He then translated the Japanese draft Emglish. However, he
had difficulties in identifying how to translate pfmese expressions into
English properly and in reorganising the structigeghat the text would
suit academic writing in English. Although Wood&002) has claimed
that using L1 as a tool in the process of L2 wgitoan be beneficial, it
seems that the students’ direct conversion frontd_12 text may have
complicated their production of appropriate languamnd led them to
deviate from the deductive writing style, which weequired in this
Australian academic context. This study found thatessive reliance on
L1 sources can promote NESB students’ problems laitiguage use in
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their English texts, unless these students havelopesd English writing
skills to such an extent that they can allow fa tlifferences in wording,
rhetorical styles, and text organisation and stmect

5.2.2 Differences in participation styles

The Japanese exchange students struggled to reeaguti only the genre
differences but also differences in participatibyies between their native
situations and academic contact situations.  Thatnuggles with
participation styles led them to apply native attinal norms, particularly
in preparing for examinations and in their regyarticipation in class.
For example, Kenji, Mami, and Chie, who had experé essay-style
examinations many times at their home universitiezpected that
examinations would be more manageable for them thaitten
assignments. These participants thus regardediib@ecessary to allocate
a large amount of time to prepare for this typetadk at AU. As a
consequence, they covertly applied a native norprgbaration for essay-
style examinations and used their routine stratefyyeviewing lecture
notes just before examinations.

The three participants reported that in Japan thidynot study for
examinations until the day before, since the essgg- examinations did
not require students to produce comprehensive ladye of the subject
contents but allowed them to write their opinioresdd on some of the
main topics with which the subjects dealt. Kendgimed, for example,
“Even if | don't study hard for exams, | can writee answers, because it's
OK for us to freely expand our own ideas which ingd through listening
to the lectures and reading the textbooks and medigrticles”. His
comment showed that he insufficiently understoodv hwell NESB
participants should prepare for examinations in ¢hess-culturally new
academic discourse community. In the latter cantée students needed
to comprehensively review the subject matter andumadlerstand the
contents well in order to present arguments irr ts@tond language.

Similarly, Shingo expected that participation inasdes did not
significantly affect assessment tasks, because dyarded everyday
participation and assessment tasks as two sepactitities at his home
university. Shingo thus covertly applied nativéitadinal norms to his
regular participation in class, which allowed hirm be a passive
participant in everyday classes and actively warlky defore assessment
tasks. Shingo reported in his interview, “At mynf university, | usually
attended the lectures without any preparation dieve | don't even take
notes when attending classes but just listeninghéo teachers’ talk is
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enough”. These cases thus illustrate the fact Jagpianese exchange
students brought inappropriate expectations altmit participation in the
host community and placed less emphasis on thedpagpation for
examinations and everyday patrticipation in claghe findings suggest
that the students should become more actively wedblin the host
academic context throughout the semester than éheyin their home
universities. This would help them to respond mappropriately to
different academic genres.

5.2.3 Planning of task management

The participants’ planning of task management Wwasother factor, which
triggered their use of native norms with regaravtdten conventions and
preparation for examinations. For example, inflist written assignment
at the host university, Yuka drew upon her natitrategy of integrating
sources into the text. She commented on her wraiesignment in her
diary, “I thought it might be wrong, but | felt gged and so | cut and
pasted the sentences from the readings”. This @arhimdicated that she
realised the potential deviation but could not affdo consider the
seriousness of the deviation due to time constgaimiccording to Yuka
and one of her teachers in the English Literatuvarse at her home
university, the ways in which the students integgathe sources from the
references into the text that they composed wetesmiztly assessed in
most of the written assignments they undertook.er&@hYuka was not
necessarily required to paraphrase the sources tandise in-text
references. She also stressed that in her homeecthe students seldom
failed the subjects if their assignments containeoime relevant
information and if they regularly attended classes.

Similarly, Aya’s insufficient planning of managingne of the
examinations allowed her to implement her nativatsgy of anticipating
the range of questions. Aya routinely guessed hwpiarts of the lecture
notes would be covered in the examinations andmastly successful in
this assessment at her home university. She ntithi strategy might be
risky in English, but | didn’t have time to revieail the sections and so |
had no choice”. However, this native strategy wed particularly
effective in the Australian academic contact sitreg due to different
expectations from the teachers and different paten the range of
guestions employed in examinations in the homeharstl communities.

Furthermore, in preparation for multiple-choice and short-answer
examination questions, Shingo’s insufficient plamgniresulted in the
implementation of his native strategy of rote meisaiion of terminology.
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By relying on this strategy, he failed to read tivets carefully and did not
consider how particular terminology was used inmtheThus, this strategy
did not allow him to improve his grasp of the cantevell enough and
prevented him from identifying the context in whicl needed to use the
terminology in the examination. These cases shativati the students’
application of their native norms and strategiesl¢égl not to be useful as
an emergency measure to manage their participatifferent academic
genres frequently require students to employ difieapproaches to cope
with academic tasks. Thus, it seems that NESBesit3d including
Japanese exchange students, need to plan how tagmasach task
carefully and consider the appropriateness of aatierms and strategies
in academic contact situations.

5.3 Negotiating Acquisition of English Academic Nans

Even though the participants became aware of thppiicability of their
native norms and avoided applying such norms, the«demic struggles
still continued in relation to their negotiation thie acquisition of English
academic norms. In the processes of negotiatinfp sicquisition, the
participants experienced norm deviations in the dapdac contact
situations due to their insufficient situated cotepee and misinterpretation
of communicative goals.

5.3.1 Situated competence

The concept of situated competence relates tdiabithat the members in
a certain community of practice are supposed tceldpvthrough their
participation in the community (Wenger 1998). Altiygh we assume that
the students had previously-developed academic etempe as
established members of Japanese universities, copetence tended to
be reduced in academic contact situations due ir thinguistic
disadvantage and unfamiliarity with target acadeggnres. Japanese
exchange students thus had difficulty in undertakinademic interaction,
which they were normally capable of at their homeversities. As a result,
the students’ developing situated competence gagda norm deviations
particularly in relation to reading and understagdprescribed articles,
examinations, and academic discussions. All théggzants claimed that
merely reading through prescribed articles diderable them to obtain a
sufficient understanding of the main arguments.ieGbported that she
had a three-fold approach to reading and understgratticles. Firstly,
she read articles while consulting a dictionary amdte the Japanese
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meanings of unfamiliar English words. These Japantanslations
helped Chie to advance to the subsequent stageadfng to understand
content while underlining the salient sections. rtikermore, Chie
intensively re-read the articles several times t@n@ne the main
arguments and expand her understanding. Chialstate

3)
It takes me a long time to understand the maintpoint need to read
more than four or five times. Also, | cannot guéiss meanings of
unfamiliar English words. Only one unfamiliar wdrda sentence is ok,
but | usually come across several unfamiliar ones sentence. (Chie)

Moreover, in one of his diary entries, Kenji comrehthat he struggled
with understanding the contents of the articlesrattading them through.
Although he underlined salient sections while regdihem, he failed to
recall why the sections were crucial when he latiewed the same
articles. Kenji stated in the interview, “It's mudarder to understand
English than Japanese content. | keep forgettihgwould definitely
remember why | underlined them if they were Japarsticles”. These
participants felt that they were able to read andeustand sentence by
sentence or paragraph by paragraph but they hfiduttif understanding
the overall meaning.

The participants had difficulties in producing tregjuired amount of
answers in English in the limited time allocatedr fessay-style
examinations. For example, Shingo reported thatwoeked out the
answers for essay-style questions while sittingef@minations but that he
could not properly describe the answers in Engliste noted, “I've got
some ideas to answer the questions in Japanesé dimirt't really know
how to translate them into English within the twaudh examination time”.
Kenji also reported that there was a limitation fim as an NESB
exchange student in following the type of examumatithat required
students to write approximately 250-word answers dach of eight
guestions in two hours. Since examinations reduigtudents to
understand the subject content comprehensivelyttzam produce written
answers immediately within a limited time periotie tparticipants had
difficulty identifying effective ways to preparerfexaminations.

Furthermore, reduced competence, which emergedeiation to
academic discussions in English, gave rise to noewiations. Despite
possessing a good knowledge of her discipline, Agd difficulty in
engaging in academic discussions in English. Stuetiouble answering
the questions asked by her fellow students or gxacteven though they
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were the type of questions that she was normallg &b answer in
Japanese. She commented, “I can understand Englishmy brain
doesn’t work to get the answer”. In particular,emhone of her friends
explained to Aya how to calculate mathematical falae and asked her
what the answer would be, she could not immediategpond to his
guestion since she needed to contemplate the misoha calculation in
Japanese before figuring out the answer. Shedstatecan't answer
academic questions but when | hear the answersydya think ‘yes,
that’s the one, and | could have answered it”.e $ported that written
assignments were manageable for her in that shiel apend sufficient
time to produce the required answers but that shddcnot actively
participate in academic discussions, which requimedediate responses.

Yuka also showed frustration with her inability éagage in English
interaction, commenting that since she could ntgract in English well,
she tended to be treated by her interlocutors ashé& were a child.
Neustupny (1982) defined this phenomenon as “réshict where
interactants’ behaviour looks immature due to lfssontrol of interaction
rules. As Neustupny pointed out, Yuka’'s case riexkthat although she
might be able to easily provide a variety of togit€ommunicating with
others in native Japanese situations, in acadeomtact situations in AU
she was unable to apply systematic interactionsridad ended up
behaving in a simplistic way.

5.3.2 Communicative goals

Since particular genres have particular roles &y plithin the academic
environment and include sets of communicative gaalsognition of the
goals provides students with the rationale behictiviies and a better
understanding of how to undertake them (cf. Swa890). Hence, at AU,
it was necessary for Japanese exchange studentsintierstand
communicative goals in order to undertake genreifipeactivities and
acquire English academic norms with regard to thevides. The
students in this study sometimes misinterpretedctimmunicative goals
of task requirements and such misinterpretationddried their task
performance.

Shingo, for instance, had trouble with clarifyingetcommunicative
goal of “describe and analyse” for one of his usits and thus merely
presented his understanding of some concepts itette He commented
in his diary entry, “The tutor told us that we neddto describe and
analyse the topics, and then we had to explairréhsons. But | didn’t
know what ‘describe and analyse’ meant”. As a ltedhe ended up



Negotiation of Norms in Academic Contact Situations 75

merely presenting his understanding of some cosceptd theories
relating to the topics in the test. The cases bieCYuka, and Mami
showed a similar phenomenon. In her critical discan paper, Chie was
at a loss to work out how to “outline and criti¢iske main arguments in
the assigned reading. In their first written eiscYuka and Mami also
had trouble with clarifying the assessment critevfach required them to
“justify the claims made in relation to the contenConsequently, their
lack of understanding of these communicative goadsilted in the three
students simplifying their responses to the tasksotnitting pertinent
analysis and, instead, merely introducing somerin&ion on the topics.

The abstract term “critical analysis”, furthermorted Chie to
misinterpret the goal of her critical discussionp@a which required
students to compare and critically analyse two si@# Aboriginal land
ownership. Chie noted:

(4)
The term, “critical analysis” was hard to understdut | thought the
most important thing in critical analysis was toowhthe differences
between these arguments. So | carefully pickethegharacteristics of
these arguments and described them. (Chie)

On the basis of this false hypothesis, Chie endpdspending most
sections of her assignment in introducing one atglergument and then
the other author’s counterarguments from assigeedings and adding
brief comments on them. When she read her teackernment on the
returned paper, she realised that she had devfeded the appropriate
rhetorical style for critical analysis.Also, Yuka literally interpreted

“criticise” as pointing out faults in one of heritten assignments, since
she did not understand the academic usage of tha. te Such

misinterpretation prevented her from expressingudgément on the
author’s claims and led her to overly criticiserthby finding fault with

the articles without much supportive evidence. &fikected on this task
in the interview, saying, “l didn’t really understh how to criticise the
articles because | didn’t have this type of taskapan. So, my criticism
might have been too strong”. Nemoto’'s (2002) studigimed that

criticism can be an unfair statement when studeafdsnot possess
sufficient knowledge about a topic. In fact, heacher indicated that on
her returned assignment that Yuka's improper gsitic led to an

overgeneralisation of her arguments, since shedcoat provide logical

reasons to verify the claims. It seems that défiees in English and
Japanese rhetorical styles of academic writingrdmuted to the students’
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difficulties in learning how to introduce criticahd analytical approaches
into their written tasks as well as in understagdhre extent to which they
were supposed to express their own opinions.

The students’ problems with understanding the conicative goals
of various academic terminology and concepts aleerged when they
read the outlines of the subjects in which theyewenrolled at the
beginning of their first semester. The student participants needed
considerable time to work out the meaning of thacepts of “in-text
referencing”, “plagiarism”, “bibliography”, “footrtes”, and “quotation”,
since none of those concepts had been relevanthéir twritten
assignments at their home universities. For examplue to her
insufficient clarification of the role of in-texeferences in written texts,
Chie experienced difficulties in integrating sowgdeto text using in-text
referencing in one of her written assignments. 8bemented in the
interview:

(5)
I don't know how much | should put in-text referescin my draft,
because sometimes | wonder if my opinions are ties @ come up with
or the ones | borrow from others. My knowledgeb&sed on what |
have previously learned and so my opinions mightneesame as what
some researchers previously said. This is plegigrisn’t it? (Chie)

At this stage, Chie realised that she was requadse in-text references
for citations but did not understand how to usenthgystematically in
academic writing in English. Consequently, sheeeindp utilising in-text
references unsystematicallySimilarly, in Yuka's case, the simplistic
interpretation of goals occurred when making aitagi At the beginning
of her first semester, Yuka reported that she didfully comprehend that
copying sentences from readings would be considadlagiarism.
Hence, she produced a written text based on thethgpis that making a
list of the references would be sufficient to prasatations.

Yuka's case showed that her failure to conceptedii®herence” led
to problems with her academic writing in Englist¥uka interpreted a
coherent structure simplistically and used too masgquential
conjunctions in order to link ideas. In particulsihe repeatedly employed
“also”, “in addition”, and “furthermore” to preseher arguments in order.
Such excessive use of conjunctions, however, lodvéite quality of her
texts rather than making her arguments linear. theamore, Mami's
attempt to organise her text deductively resultadher producing a
disorganised text. She learned the importance déductive style of
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writing in the lecture of Practical English. Hovesy due to her
insufficient understanding of the nature of dedwectinriting, she just
focused on describing her main arguments at thsbiegy of paragraphs.
As a consequence, she failed to develop her argsmegically with
supportive statements using references or examples,had too many
repetitions and unclear analysis. These casesezhtive complexity of
norms, particularly in text structure, organisatand citations for written
assignments.The findings demonstrated how difficult the studefatund
it to identify all the rules properly and to contggdise the target norms.

Recognition of communicative goals of academic iemoents is
essential for Japanese exchange students to patéciin the host
community. However, the abstract nature of gepesific terminology
and concepts sometimes prevented the participaata €larifying the
communicative goals properly. Although the goalgolved in genre-
specific terminology and concepts might be tadithderstood by others,
these goals are not necessarily understandable otacen students,
including the Japanese exchange students. Thereforseems that
teachers should explain genre-specific terminolagyl concepts more
clearly to NESB students by providing detailed mfiation about how to
undertake the required activities. As Morita (200ims, this type of
attempt can increase ‘“transparency” (Lave and Wer@91), which
means a way of organising activities to make thaanings visible, and
can scaffold the NESB cohort’'s comprehension otais&s.

5.4 Negotiation of Social Participation

The participants’ academic struggles resulted frooh only cognitive
aspects of participation but also the impact oeottommunity members
on their participation. In this regard, the studémegotiation of social
participation constituted one of the crucial eleteeof the processes of
their negotiation of norms in these academic cdn#iiations. As
previously mentioned, Lave and Wenger (1991) sttkast learning is a
situated process in which newcomers gradually mtoxgards fuller
participation while interacting with more experiedcmembers. However,
there were occasions when other members, suchaabets and local
students, did not necessarily assist Japanese rgehastudents’
participation in classroom communities as muchhey tcould have and
sometimes actually hindered the students’ accessstaurces.

Teachers’ and classmates’ discourse behaviour cagdatively
influence the students’ negotiation of participatia classes and lead the
students to deviate from the norms with regard tiedtaking and
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understanding lectures. All of the participantamomented that they
needed some visual materials in addition to te@tloeal commentaries in
order to understand the content of lectures. t, fanost of the teachers
used Power Point or OHP slides as visual aid iir teetures. However,

teachers commonly changed slides too quickly osgreed too much
information on each slide for the exchange studewtscopy and

understand all of it. Moreover, teachers’ speakingnner sometimes
affected the participants’ listening and undersiiagdf lectures. Keniji

claimed that it depended on the tone of the teathayices and their

manner of speaking whether or not he was able tlenstand the lecture
content. He stated, “I cannot listen to the teexthveho speak in a low
voice and mumble”. These findings showed thathees use of some
kinds of technology did not necessarily help theip@ants to overcome
norm deviations in taking notes and that, furtheenelear presentations
were needed to help students to develop genrefgpkstiening and note-

taking competence.

Similarly, the manner of peers’ discourse in clpgs pressure on the
participants and sometimes tended to prevent themm fentering
discussions and class interactions. Shingo conedetihat he had
difficulty listening to classmates’ English whereyhgave their opinions or
asked questions. He noted in the interview, “I'ettipg used to my
teachers’ English but my classmates’ English is fasi and unclear for
me to catch”. As a result, Shingo could not fuligderstand what his
classmates argued and such an insufficient unaelisi prevented him
from putting forward his opinions in class discossi.

The students’ perceptions of classroom communiteesl host
community members, furthermore, influenced theigatation of social
participation in the communities on occasions. n§bj for example,
perceived other members in the classrooms as éwrgludis right to
participate in class interactions. Such perceptaxh him to feel some
anxiety, and, in turn, led to his reticence andspas participation in
classes (Hilleson 1996; Tsui 1996%hingo noted, “I don’t know what to
say properly in class discussions. | don't wantspeak, because my
clumsy speech might destroy the atmosphere. Algoafraid that my
teacher says to me ‘it's wrong™. Similarly, Mamiperception of peer
pressure in the tutorial of a subject related tditipsp prevented her
participation in the discussions. According to, ke local students in the
subject were so argumentative that she was ovemdtel by the
atmosphere. Consequently, we can say in this ttaeexclusion was as
much a classroom practice as was scaffolded irmolugNorton and



Negotiation of Norms in Academic Contact Situations 79

Toohey 2001). Thus, power relations between hesschates and herself
constrained her participation. She commented:

(6)
When | listen to my classmates’ opinions, | thirkthe opinions they
express are right. Then, I'm unable to come ug wiy own opinions.
Also, the classmates sometimes say the same taggdat | think. In
that case, | always become unable to say anythécguse they say the
same things more fluently and properly. (Mami)

As Corson (1999) claims, Japanese exchange studentsninority-
language speakers tended to stigmatise their ovaecsp and they
frequently condemned themselves to silence in pu#itings for fear of
offending norms that they themselves sanctioned.

In addition to this exclusive atmosphere, Mami'srvoeisness in
speaking to local students hindered her from deetp rapport with
classmates. She noted, “Because | have just coone Japan, | cannot
find anything in common with local students, andl gton’t know how |
should speak to them”lIn this regard, Mami, as a temporary exchange
student from Japan, perceived social distance leetw@cal students and
herself. The perception led her to be isolated in classthnd increased
her hesitation in expressing her opinions in disrs. As Morita (2002)
indicates, these finding demonstrated that the estis silence in a
classroom was a socially co-constructed phenomersince they
constantly interpreted the social, cultural, anadgenic world surrounding
them while engaging in activities.

Kenji's case, furthermore, showed that his restsato classroom
practices led to his non-participation and irregaléendance in Australian
Culture. As mentioned in Chapter Four, he perckitiee teacher’s
attitude towards linguistic majority students andnanity exchange
students as unfair. Thus, he resisted particigatirclassroom discussions
in which exchange students from Europe and Nortlredea dominated,
and then he stopped attending the lecture reguldmys case is consistent
with Morita’s (2002: 181) finding, which illustradethat a Japanese
student withdrew from one of the courses because pérceived
classroom practices as privileging white womenchsiindings imply that
teachers’ unequal treatment of students can rasuhe latter feeling a
sense of alienation. In the cases discussed & g@ction, while the
students sometimes appeared passive and reluotpatrticipate in class,
their non-participation certainly involved activeopesses of negotiation
of norms (cf. Morita 2002, 2004). The findings alsuggest that the
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students’ negative perceptions of communities awdt community
members constitute a different type of factor, Wwhgve rise to norm
deviations, because the perceptions can lead thikersis to deliberately
avoid following target norms. Given that the delite deviations tend
not to trigger management processes, in futurearekat will be useful to
consider them as one of the crucial factors whitthrfere with language
management.
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CHAPTERSIX

NOTING AND EVALUATION OF CONTACT
SITUATION PHENOMENA

6.1 Introduction

The importance of noting or noticing in the proessef second language
acquisition has been recognised by various reseerdlef. Swain 1998;
Ellis 1995; Sharwood 1993; Schmidt 1994; Robins@851 Swain and
Lapkin 1995; Qi and Lapkin 2001). However, prewaiudies have not
comprehensively addressed how noting occurs, h@wtited language
phenomena are evaluated, and how noting and eimiuean influence
the processes by which learners manage L2 interactiAlso, little
research on noting has dealt with similaritiesanduage-using practices
across cultures as the focus has been mainly placethe negative
aspects, such as noticing gaps between first lagggorinterlanguage and
second language, or between L1 and L2 writing, etwben native and
host norms (cf. Cumming 1990; Swain and Lapkin 19951998; Qi and
Lapkin 2001; Kato 2002; Fairbrother 2002).

Allowing for Neustupny’s (2004) claim that the degs of contactness
in academic contact situations varies dependingstodents’ academic
backgrounds, this chapter covers Japanese exclsaudents’ noting and
evaluation of various degrees of contactness, whiclolve similar
features as well as contrasts between home andabademic practices.
Focussing on three types of contact situation pimema, involving
negotiation of problems, commonalities of disciplyn knowledge, and
cross-cultural situational similarities, this chapptliscusses the students
awareness of these phenomena in terms of self-o#mer-noting and
argues the ways they evaluate the noted phenomena.
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6.2 Self-Noting

Japanese exchange students’ negotiation of normecademic contact
situations involved the conscious or unconsciouscgsses of making
comparisons between their native norms and hostemgi@ norms. Such
comparisons enabled the students to notice varmmrgact situation
phenomena by themselves, including not only norwmiatiens but also
positive ones — commonalities of disciplinary kneeige and cross-
cultural situational similarities.

6.2.1 Norm deviations

Several factors affecting Japanese exchange stidmstf-noting of norm
deviations were found to exist. The students’ erpee of the inability
and inefficiency in their own study behaviour soimets triggered their
self-noting of the deviations. For example, aswghin Extract (5) in the
previous chapter, while Chie was drafting text fore of her written
assignments, her inability to identify the extemwthich she was required
to make in-text references led her to note normadiew in relation to
systematic use of in-text referencingya’s inefficient approach to using
citations in one of her written assignments alsulted in her noting that
she deviated from the norm of text organisatioadademic English. Aya
translated Japanese sources into English to iriee¢inam into her draft.
However, despite the time-consuming procedure shggled to improve
the quality of the English text. Her difficulty integrating two different
types of writing enabled Aya to reconsider her gtbeéhaviour and to
realise that the differences between Japanese aglikit text structures
interfered with her organising the text coherentpd deductively.
Japanese exchange students, furthermore, becamee agfa norm
deviations when they reflected upon their own unessful academic
performances, as found in the marks they received ifdividual
assignment tasks as well as the overall acadersidtseattained for each
subject. For example, it was not until he receitled final result for
Linguistics in his first semester that Kenji notbdt he deviated from the
norm of producing argumentative texts in Englistekaminations. Since
he managed to fill in all the sections in the exzation, he believed that
he would obtain more than 70 percent of the matkewever, the result
of a Credit (60-69 percent) led Kenji to realisattithe contents of his
answers in the examination did not suffice and pled him with the
opportunity to review his own performance. He @ahg considered the
causes of the unsatisfactory result of the examoinatnd noticed that he
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might deviate from norms in relation to construgticlear and concise
arguments due to the time constraint.

The above-shown cases revealed that not until éspaexchange
students embarked on their assignments did théyetd norm deviations.
However, self-noting could also be enhanced by me&mput of explicit
knowledge about host academic norms before theestsdactually
undertook activities. In this study, this typermfting emerged when the
students referred to academic instructions provibgdteachers or the
instructors at the language and study support edntreither spoken or
written form. For example, the teacher's explamatdof some of the
written conventions in class enabled Mami to corapasrms of written
academic English with her intended writing stylg feer forthcoming
written assignment. As a consequence, she noteelxkbessive use of the
active voice rather than the passive one. Theefjues for written
assignments, which some teachers provided, alpethe¢he participants to
familiarise themselves with written conventionsgliming text structure
and organisation, in-text referencing procedure@s, eompilation of the
bibliography. Yuka and Mami, for instance, realisthat they were
required to undertake different types of writtenrkvérom those at their
Japanese home universities when they referred doirtstructions and
models in the guidelines.

These kinds of academic instructions encouragedstidents to pay
close attention to English academic norms and pgealithem with the
information about such norms so that they could enakmparisons
between their hypotheses of required English académeraction and
their actual interaction (cf. Qi and Lapkin 200The students’ possession
of some explicit knowledge of English academic nethrough academic
instructions could also facilitate self-noting dher new norm deviations
while undertaking situated activities (cf. Ellis 98). Although the
concept of LPP emphasises the impact of studewtsiah utilisation of
knowledge on learning, it also involves the roleachdemic instruction
(Wenger 1998). Academic instructions thus needdoutilised as an
important means of facilitating students’ refleatiaipon their own
academic participation rather than of merely trattamg knowledge (cf.
Flowerdew 2000).

Although these findings exhibited various casesseff-noting, it
should be considered that self-noting does notagae students’ clear
identification of host academic norms. Since noameco-constructed by
community members, their meanings are not visihtaugh for newcomers
to identify on occasion. Thus, in order to promiatiliarising themselves
with the target norms, students need to developr diglities of self-
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noting while actually undertaking situated acteatiin recurrent rhetorical
situations.

6.2.2 Commonalities of disciplinary knowledge

Some disciplinary knowledge seems to be commonsacarademic
cultures. Three of the participants — Aya, Keajid Mami — successfully
identified a number of commonalities. Since Ayaswa postgraduate
student and Kenji and Mami were fourth-year undmdgate students at
their home universities, they had previously uraleh a number of
academic tasks and had developed expertise indlsmiplines. In Aya’s

course — Physics, mathematical calculations weranuonly used as a
medium of academic interaction both in her home hndt academic
contexts. Thus, when Aya saw Australian teacherahner of using

mathematical formulae in class, she recogniseduttieersal nature of
basic calculations and found that the knowledgeatdulations, which she
had previously learned in Japan, was applicableh¢st academic
communities.

Similarly, Kenji noticed that common theories ircedogy were used
in both his home and host universities. When lagl igrescribed articles,
he came across many familiar theories. He comrdefitee got lots of
knowledge about sociology. So, | can guess whatatlthors want to
argue without reading the articles carefully”. thermore, Mami realised
that common topics were dealt with for the writi@ssignments in her
home course, American Studies, and in Sociology Anthropology at
AU. When she read the task requirements for writissignments, she
noted that she could apply the same kind of thear examples as she
had previously used in the written tasks at her dnamiversities to the
assignments in the host academic settings.

In contrast, the other three participants could identify common
disciplinary knowledge between their home and lamstdemic contexts.
In Yuka’'s and Chie’s cases, this was largely duethieir insufficient
development of expertise at their home universiti&s is often the case
with the education system in Japanese universiWeka’'s and Chie’s
home universities required students to finish situglygeneral education
subjects in their first two years and allowed th&mundertake study in
specific disciplinary areas in their third and fibuyears. Thus, Yuka and
Chie, who participated in the student exchange namgafter completing
their second year of study, did not possess sefftcidisciplinary
knowledge to apply in the host academic context.
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The other participant, Shingo, was a fourth yeadent at his home
university but failed to note common features ilatien to the discipline
of economics. In the interview back in Japan, dvamented:

(7)
When | came back and started studying here (at omyehuniversity)
again, | realised we shared lots of common knowdedfjeconomics
both here and in AU. If | had used my previous Wiealge of
economics, | could have coped with my academicalif&U better. But,
maybe, | was too nervous to notice the similaritiebhe same thing
looked like different to me in English. (Shingo)

His failure was attributable to the fact that heswaverwhelmed by
linguistic difficulties, which he encountered at AU Shingo’s case
suggests that his insufficient academic competémdenglish resulted in
him perceiving common features differently.

6.2.3 Cross-cultural situational similarities

Although previous studies of contact situationsehavedominantly dealt
with cross-cultural differences between academigatibns, this study
found certain situational similarities between Jes® and Australian
universities. For example, Mami and Kenji notednikirities in
requirements for their thesis writing in Japandstha@r home universities
and written tasks at AU. When one of her teacksqdained how to
undertake written assignments, Mami noticed thatap@roach to writing
a graduation thesis in Japanese shared many siiedgtares with the kind
of academic writing which was required at AU. Adrthome university,
Mami learned and implemented several strategieseliation to thesis
writing at the seminarzémi) that was especially organised to help third-
year students to prepare for their forthcoming getidn thesis. The
written assignments in the seminar required stedémtestablish their
arguments at the initial stage and then to spetikyse arguments
logically. Moreover, in this course, she learneche principal aspects of
managing the processes of writing a thesis, inolgidiow to elaborate on
ideas, how to find and read relevant articles, howarite a research
proposal, and how to support arguments using eitati She was able to
positively apply these techniques in the Australiaademic setting.

Kenji also noticed situational similarities in weh tasks when he
attended the academic writing course offered bylaéhguage and study
support centre. He stated:
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(8)
| didn't learn anything new at the session, becdwgidn’t find any big
differences in academic writing between JapaneseEaglish, except
for in-text referencing. Analysing references dndlding up logical
arguments using the references are the same. [Kenji

Kenji's noting was based on his previous experiesfcendertaking many
written assignments in Japanese at his home uitizers particular, his
experience of completing three 50-page papers Hiod-year seminars
helped him to develop academic writing competenda. the seminar
papers, Kenji was mainly required to evaluate amlyage the sources and
to provide his opinions, which seemed to be commasied for written
assignments at the host university. As a resiutjlar features of writing
enabled him to apply his routine strategy of makisefjematic notes to
specify ideas and organise text in written assigrimat AU. (see Chapter
Seven).

Despite a more unconscious level of noting thanddses discussed
above, Yuka and Chie, furthermore, noted genetahtbnal similarities
in L2 interaction and participation in L2 commue#i Both of the
participants, who had previously studied abroadewnore familiar with
contact situations than were the other participantsuka and Chie
perceived socialising with host community memberd 2 as similar to
the situations they had experienced in Germany/aadg and the U.S.A.
Yuka mentioned:

9)
It might be because | had intercultural experierice&ermany, but |
really like to communicate with others in Englishdon't get nervous
even if | can’'t speak good English. Like when Iswa Germany, it's
more important for me to let others know about rify$¥uka)

Such noting of the similarities in interculturalténaction in contact
situations allowed Yuka and Chie to expand therisdonetworks and
draw upon others’ assistance in managing theiiggation.

6.3 Noting by Others

Japanese exchange students’ norm deviations wemetisoes brought to
their attention through feedback from other hostiwnity members,
such as teachers, the instructors at the languadjestady support centre
and peers. Previous research on feedback hascbeanonly dealt with



Noting and Evaluation of Contact Situation Phenoanen 87

in relation to writing, focussing upon form or cent, the usefulness of
teachers’ written comments, effectiveness of eglitinstruction and

grammar correction, and accommodation of learneegds (cf. Fathman
and Whalley 1990; Leki 1990; Truscott 1996; Hylar898; Polio, Fleck,

and Leder 1998; Paulus 1999). However, the relalips between
feedback and the noting of students’ norm deviatitlave not been
comprehensively analysed in discipline-specific tegts. This study

focuses on three types of feedback, involving teegtwritten comments,
consultations with academic personnel and peebfesd

6.3.1 Teachers’ comments on marked assignments

Teachers’ comments on marked assignments provitied Japanese
exchange students with various types of feedbackthmir written
academic discourse. In Mami’'s case, teachers cotetieon her
deviations from appropriate register and expressfon academic writing
in English as evidenced in her assignments. Htar,tdor example,
advised her not to use the spoken register, fomple expressions such
as “How about...” and “Now look at ...”. Similarly, Y¥a’'s problems
with academic writing in English were commentedbgrher teacher, who
cited the use of too many non-standard syntactimgo These types of
comments on the students’ returned assignmentshiedarticipants to
become aware of their norm deviations. Howeveg, ¢ffectiveness of
feedback occasionally depended upon the studeritshtaweness to
feedback, because their willingness to note wasesssry to detect
problems (cf. Schmidt 1999; Fazio 2001). This gtiaind that Japanese
exchange students’ inattentiveness to written faeklb sometimes
hindered them from noting the problems. For exampi one of the
major assignments, Mami merely looked at the mar#t did not care
about the comment or corrections, since she haghdyr decided not to
continue studying that subject the following semesteniji also read the
comments but did not carefully study the correctiotie reported that he
was not keen to correct his grammar mistakes bat ke was more
concerned with teachers’ evaluations of his argumersShingo did not
even collect one of his marked written assignmentde missed the
opportunity to receive it in class since he wasahsand did not attempt
to collect it later since he felt too guilty foribg absent to ask his tutor to
return his assignment.

In some cases, the teachers’ comments, furthermeasylted in
confusing the students, since the comments wereamngistent with the
marks awarded to their written assignments. Irti@dar, some of the



88 Chapter Six

comments did not sufficiently indicate the probléimeaaspects of the
writing and explain the low marks. For examplekdawvas confused with
a teacher’'s comment that mainly constituted prd@eher work, but
which was awarded 73 marks. She noted, while ngater teacher’s
comment:

(10)
My teacher didn't pick up my weaknesses in theimgibut commented,
“This is a thorough description and you illustratgdur point very
effectively. Well done!”. | cannot understand whye mark isn’t
higher, then. | wanted to have some more feedbaaky writing style
and the content of my essay. (Yuka)

As Cohen and Cavalcanti (1990) stress, teacherbéméd can be
occasionally unclear, inaccurate, and lacking lmdan form, content, and
style. Hyland (1998) claims that students mayrdsttpraise and become
cynical about other positive feedback on their wgtif they find their
marks are low, despite positive feedback. Thud;eass (1995) stresses,
teachers need to provide constructive criticism tanplace it side-by-side
with positive comments or encouraging remarks.falet, Yuka's marks
were reasonably high and the teacher's commentm@® appropriate
than she thought. However, because she had beesometomed to
obtaining more than 80 marks for her academic tdskgapan, she
expected her teacher to point out weaknesses de#ter provide some
clues to improve her academic writing.

The findings of this study also indicate the litidas of teachers’
indirect written feedback on written assignmenis.one of her returned
written assignments, Yuka received a number of tipresnarks besides
the text. She realised that some sections werelnatly presented but
without the teacher’s elaboration on those poisite wondered how she
could improve her academic writing for forthcomiwgtten assignments.
Mami also had difficulty understanding her teacketomment which
stressed the need for more specific and cleardysagia She remarked,
“The comment was too abstract, and so | don't kiemw to make my
analysis better”. In this type of case, the teestheomments did not
particularly assist students to overcome theirdiffies, even though the
comments did help students to recognise the existem some of their
norm deviations. These cases demonstrated thelieresaneeded more
sensitivity to students’ individual and differindpiities to interpret their
comments (Qi and Lapkin 2001). However, it was entikely that
teachers did not have enough time to provide detasliggestions about
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how each student should improve their written warécause they needed
to mark a large number of assignments within atgheniod of time. Thus,
it is necessary for students to make the mostawtters’ written feedback
by subsequently consulting teachers and clarifywigat they expect

students to improve.

This study, furthermore, found that teachers’ laoje with, and
understanding of the students’ adjustment struggles not always
facilitate the students’ academic adjustment to Hust community.
Rather, their leniency, which seemed to disregardesof the participants’
norm deviations, could hinder the students fromuaatg host academic
norms and from becoming a fuller participant at blost university. For
example, in Yuka's case, she realised that shk d&iliated from the
norms in relation to wording, text structure andamisation, when she
received the teacher’'s comments on her returneigresent late in the
first semester, which recommended that she usdatiguage and study
support centre. Yuka reported that since she kadived a satisfactory
result on the 2000-word essay for the other sulljeftire undertaking this
written assignment, she expected that she had @wercmost of her
writing problems. As shown in this case, teacharsdnsistent treatment
of Japanese exchange students’ academic tasksismwedelayed the
students’ recognition of their inadequacies (cfrééo 2002). This study
reveals that it was difficult for teachers to pkwi students with
sufficiently clear and appropriate written commetatdielp the students to
explicitly specify which norms they deviated fromdaidentify how to
rectify the deviations.

6.3.2 Consultation with academic personnel

In contrast to the teachers’ comments on returrssigaments, face-to-
face consultation with academic personnel was ddgaous in that the
students received immediate feedback (Keh 1990ward able to detect
various problems whilst still being engaged in a&ait tasks. Such
consultations could also enable teachers and dwidém avoid
miscommunication and misunderstandings, which siomest occurred in
written feedback (Hyland 1998). In this studpnsultation with academic
personnel, involving lecturers, tutors, and thdrimgors at the language
and study support centre, enhanced other-notingooh deviations with
regard to students’ written assignments. For ircgaikenji's problems
with argumentation were pointed out by his tutde'sdback on the written
draft of his essay during consultation. When hagbo the tutor’s advice
before submitting his essay, the tutor suggestathh should re-organise
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the introduction and briefly outline the main argnis in that section.
Furthermore, in his oral feedback on Chie’s writtiafts, the instructor at
the language and study support centre indicatedptaslems with text

organisation and structure as well as the use -téxhreferencing. He
advised her to re-arrange the text by referrinthéoessay example, which
he had provided. The instructor further providddieg support at Chie’s

reviewing stage of her written assignments andtpdiout weaknesses in
her critical analysis. Consequently, the instrtstadvice enabled Chie to
note the importance of introducing the author'sawia the introductory

section so that she could develop her argumentdib@sthat view.

As Qi and Lapkin (2001) claimthese findings exhibited that the
feedback, which academic personnel provided stgdevith during
consultation, helped the students to maintain adgbalance between
focus on form and focus on meanind.hus, the consultation not only
helped the students to note their deviations bsib &lelped teachers to
provide them with more appropriate feedback angsstions than written
comments, which were commonly received after a taak completed.
Such face-to-face discussions enabled the studemdsthe academic
personnel to identify how to rectify students’ pierhs collaboratively.
However, the limited availability of academic persel and the social
distance between the personnel and the studemsefndly hindered the
students from consulting such personnel. The Idethithese limitations
will be discussed in the following chapter.

6.3.3 Peer feedback

Peers at times were more adept at responding themstudent’s work as
being in progress than were teachers, who tendgadte the work as a
finished product (Devenney 1989; Caulk 1994). Ksmeer editor, for
example, detected unusual English expressions raasahérent sentences
in his written assignments. The peer noting helgetiji to not only
realise some problems in his academic writing iglish but also to
incorporate the knowledge of written conventiondjiclh he acquired
through his peer’s corrections, into his currentl dollowing written
assignments. In Aya’s case, one of her fellow estisl provided her with
feedback on her academic interaction in English nwvitke student
explained to her how to undertake some calculagivercises. On one
occasion, because Aya had difficulty keeping uphwtie pace of her
friend’s speech, she unconsciously pretended toenstehd his
explanation of the calculation. After tentativegsponding to her friend’s
request for confirmation of her understanding, sbeonsidered what he
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explained to her. Her friend recognised her deviation from the norms of
interaction in English and provided her with feedback by saying, “You
don't really understand what | said but you always say ‘yes. When you
don’t understand, stop me speaking and ask me”.

Pair or group work, furthermore, provided Japanese exchange students
with the opportunities to obtain feedback from group members. For
example, when Y uka undertook arehearsal of a pair oral presentation with
her partner, the partner noted her deviation from the smooth ora
presentation that was required. Her partner then advised Y uka to change
unfamiliar written expressions into casual ones in the speech draft in order
to facilitate her memorisation and articulation of the English words. This
study showed that peers were the most available resources to bring the
existence of norm deviations to the attention of the Japanese exchange
students. However, the closeness between students and peers occasionally
prevented peers from noting deviations and evaluating them objectively.
The limitations of peer feedback will beillustrated later in this chapter (cf.
Section 6.4.4).

Given that noting plays an important role in learning (cf. Schmidt and
Frota 1986; Ellis 1995) and that it frequently occurred in relation to
students' actually undertaking socially-constructed activities, noting can
be seen as a part of situated learning. It is crucia for the students to
understand that there exist various negative and positive phenomena,
which they can note in academic contact situations, and to analyse the
noted contact situation phenomena in order to increase their academic
participation.

6.4 Evaluations of Contact Situation Phenomena

Noting cannot contribute to the students’ learning of English academic
norms without appropriate evaluation and subsequent adjustment of noted
contact situation phenomena (cf. Neustupny 1985, 1994, 1997, 2004). In
this study, multiple evaluations emerged in the evaluation process.
Although the noted phenomena were often evaluated by Japanese
exchange students themselves and others, the students themselves made a
final judgment, no matter how others may have evaluated the deviations
previously. On occasion evaluations were also changed in relation to their
requirements of grades, attribution of problems, justification of native
norms, and closeness between the students and peers. This study
substantiated the hypothesis that not only a negative evauation of norm
deviations but also a positive evaluation of commonalities of disciplinary



92 Chapter Six

knowledge and cross-cultural situational similastied to the next stage
of planning an adjustment.

6.4.1 Students’ requirements of grades

Japanese exchange students’ requirements of diredgently influenced
their evaluation of contact situation phenomenaor Example, Kenji
needed to obtain reasonable grades in subjectedeia linguistics since
he aimed to advance to the Diploma in Educationamt Australian
university in the following year in order to becomdeacher of Japanese
in Australia. He thus perceived all activities aadks in these subjects as
crucial. This perception encouraged him to takdossly his norm
deviations in relation to listening and understagdihe lecture content in
Linguistics. In contrast, Kenji did not feel thead to obtain a high result
in the end-of-semester examination for Anthropolodie commented, “I
only needed 23 out of 40 marks to pass. | thougbuld get 23 even if |
didn't study hard”. Accordingly, although Keniji m@gnised his insufficient
understanding of the lecture content for the exation, the unimportance
of obtaining a high result prevented him from percg the task as
worthwhile to properly prepare for. As Nelson ddh (2001) indicate,
his case suggests that students’ participatiomdseased or decreased,
depending upon how high the academic results teey are.

On occasion, the students’ requirements of grade® waffected by
their subject preferences. For instance, Mami mmatlly allocated her
time and effort to studying a linguistically-oriedt subject and did not
expect high achievement in this subject, sinceitierest did not lie in
linguistics. Such an attitude toward the subje&tnsed to interfere with
her diagnosis of norm deviations with regard to arsthnding the task
requirements and properly undertaking assignedtaBlarthermore, when
Yuka prepared for the examination in one of hejettb, she also realised
that she lacked understanding of the relevant stigientent because of
her irregular attendance at lectures. However ldek of interest in the
subject prevented her from judging her own parétign as important and
led her to ignore the deviation. Yuka commentethainterview, “All |
wanted for the subject was a pass (mark). Sonteuhto finish it as soon
as possible rather than prepare for it properl@he did not make any
plans to implement a potential management stra®gh as obtaining the
handouts and a copy of lecture notes, which sheeadibecause of her
irregular attendance, but considered reading thabdek as being
sufficient preparation to pass the subject. THiggkngs revealed that not
all the contact situation phenomena carried theesaright nor were they
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evaluated in the same manner (cf. Neustupny 1984hough most of the
participants selected their own subjects based lair tpreferences,
discrepancies between their expectations of theystnd the actual
contents of subjects resulted in them investingmd®lves in each
academic context in different ways.

6.4.2 Attribution of problems

The students’ evaluations also differed dependipgnuwhether they
perceived their norm deviations as attributablethemselves or other
community members. When the students attributet ttorm deviations
to their insufficient academic competence, theyhnigave evaluated the
deviations negatively. However, if the studentslaited their deviations
to other host community members, they tended notregard the
deviations as necessary to overcome. In this stthiy type of case
emerged when the participants encountered nornatiews with regard to
their regular participation in class. Keniji, Maand Shingo tended not to
be concerned with some of these deviations becddeseattributed their
lack of understanding to the unclear discoursegmtasions of teachers
and peers, and explained their hesitation to ppatie in discussions in
terms of other students’ exclusive attitudes isgl@f. Section 5.4). Keniji,
for example, decided not to worry about his normial®ns regarding
listening and understanding the teacher's commiestan class, because
he interpreted the problems as resulting from ¢laehers’ lack of delivery
skills rather than from his own limited listeninbility. In addition, Mami
initially deemed her passive participation in dissions in the Politics
tutorial as a serious problem. However, her rdwgton of the problem
occurred since she gradually regarded her diffycuitparticipating in the
discussions as attributable to classmates’ arguatieatand exclusive
attitudes. Likewise, Kenji positively evaluateds hion-participation in
one of the subjects since he viewed the in-classudsions as dogmatic
and not worth participating inThese cases indicate that the students did
not assume responsibility for their own norm dewisg but attributed
them to otherswhen they regarded the deviations as only occuriting
activities, which are not applicable to other ditmas. Such a lack of
evaluation prevented the students from proceedinghe adjustment
planning stage.
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6.4.3 Justification of native norms

Noting commonalities of disciplinary knowledge ssitliational similarities
frequently required Japanese exchange studentsistdyj their native
disciplinary knowledge and strategies so that tleewld confirm the
applicability of such knowledge and strategies icademic contact
situations. For example, after noticing that crogigurally common topics
were assigned in her written assignments, Mami ultet her tutors and
justified the appropriateness of her perceptiontl®d commonalities.
Similarly, in her first assignment, Aya’s noting similarities in basic
calculations was consolidated by peer discussioios f her engagement
in the assignment. In this case, she discussetbgiieal development of
calculations with her peers and confirmed that dygproaches were not
different from those of local students. These ifigd suggest that the
students’ evaluations of contact situation phenamesre reinforced by
the assistance from other community members.

There were also a number of cases where the stugigsttfied the
applicability of disciplinary knowledge and theiative strategies through
actually undertaking socially-constructed actidtie Their successful
performances in academic tasks frequently helped Agd Kenji to
confirm the applicability of native writing strateg. Similarly, Yuka and
Chie justified their previously-developed strategad L2 interaction and
participation in L2 communities by actually intetiag with host
community members and developing their social ngks/n AU. In this
regard, it is obvious that the nature of situatsting is applicable to the
evaluation of contact situation phenomena as welioathe noting. The
students’ recurrent undertaking of socially-constied activities could
contribute to them improving competence in evahgittontact situation
phenomena.

In contrast to these findings, the students’ jiegttfon of native norms
sometimes constrained their participation and parémces. Shingo, for
example, justified his reticence in class becausevas the same
participation style as he had experienced in Japd@realised that being
silent in class was contrary to the required pigdition style in AU but he
disregarded his deviation because he was comfertabing reticent in
class. Furthermore, he was reticent partly becdnesevondered if he
could perform well in class even though he atteohpte adjust to the
active participation style. He noted:

(11)
I am used to listening to teachers and thinkinguatibe content by
myself rather than discussing it with classmateslass, because that's



Noting and Evaluation of Contact Situation Phenoanen 95

what | usually did at my home university. I'm ragnfident of joining
in discussions. So, at least until | have developaough English
speaking skills, | want others to leave me alongass. (Shingo)

In this way, Shingo justified his native role irms$ participation and chose
being silent in class rather than embarrassed Hilmgshowing others his
limited English competence. Kenji also re-evaldalés teacher’s prior
evaluation of his written assignment where the headad pointed out
Kenji's misunderstanding of definitions and the degquate logical
development of his arguments. In this case, Kemievious disciplinary
experiences allowed him to justify his native wiitistyle and to disagree
with the teacher's comments on the returned assghm When he
engaged in the written task, Kenji regarded hisveaargumentation style
and his interpretation of definitions as more appaie than the teacher
thought and such confidence led him to deliberatgbply his native
approaches in the assignment. Although Keniji'seaelhce to his native
norms did not work well in this assignment, theical view to see target
norms, which he developed in academic contact t&tus led him to
actively manage subsequent adjustments at AU.

6.4.4 Closeness to peers

As shown above, peers played a crucial role intpgjrout the exchange
students’ norm deviations, but the closeness tospeiel not necessarily
help the students to receive useful evaluationth@fieviations from peers.
For example, sometimes peers deliberately refraifredh providing
negative evaluations for Japanese exchange studestause they
preferred not to criticise the students’ work. Shingo’s group essay, one
of the group members simply praised Shingo’s roldriafting one of the
sections without pointing out any deviations. Hweer the member
subsequently changed most of Shingo’s section Vileewas in charge of
integrating all the sections into the essay priothe submission. It is
likely that this case happened because the groupbewewas afraid of
destroying the rapport he enjoyed with Shingo bgeatly providing
Shingo with negative evaluations of his norm deera® in academic
writing.

On occasion, the closeness between Japanese egch@angnts and
peers also prevented the students from receivirg feedback on their
spoken discourse because peers understood thatstutdiscourse, despite
many ungrammatical expressions. In this type afecdhe absence of
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evaluation, which interrupted the language managéim®cess, appeared
as peers neutrally evaluated the students’ dewisitiaruka stated:

(12)
It's good to have a close friend because | have dbtopportunities to
speak English. But my best friend doesn’t usuatiyrect my English.
So, when | speak to others like | speak to him,etgmes | have trouble
making myself understood. (Yuka)

Yuka and her close friend established a speciatiogiship in their

interaction where her friend developed a high gbitif understanding
Yuka's utterances even though Yuka did not artieulser opinions. It

seems that such a relationship allowed Yuka to ni&pgon her friend’s

understanding excessively during their interactiond thus it hindered
Yuka from making an effort to improve her speaks#kgls. The findings

suggested that interaction with peers promotedsthdents’ involvement
in the host community but peers did not necessandyp Japanese
exchange students to note and evaluate some of ribein deviations.

Japanese exchange students thus needed to as@ekypeer cooperation
on indicating and correcting norm deviations rattan simply expecting
peers to provide them with feedback.
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CHAPTERSEVEN

ADJUSTMENTPLANNING
AND THE IMPLEMENTATION
OF MANAGEMENT STRATEGIES

7.1 Introduction

Japanese exchange students’ appropriate evaluafionoted contact
situation phenomena enabled them to negotiate thdjustments in
various ways. The processes from adjustment pigrioi implementation
of management strategies involve various cognitivel sociocultural
factors, which facilitate or constrain the studérimplementation of
planned strategies. From this perspective, thapte is designed to discuss
students’ individual approaches to academic managgnincluding the
ways they implemented self- and other-managemeategies as well as
the processes in which they discontinued theirsigjants.

The students’ self-management of their participati® illustrated in
relation to activating their disciplinary knowledgapplying their native
strategies, or creating situated strategies. Thdests’ negotiation of
participation with others is also examined in amplesation of other-
management. This chapter, furthermore, revealsthigaprocesses from
planning to implementation can be discontinued thuerarious factors.
Here, the discontinuatioaf adjustments will be illustrated in relation to
students’ avoidance of management strategies ar dabandoning of the
implementation of strategies.

7.2 Approaches to Academic Management

The exchange students had access to various resdaicself- and other-
management in the process of their negotiationdpdistment. Whereas
self-management involved internal and external ueses, “social-
interactional resources”, which refer to other mersbin a community,
were utilised for other-management (Nelson 199@®)38The students’
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internal resources emerged from their academic etenpe and disciplinary
expertise, which they had gained through their ipress experiences of
subject matter and tasks at their home universégsvell as from their
previously-used strategies for completing certanmu& of tasks (cf. Nelson
1990). On the other hand, external resources, hmiie student mainly
utilised in this study, included written guidelinesmiternet resources,
Japanese references, samples of written assignna@tpast examination
papers. This study also identified three importéypies of social-
interactional resources for the exchange studentieiding peers, teachers,
and instructors at the language and study suppatte:

Table 7.1 below illustrates the frequency of use tioé various
management strategies that the students were fmuddaw upon. This
study examined all the instances of managementegtes which the
students implemented throughout their participatitoAU. The instances
were divided into self- and other-management arel ttvere further
categorised into two sub-groups of self-manageraadtthree sub-groups
of other-management. The students more frequémthfemented self-
management strategies than other-management stsated 03 instances
(55.1 percent) for self-management and 84 instaf4é® percent) for
other-management. Among all the sub-categoridsnsmagement by
internal resources, which constituted 38.5 peradnthe total, was the
most frequently-used management style, and it wdlswied by peer-
management, which occupied 29.9 percent of thd. tofehese results
indicate that students’ internalised managemendissknd academic peer
networks played a crucial role in their managemehtintercultural
academic interaction at AU. Nevertheless, thiglytiound that the six
participants’ approaches to academic managemeietretif greatly. This
section introduces four types of individual appittes

Table 7.1: Types of academic management

Self-Management Strategies Other-Management Strategies Total
Internal | External Sub- Peers Teachers| Language Sub-
Total Centre Total
72 31 103 56 16 12 84 187
(38.5%) | (16.6%) | (55.1%) | (29.9%) | (8.6%) (6.4%) (44.9%) | (100%)

7.2.1 Independent approaches to academic management

In the cases of Kenji, Mami and Aya, their notingcommonalities of
disciplinary knowledge and situational similaritiestween their home and
host academic contexts (cf. Chapter Six) frequeridg them to
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independently manage their participation while effely utilising peer
management. Table 7.2 shows the proportion of gemant strategies
these three participants used. Keniji's self-mamage using internal
resources constituted 58.5 percent of his totalapament strategies. He
activated his disciplinary knowledge of sociology tlevelop main
arguments in his written assignments. Kenji's apaid competence,
which he had developed in his home university padawas also likely to
help him to manage his participation in regularssés and to plan his
academic tasks. Similarly, Table 7.2 shows tha6 $i&rcent of Mami’s
total management belongs to the category of seifagament using
internal resources. This was partly because heiteld social networks
and hesitation to contact teachers constrained um of other-
management strategies, particularly in her firshester. However, her
case also constituted an example of her innovatipglication of
previously-developed academic competence to usedtare strategies as
well as create various new strategies. The detdithese strategies will
be illustrated in Section 7.3 below.

Table 7.2: Independent approaches to academic managent

Self-Management Strategies Other-Management Strategies Total
Internal | External Sub- Peers Teachers| Languagg Sub-
Total Centre Total
Kenji 24 3 27 10 3 1 14 41
(58.5%) (7.3%) (65.8%) | (24.4%) (7.3%) (2.4%) (34.1%] (100%)
Mami 20 4 24 11 3 0 14 38
(52.6%) | (10.5%) | (63.2%) | (28.9%) (7.9%) (0.0%) (36.8%] (100%)
Aya 18 4 22 8 0 0 8 30
(60.0%) | (13.3%) | (73.3%) | (26.7%) (0.0%) (0.0%) (26.7%] (100%)

Furthermore, these two participants’ self-managdémes supplemented
by occasional use of peer-management, which is ral lof other-
management strategy. Keniji used peers to confierappropriateness of
his written texts. In her second semester, Maminéb a language
exchange partner and sought help from him in repdimd understanding
the assigned articles in language exchange sessions

Aya’s academic management predominantly included p&dcent
utilisation of internal resources for self-managemand 26.7 percent
peer-management. Although these results wereasitailKenji and Mami,
Aya’s case demonstrated more comprehensive manageapproaches.
As mentioned in the previous chapter, Aya’s fielfl sbudy required
students to use mathematical calculations ratlzar Wierbal descriptions in
order to logically describe the processes of sglvirathematical questions
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in assignments and examinations. The universalr@aidf mathematical
calculation reduced Aya'’s linguistic disadvantagd allowed her to apply
her own approaches to solve mathematical questiotise assignments.
Moreover, the cooperative environment where Aya lpaated allowed
her to implement peer-management. Boyer and SekllgEo88) found
that the strongest noncognitive predictor of indtional students’
academic achievement was the support given by dsien The small
number of students enrolled in Honours in Astropts/s- five students
including Aya — encouraged them to work cooperéfiven academic
tasks. Since they shared the same workplace, nheyally established
situations for “social coparticipation” (Lave andewger 1991: 14) to
discuss how to undertake various tasks. Aya madentost of these
opportunities and benefited greatly from the aasist of other students.
These three participants changed their socialipasigs depending on
the situations. Some situations allowed them téubgarticipants of the
community, who were capable of coping with acadengquirements
independently. Other situations forced them toldggtimate peripheral
participants who needed assistance from otherpatticular, compared to
Kenji and Mami, Aya’s case showed that the intdrgal similarities in
academic genres accelerated her fuller participatiothe host academic
community. This illustrates that language is ngtamy means the sole
measure by which to estimate students’ peripherhllbparticipation.

7.2.2 Dependent approaches to academic management

Shingo and Yuka, who were principally dependentnugacial-interactional
resources and external materials, employed a catibm of self-
management using external resources and other-reamggn. As seen in
Table 7.3 below, these two participants extensivelijised external
resources for self-management — 42.9 percent (8hiagd 31 percent
(Yuka) — as well as relying heavily on other-mamagat — 42.9 percent
for Shingo and 54.8 percent for Yuka. Although stheproportions
indicate similarities in the type of managemengréhfound discrepancies
in the types of resources that these two parti¢gpased and in the ways
they employed the resources.
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Table 7.3: Dependent approaches to academic managent

Self-Management Strategies Other-Management Strategies Total

Internal | External Sub- Peers Teachers| Language Sub-

Total Centre Total
Shingo 2 6 8 6 0 0 6 14
(14.2%) | (42.9%) | (57.1%) (42.9%)| (0.0%) (0.0%) (42.9%)] (100%)
Yuka 6 13 19 19 4 0 23 42
(14.2%) | (31.0%) | (45.2%) (45.2%)| (9.5%) (0.0%) (54.8%)] (100%)

Shingo’s management strategies were often baséd aommunication.
Shingo principally drew on his peers who were able&eommunicate in
Japanese, such as a classmate of Japanese orif@tipwa Japanese
exchange student, and an Australian friend residintapan. Even when
he managed his participation by himself, he emplol& resources by
reading Japanese books and obtaining handoutsenad notes from the
other Japanese exchange student. In contrasting&hy uka utilised her
extensive peer networks to rely upon multiple deicigractional
resources, including local Australian studentsgrimational students, and
Japanese international and exchange studentser ffirét semester, as she
favourably positioned herself within English-speskipeer networks to
develop her English interactional competence, tiisation of peers was
limited to local Australian students, exchange etud from other
countries, and international students with whomlsbeame acquainted in
class and at the dormitory.

However, in her second semester, Yuka extendeg@dernetworks to
Japanese international and exchange students, miodeel in the same
subjects as her. Yuka reported that she made gif$etim consult her peers
about her problems with academic tasks before derisg the problems
by herself. In this way, she collected relevaribiimation and identified
how to undertake the tasks. Furthermore, in otdeémprove her self-
management when preparing for examinations, Yukiaedg participated
in study groups, which some students held in a commoom at the
dormitory. Abel (2002) stresses the crucial impattoining a study
group on students’ study management, citing thatnZérman and Pon
(1986) found higher academic achievement amongstadvho regularly
used peers to help them learn. Yuka's study gaidpot have a direct
influence upon her study since the group membetandt undertake the
same tasks. However, studying in the groups emthher concentration
and the efficiency of her preparation for the exaations.

The cases of the above two participants suggestthiedr different
approaches to managing their participation resudinf their different
attitudes towards their marginal positionings ire thost community.
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Shingo regarded his peripheral social positionmthe host community as
unacceptable and thus he was embarrassed to shatrinjgles to others.
This conservative attitude led Shingo to adherelt@ommunication with

a limited number of peers where he could partieigat discussions and
express himself adequately. On the other handptineailing stereotype,
which positions Asian students as quiet, passimgdtor indirect was not

applicable in Yuka's case (cf. Cheng 2000). Yukad$ing of situational

similarities between her study experiences in Gagmand AU, which

was previously discussed, allowed her to take it goanted that she
needed to rely upon others as a legitimate pergbtparticipant when she
had trouble with academic tasks.

7.2.3 Academic management by social coparticipation

Chie’s case illustrates the greatest extent ofas@ciparticipation between
herself and academic personnel. Similar to Yukase, Chie had learned
how to manage her participation in a new commuaitgractice from her
previous intercultural experiences in England drelW.S.A. (cf. Chapter
Six). These experiences allowed her to be willagiraw upon experts
for academic tasks. In Table 7.4 below, her 8&r¢gnt other-management
was the highest among the participants, consisiing0 percent support
by the instructor at the language and study suppsortre and 27.3 percent
by teachers.

Table 7.4: Academic management by social coparticipion

Self-Management Strategies Other-Management Strategies Total
Internal | External | Sub- Peers | Teachers| Language Sub-
Total Centre Total
Chie 2 1 3 2 6 11 19 22
(9.1%) (4.5%) | (13.6%] (9.1%) | (27.3%) (50.0%) | (86.4%] (100%)

Chie took advantage of her social positioning asmaporary member of
the host community to seek ongoing academic suppom teachers as
well as the instructor at the language and suppantre. She explained to
these personnel about her problems with academistatkent as an NESB
exchange student and they consequently helped chexdjust to host
academic settings. She commented in the interview:
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(13)
| try to talk to teachers as many times as | cad,lat them know that |
just came to Australia and have lots of problemthwgitudy. 1 like

talking to teachers because it's a good practidengfish, too. (Chie)

Chie implemented a strategy of seeking editing supfrom an
instructor at the language and study support ceRtve example, in one
2500-word essay, she made appointments well in redvaof the
submission date, and thus she was able to askn#teidtor to edit her
draft twice. At the first consultation, the insttar showed her some
model sentences for the introductory and concludsegtions and
corrected ungrammatical sentences. He also swgbasime arguments
for her to include and explained how to expanddtedt, which was still
short by 1000 words. Following the teacher’s adyiChie revised her
draft and added the suggested arguments while gaytantion to how to
organise the findings and how to link sectionsthi& second consultation,
the instructor proofread her draft by correctingclear and casual
expressions so that she could present her argummemesacademically.

The ongoing support of one of her teachers, funtioee, helped Chie
to revise her drafts not only at a surface levdl dso in relation to its
content. In her critical discussion paper, Chiastdted the teacher on
three occasions: to compensate for her insufficigterstanding of three
prescribed articles, to seek assistance in devejoper arguments for the
assignment, and to ask for proofreading of thelfuhaft. Her case
revealed that even though exchange students caimi@pendently
manage their participation, they can seek assistanom academic
personnel and draw upon other-management. ChigjsBrcommunication
skills and attitude towards communicating with othan English helped
her to manage her academic interaction even thehghwas located in a
peripheral position within the community. The talaship between her
social coparticipation and development of autoncsnmanagement skills
will be argued in the following chapter.

7.2.4 Collaborative management

Table 7.5 below shows the degree to which threth@fparticipants used
collaborative management of academic tasks as & gfrother-
management. Although the instances were limitad,type of management
greatly contributed to increasing their participati Yuka took the
initiative in organising sessions where she coltabeely worked with
Kenji, Chie, and other classmates. For exampl&aYand Kenji worked
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together on their linguistic exercises. Since Bhd also enrolled in a
Linguistics subject in the previous semester, Yukhared some
previously-learned knowledge of Linguistics with ffie whereas Keniji,
who regularly read weekly assigned sections otéRktbook, helped her to
identify the sections relevant to the questions.

Table 7.5: Collaborative management

Participants Yuka Keniji Chie Aya Shingo Mami

Collaborative | 5 g sy | 2 (4.496) | 1 (5.5%) 0 0 0
management

A case of more effective collaborative managemergrged in Yuka's
group work with her Australian classmates in théjsct of Japanese
Interpreting and Translation. For the debate aadl resentations, where
students had to make a speech in their second dgeg({English for
Japanese students and Japanese for ESB studentk® ahd her
Australian partners collaboratively developed idaad made drafts while
assisting each other with their L2 writing. In shicollaborative
management, Yuka and her partners alternated tthieis as experts and
legitimate peripheral participants depending ont#liget language so that
they could draw upon their respective linguistiesgths to cover the
weaknesses in their L2 writing and speaking. Asdd@a's (1997) study
also found, such cases revealed a dynamism inqadlaboration, which
positively affect students increasing their papition.

7.3 Three Types of Self-Management

Among three types of self-management found in shisly, two of them —
activation of disciplinary knowledge and transfdrmative strategies —
originated in the students’ previously-develope@damic competence.
On the other hand, academic contact situationsraigoired the students
to develop socially-constructed self-management pedence whereby
they created situated strategies in the new acadewniexts.

7.3.1 Activation of disciplinary knowledge

Aya’s noting of commonalities of mathematical folami led her to
extensively apply her existing knowledge of physitcs logically

developing her procedures of calculating and sghthe questions in her
academic tasks at the AU. She noted in the irgarviThere is only one
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answer for a question in physics. It's not difféiréetween Japan and
Australia at all, the requirements of tasks aregeggimilar and how to
prepare for examinations is the same”. Activatafnsuch knowledge
increased her participation and helped her to skabqual relationships
with other Honours’ students.

In the subjects of Sociology and Anthropology, Ketgo activated his
knowledge of such topics as colonisation, natiadibn, feminism and
maternity, and ethnicity, which he had previousbarhed at his home
university in Japan. Such knowledge not only #&adiis understanding
of assigned readings and lecture content, butaastributed to generating
and elaborating ideas for his written assignmerttte reported that his
existing knowledge of the discipline, gained in aaphelped him to
overcome some of the linguistic disadvantages perganced in Australia.
He stated, “I cannot be equal to other local sttelenEnglish ability but |
can cover the disadvantage by my expertise”.

Similar to Kenji' case, Mami, who majored in Ameait Studies in
Japan, for example, took advantage of her dis@pjinknowledge of
African-American people in the United States whempleting a written
assignment about Aborigines for Sociology. Alsoe @f the topics for a
position paper for Politics — negative consequemdesereotyping — was
the same as an essay which she had written in Japhe thus activated
her prior knowledge about one of tharin incidents in Japan (involving
the spread of poisonous gas in a residential abe@)nsolidate her claims
on the topic. These instances illustrate thatiplisery knowledge may
not be significantly affected by cultural contatthaugh there might be
discrepancies in the manner of presenting the kedgd.

7.3.2 Transfer of native strategies

Transfer of native strategies mainly emerged indases of Aya, Keniji,
and Mami. For example, as introduced in Chaptey Sya’s recognition
of situational similarities led her to introducer mative approaches to re-
calculate mathematical formula. Since Aya wastkohito copying down
her teachers’ explanations of calculations from hitetoard during
classes, Aya felt the need to reconsider and @#ze mathematical
formulae and to change her teachers’ methods ofilegion into her own
style in order to logically understand the formuldehis rewriting strategy
allowed Aya to carefully examine the formulae, #i®r enhancing her
own understanding of them.

In order to evaluate and analyse the sources $owtitten assignments,
Kenji also implemented his native strategy of mgksthematic notes,
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which consisted of conceptual maps and flow charfBhis strategy
contributed to visualising and linking the sourcescause visual models
provide “accurate and useful representations ofwkedge” (Gage and
Berliner 1992). The linked concepts also enabled him to elabor&e h
ideas while applying his previously-learned themé sociology.

Similarly, as found in the studies of Riazi (1997) and Nelsod Kim
(2001), Mami utilised her native strategy of makisigmmary notes of
readings to support and expand her arguments. ndiertaking written
assignments, she picked out important sections ftloenreadings and
paraphrased them in order to facilitate the incoapion of the sources into
written drafts. Mami’s implementation of this g&gy not only effectively
improved her understanding of the readings but efsbled her to expand
some useful ideas for planning her assignments. miMéurthermore,
applied this strategy to her preparation for exatiims. While reviewing
the readings and lecture notes for examinationsnivimade summary
notes by writing down the glossaries and the didims of key terms as
well as by outlining important arguments in the diegs. She also
implemented a strategy of reading the summary nalesd. After
finishing drafting the summary notes, she repegtgahctised reciting
them. In addition, based on the notes, she omhctised producing
written answers of essay-style examinations. $higtegy shares similar
features with the Vygotskian theory of ‘private eple’, which represents
an externalisation of inner order as the individastlempts to regain
control of his or her cognitive functioning to camut the task (Lantolf
and Appel 1994). Mami promoted her cognitive fimainhg by
externalising her summary notes while emphasisigicél structures and
coherence.

This type of strategy was expanded by Mami to mactce of English
interaction in her daily life. In order to improver communication skills
in English, Mami expressed her thoughts and madedeswhich were
oriented towards real or imaginary interlocutor®filin 1990: 268). She
stated:

(14)
| often talk aloud to myself in English when I'moak in my room,
washing plates, and doing laundry. | speak to thysel speak back to
myself. In this way, I'm practising English. (Mami

Mami’'s case demonstrated that students’ negotiatietween previous
academic experiences and English academic interastimetimes enabled
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them to modify their native strategies so that #teategies could be
suitably used in academic contact situations.

As Riazi (1997) claims, given that the students eweising and
expanding their previous knowledge, skills, andtsigies, it is obvious
that their past knowledge and experiences intedagith the peculiarities
of the new context. Thus, the relationship betwegmnd L2 in learning
to undertake academic tasks in their specific dises needs to be seen
as a dynamic process of negotiation rather thaa lagear transition from
L1 to L2 (cf. Riazi 1997). As shown in the aboweses, even though the
type of academic interaction which was requirethatparticipants’ home
and host communities differed in relation to certaociocultural and
communicative aspects of behaviour, their recogmitiof identical
elements or similar features in native and hogbrieal situations enabled
them to appropriately apply some of their studyisko the tasks across
both situations and to manage their intercultudamic participation
(cf. Schunk 2000). In this regard, noting of crosftural similarities in
academic genres contributed to the students’ retiudi their satisfactory
participation.

7.3.3 Implementation of situated strategies

(a) Strategies using situational resources

In addition to the application of their discipliyaknowledge or native
strategies in the host academic settings, thisystimwed that various
situational resources embedded in the host acadewnntnunity enabled
the students to develop situated strategies in abademic contact
situations. Yuka and Aya, predominantly utilisdecéronic databases in
the library to find the latest articles, which deaith topics or theories
relevant to their written assignments. Yuka mamid) “The database is
very convenient to obtain relevant information feritten assignments,
because | don't have to walk around in the libréwmysearch for the
relevant articles”. Both the participants reportieat they felt the need to
use as effective references as possible in theigm®ents to catch up
with the academic performances by local students.

In preparing for an essay-style examination, Mambtpcopied and
utilised two past official examination papers, whiwere located in the
reserve section of the library. She stated, “lehaever used past exam
papers at my home university because they wereaitadble. So, | was
surprised to hear the teacher telling us that #mepdes of past-years exam
papers were in the library”. Based on the papshs, planned how to
prepare for the examination, which required stusiémtanswer two out of



108 Chapter Seven

eight questions. In these examination papers, Mafacted three questions
which she believed she could answer, and attentptedite answers for
the three questions by referring to relevant infation in the textbook.
This management strategy subsequently enabled desutcessfully
perform in the examination.

All the participants except Aya and Shingo, furthere, self-managed
their deviations from written conventions by reiiegrto written guidelines
and written samples from friends. Management ofes®f the surface-
level written conventions did not represent an amggroblem for the
participants, since they often practiced using suoohventions in the
various written tasks that they undertook and vggealually able to learn
how to utilise them. This study thus substantiddetson’s (1990) claim
that it is crucial for teachers to provide studenmith written guidelines on
the grounds that the provision of guidelines bychess increased
systematicity of management of written assignme#is stated in Chapter
Six, written guidelines as well as written samgtesn friends were found
to be the most useful and accessible resourceabledapanese exchange
students to self-manage written conventions. Sthed& knowledge of
written conventions, which the students gained icegain written task,
can be applicable to other tasks (cf. Schunk 2080gh knowledge
frequently helped the students to develop autonenmanagement skills
in discipline-specific academic writing.

(b) Note-taking, listening, and reviewing strategis

The participants created situated strategies iatiogel to note-taking,
listening to lectures, and reviewing lecture cotgefhis study found that
the participants commonly employed a ‘not-listenstigategy’, when they
took notes at the initial stage of their participatin classes. At this stage,
they were often too busy copying OHP or PowerPslides in class to be
able to listen carefully to lectures (Mulligan amdrkpatrick 2000).
However, as some of the participants became aaoestdo lectures in
English, they implemented more advanced stratedies.example, Keniji
implemented a strategy of concentrating on listgnia the teacher’'s
commentaries, since the teacher changed Powersticies so quickly that
he could not adequately take notes. In reviewimg lecture contents,
Kenji downloaded the lecture notes after classthese were usually
available on the course website. He then readdites to consolidate his
understanding of the content, which he listeneant learned in class. He
noted, “I've realised the limitation of note-takiagd so | just listen to the
teacher’s speech. Concentrating on listening ¢olékture for an hour is
also good training to improve my listening skills”.
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In contrast to Kenji's emphasis on reviewing leetunotes, Chie
implemented a strategy of printing out the lectuoges from the websites,
of briefly reading through the notes prior to tleetures, and of bringing
the notes into the classes. In so doing, Chieakdes to better understand
lectures and also to improve her listening and -tekeng skills (cf.
Hadwin, Kirby and Woodhouse 1999). Furthermorethe lectures of
Sociology, which only contained two written tasks assessment
requirements, Kenji focussed on collecting inforimatto support the
arguments of his written assignments while paréitiy in class. Thus,
Kenji did not take any notes except the ones whighe relevant and
useful to his proposed assignment topics. Thisnsegy constituted a
form of non-participation, but actually served asnanagement strategy
whereby he placed his own academic interests atehtre of his learning
efforts and paid attention selectively (cf. Wend®98; Norton 2001;
Morita 2004).

Furthermore, in this study, it was only Aya and Kerho prepared for
the end-of-semester examinations by regularly weivig lecture contents.
They each self-managed this activity by employirepWorking strategies”
to rewrite their lecture notes (Mulligan and Kirkpek 2000). In
Linguistics, Keniji, for instance, created a strgted regularly making a
copy of scribbled lecture notes after class tolifateé his subsequent
review of the whole content for the end-of-semest@mination. The fact
that the subject was a new academic area for hijuinedd Kenji to study
hard in order to respond to academic tasks satisityc Aya’s application
of her native strategy of calculation, which wagywusly introduced,
also constituted a kind of re-working strategy.e Sbmmented, “I need to
re-calculate the formulae, which teachers explaireedl need to make
revised notes. Otherwise, I'm afraid that | candotwell in the final
examinations”. Their re-working strategies enalitezin to improve their
understanding of subject matter and prepare foek@minations. These
findings indicate that self-monitoring their owngit@onings in classroom
communities at AU encouraged the students to creituated strategies
whereby they can manage intercultural interactiothe academic contact
situations.

(c) Strategies for in-class discussions

Various new strategies emerged as the studentsgedrbeir participation

in class discussions. Yuka, for instance, utilisedtrategy of seating
herself close to her teachers and trying to expgnes®pinion at least once
a day. She commented, “Teachers have a bettersiadding of my

English than my classmates, and so it's easiemnferto directly talk to
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teachers and express my opinions”. Moreover, @hékYuka implemented
a strategy of positioning themselves favourablglassroom communities
by identifying and establishing roles they can playhe classes. In the
subject entitled “Contemporary Japan”, Chie redliieat she was more
familiar with current Japanese issues than hersolates and the
Australian tutor since she was the only student Wad just come from
Japan. Such recognition enabled her to be cortfideparticipating in

class discussions. She stated, “I am the mostulugesource of

information about Japan in class, so | always feshould talk about
something”. Chie took advantage of her native Kedge about Japan
and introduced several examples of Japanese cutiuner classmates in
order to actively participate in the discussiond arpress her opinions in
English.

Yuka also introduced her knowledge of Japaneseukme in the
subjects entitled “Japanese Linguistics” and “Japaninterpreting and
Translation”. Since these subjects mainly deathwiapanese language
use, her use of academic Japanese at her hontetiostiallowed her to
feel confident of participating in the discussior&uch confidence enabled
Yuka to actively present examples of language ued knguage
phenomena durindiscussions in these two subjects. As shown ire'€hi
and Yuka's cases, students’ participation in disimrs depended upon
whether they could establish relationships withecghwhere they felt self-
confident. Their identification of potential rolethey can play in
classroom communities as well as their selectiothefsubjects related to
Japan allowed these two students to serve as usafimimants in
discussions. These rhetorical situations enabléd &d Yuka to thus use
resources that they had developed in their livepdsition themselves
favourably (Leki 1995). In these situations, théudsnts were
acknowledged as full participants in these comnembf practice.

7.4 Implementation of Other-Management Strategies

Even though Japanese exchange students cannoteimbeyly manage
their participation, they can utilise social-intetianal resources such as
peers, teachers, and instructors at the languagiestadly support centre
and successfully draw upon other-management. Amibeg various
activities which they undertook in host academittirsgs, students most
frequently relied upon other-management, partitylar conceptualising
task requirements, reading and understanding bescrarticles, and
editing their written texts. It is likely that tbe activities were more
strongly related to host academic genres than aitiivities and that they
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constituted genre-specific activities where stuseniere expected to
strictly follow the norms of the community. Sinsech genre-specific
activities required the students to strictly follothe norms of the
community, it was necessary for them to seek halmfothers who were
conversant with the target genres in order to marthgse activities. This
study identified a variety of ways whereby studer@gotiated their access
to social-interactional resources in relation totual benefits, shared
interests, structural arrangements, and their péome of social
positionings.

Mutual benefits of interaction between Japanesbange students and
their peers contributed to the establishment ati@mhships where students
helped each other reciprocally. In these situatidhe peers helped the
Japanese students to overcome their problems eiglotiating norms in
return for the students’ help to their peers torelpanese. For example,
in her second semester, Mami extensively reliednuper language
exchange partner in order to facilitate her readingd understanding of
English articles. While Mami assisted the partieecomplete homework
and review his Japanese lessons, the partner hbgyed understand the
content of the prescribed weekly readings for Amplology. These
meetings between the language exchange partnetisiwaoh from Week
Four to the end of the semester, with her parteading the articles
beforehand and answering Mami’'s questions by iaistg the logical
structures of arguments.

Japanese exchange students’ shared interests @dth plso increased
their accessibility to peers and enabled them tainkhelp with academic
management. For instance, Yuka's interest in usingon-line chat
resulted in her developing on-line peer networkkjctv allowed her to
employ other-management in order to clarify tasiureements for written
assignments. Since most of her close friendsratidwenitory used the on-
line chat, it was the most convenient method tdharge information with
them. She reported that on-line communication igexv her with more
opportunities to ask questions than did face-tefaonversation, as the
on-line mode tended to last longer. In additidre tritten text used in
on-line chats enabled more accurate informationhaxges than did
spoken communication and allowed Yuka to form ame understanding
of subject matter. When on-line dialogues involwedcial information,
Yuka saved the dialogues in her computer and rexemed them later.

The other factor which encouraged the participtmisaplement peer-
management strategies was the structural arrandgsnoércourses. As
shown in Section 7.2.4bove, the structural arrangement of Aya’s course
helped her to rely upon peer-management. For earfgr one of the
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end-of-semester examinations, Aya’'s membershipershared workplace
in her course enabled her to seek a senior stwdealp with clarifying the

types of questions that were more likely to appe&ince the teacher
informed students that the questions were basi¢chysame as for the
previous year, the senior student, who had expegidnthe same
examination the previous year, effectively identifithe questions. Aya
reported that approximately 80 percent of the sitidedentification was

correct. Such identification thus significantlycildéated her preparation
for and performance in the examination. Yuka'datmrative management
with local students in interpreting and translatiaich was illustrated in
Section 7.2.4, also resulted partly because ofcttral arrangements,
because the students were actually required to rtakae pair work.

Furthermore, students’ perceptions of their ownigteral positionings

sometimes determined their accessibility to saocitdractional resources.
As previously described, Yuka and Chie’s positivergeptions enabled
them to take advantage of others’ assistance, wheBhingo’s negative
perception of his positioning in a classroom lirditeis employment of
other-management.

These findings suggest that other-management gieatewhich the
students planned to implement, were frequently amustucted and
negotiated with those around the individual anchwite society at large
(cf. Lantolf and Pavlenko 2001). The above-shoveourf factors
contributed to positively changing power relatidretween the Japanese
exchange students and their social-interactiorsbueces. In particular,
mutual benefits promoted the students building ayaérelationships with
peers. Shared interests and structural arrangsniatped the students
and peers to regard themselves as members whogeeldn the same
groups. The students’ positive perceptions of aogositionings,
furthermore, enabled them to justify their righsgek academic assistance
from teachers, peers, or from the instructor at livguage and study
support centre.

7.5 Discontinuation of Adjustment

Although this chapter has so far illustrated vasi@mases where Japanese
exchange students seemed to successfully manageadrticipation, there
also appeared to be instances of discontinuatioadpfstment, whereby
Japanese exchange students abandoned implementailtpgement
strategies or where they intentionally resortegvoidance behaviour in
relation to management strategies. This studytifish multiple factors
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and reasons behind such lack of management ofcuiteral academic
interaction.

7.5.1 Abandoning implementation of management stragies

In addition to Japanese exchange students’ avaédasicaviour, this study
found that on occasions they discontinued theiustdjent, because they
abandoned the implementation of management stestegmhis type of
discontinuation emerged due to unavailability amdctessibility of
potential resources. Unavailability of resourcesluding references,
lecture notes, handouts, and social-interactiomsburces, prevented them
from making adjustments, using their desired sgiateand required them
to replan their adjustments.

The participants also abandoned implementing cenaanagement
strategies when resources were available but isaitiie to the students
due to several factors. One of the factors whéduced students’ access
to social-interactional resources was inefficieaniet management. For
example, since, in her first semester, Yuka bacelypleted her written
assignments by the submission dates, she was hotalgain access to
teachers or proofreaders beforehand. She commented

(15)
Problems usually come up when | am drafting assegim | want to
ask questions to teachers, but | cannot, becauosaffaid of teachers
telling me, “You are still struggling with such adic issue just before
the due date”. (Yuka)

The students were also too reserved to seek atzdssachers on some
occasions. For instance, Mami’'s timidity preventeet from gaining
access to teachers at the initial stage of heilicgzation in AU. She
commented, “I don't like to talk to teachers beegsmetimes | can't
understand what they say. I'm always saying, ‘B8rrand so | feel
guilty of asking them to repeat”. Similarly, ttetudy found several cases
where the students gave up consulting teachers ubecaf their
insufficient identification of relevant problems canquestions. For
example, Yuka did not understand how the subjedtemavas related to
the requirements of a written assignmehtowever, since sheould not
identify what types of problems she encounteredwanat she should ask
the teachers, she was not able to consult thernka $tated in one of her
diary entries, “I don’'t know what | should do fdret assignment, but |
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don't know what | should ask the teacher, eithey, Ecan’t ask him
guestions”.

The students’ inability to use available resoure¢so led them to
abandon certain strategies. For instance, Chiglbility to explain her
approach to a written assignment in email consahatinterfered with her
receiving assignment-planning support from herlieac She noted in the
interview:

(16)

| wanted to make sure if my ideas were on the rigtdk or not, and so
| emailed my teacher to make an appointment forctiesultation. She
replied to me and let me know that she was notahlai before the due
date, and thus she requested me to explain inntlad @/hat | was doing
for the assignment. But | didn't know how to writed explain it
properly. | got nervous of emailing her and salldn’t. Talking to
the teacher face to face is easier for me, becstuseould understand
my broken oral English. (Chie)

The exclusive atmosphere in some classroom comiesnwhich was
illustrated in Chapter Five, furthermore, negatyvehfluenced the
students’ academic management at the adjustmemiptastage, too. In
this study, teachers’ attitudes towards NESB sttedamd the distance
between Japanese exchange students and classeas®onally resulted
in the students feeling that they were excludedQtiapter Five). Shingo
noted, “One of my teachers is too authoritative, approachable, doesn’t
understand my academic struggles, and so | carshog@estions of her”.
Also, in the Politics tutorial, Mami reported thadr classmates treated her
as a stranger since she was the only NESB intemadtstudent in class.
This overwhelming atmosphere increased Mami's berial standing in
the classroom and prevented her from seeking assistfrom peers when
she had trouble with understanding the lecture ezint This study
revealed that even though the resources were bctaadilable to the
Japanese exchange students, various factors bltiokedccess to them.

7.5.2 Avoidance behaviour in relation to managemerstrategies

Regardless of the availability or accessibility pbtential resources,
Japanese exchange students occasionally avoidéhienting management
strategies due to overconfidence, pride and redpbtys failure to

identify the usefulness of the strategies, and pdkrence. For example,
Yuka's underestimation of the difficulties in wrig up a 1500-word essay
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for Japanese Linguistics resulted from her overconfidence in managing the
task. Since the topic was related to Japanese grammar, she expected that
she could come up with some examples without much effort and then
avoided collecting relevant resources and planning her arguments
thoroughly. Consequently, she had difficulty reaching the required word
length and ended up submitting the task without substantial information
and arguments. This instance suggests that the difference between
confidence and overconfidence was too fine for the student to identify. It
seems that as the participants became accustomed to the host community,
their confidence in task management sometimes positively affected their
participation. However, a feeling of confidence occasionaly led to
overconfidence, which made the participants neglect the necessity of
implementing management strategies to complete each academic task.

Students’ avoidance behaviour was also affected by their pride in, and
feelings of responsibility for their own study. For instance, Aya avoided
seeking teachers’ help immediately after having trouble with clarifying the
task requirements, because she was proud of herself as a Masters student
from Japan and felt responsible for considering how to cope with
academic tasks by herself in thefirst place. She stated:

17)

| don’t like teachers seeing me as a hopeless student. So, | don’t want
to ask them silly questions. It might be because of my attitude towards
study in Japan. In my Japanese university, it's embarrassing to ask
pointless questions to teachers. So, whenever | see my classmates
asking unsophisticated questions to teachers, | feel they should think
about it by themselves first. We, as beginner researchers, always have
to think about logical structures. That’s vital to success. (Aya)

Aya seemed to find that a discrepancy existed between her home and host
universities with regard to the extent to which students were alowed to
seek teachers' assistance to clarify task regquirements. However, Aya
fostered her adherence to her native norm with regard to student
responsibility and avoided seeking an immediate remedy from teachers.
Given that Aya strategically avoided relying upon others, this behaviour
congtituted positive avoidance to improve her disciplinary competence
rather than the one which interrupted her academic management.



116 Chapter Seven

Furthermore, the participants failure to identify the usefulness of
certain resources led to their avoidance behaviour. When preparing for
one of the unit tests, Shingo failed to identify the usefulness of reviewing
tutorial exercises, which illustrated how to put the concepts in practice.
Consequently, Shingo had difficulty in solving the questions, which
required students to demonstrate how to apply the concepts to the assigned
topics. Intheinterview after the examination, Shingo mentioned:

(18)
| should have reviewed the exercises. But | didn’t notice how important
the exercises were because | concentrated on memorising difficult
concepts in the lecture notes. So, | forgot to pay attention to reviewing
the exercises. | was so careless. If | had reviewed the exercises and
learned how to solve them, | could have covered the main concepts, too.
(Shingo)

In addition to the above-mentioned cognitive factors which concern
students' internalised skills and perceptions, this study found a
sociocultural factor — peer influence —, which is more related to the co-
constructive nature of participation. Peer influence sometimes gave rise to
the students avoidance behaviour when implementing management
strategies. Y uka, for example, planned to go to the study support centre to
seek editing support to confirm the appropriateness of her draft for her
2000-word essay for Australian Culture. However, it appears that the
advice from one of the exchange students who took the same subject in the
previous semester interfered with her active use of the facility.
Emphasising that the subject was mainly organised for exchange and other
international students, the friend informed her that it did not require the
friend to ask for proofreading in the previous semester as the teacher was
relatively flexible in relation to marking. Following her friend's
experience, she therefore avoided asking for assistance at the language and
study support centre. However, such avoidance behaviour made the
assigned task remain unsatisfactory and did not contribute to Y uka gaining
a high mark for the task. As Lave and Wenger (1991) stress newcomers
increasing movement towards fuller participation while interacting with
more experienced members, seeking assistance from peers and
coparticipating in various academic contexts with them tend to be
regarded as the factors which enhance students academic management.
Yet, as shown in this case, the host community members did not aways
help the students to participate in the host community. Rather, peer
influence sometimes reduced the need, which Japanese exchange students
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felt, to put their planned strategies into action, and negatively affected
their decision-making for adjustment planning.



CHAPTEREIGHT

DEVELOPMENTAL PROCESSES
OFACADEMIC PARTICIPATION

8.1 Introduction

Although LPP emphasises students’ growing acqaisitof knowledge
and increasing involvement in the host discoursenmanity, some
researchers claim that NESB students cannot nedgskacome fuller
participants (Toohey 1998; Kanno 1999; Toohey 199Mvestigation
thus needs to be made about the processes in shthstudents manage
their participation and the obstacles which prewbem from increasing
their participation. However, despite a numbereofpirical studies of
NESB students’ academic adjustment, few reseangtlie® have dealt
with these students’ incomplete participation ineav academic discourse
community. The principal limitation of this typef oesearch is that
students who discontinue their participation becamavailable to take
part in research. The in-depth ethnographic amtroahich this research
utilised, covers such a shortcoming and discusee®mly the completed
cases but also incomplete participation by Japaerskange students at
AU.

In particular, this chapter illustrates individuhfferent developmental
processes of academic participation, while expiptire differences between
completed and incomplete participation. The walyat tthe students
participated in AU were dynamic processes and reguently changed
as a result of their development of goals, motoral investments, social
networks, and academic management competence. e Thesplaying
components of Japanese exchange students’ acagemticipation are
discussed in relation to various cognitive and eodiural phenomena
affecting the developmental processes of partiipat
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8.2 Incomplete Participation

8.2.1 Overview of Shingo’s and Chie’s participation

Although the notion of LPP assumes that newcomansta gain fuller
participation, the cases of Shingo and Chie inditdhat they could not,
or did not necessarily seek fuller participatidrhese students’ participation
was not completed since both of them discontindmeir tstudies at AU
after finishing their first semester. Shingo’seasowed that the inside of
the host community was not a place that guararfidit participation to
him (cf. Kanno 1999; Toohey 1998). Shingo vagushyisaged that he
would gradually improve his learning and social@atvith host community
members by merely belonging to the host communitypwever, Shingo
was not able to become a fuller participant, sivagous socio-cognitive
factors hindered him from increasing his partidipatand contributed to
his remaining at the margin.

Shingo’s marginal positioning in the host communitgreased his
stresses and strains which, in turn, affected bath and resulted in the
occurrence of swollen lymph glands on his neckisTiness led him to
withdraw from two of the four subjects after theufih week of the first
semester and to abandon continuing his studidsirsecond semester (cf.
Table 3). While he was participating at AU, he iddrthe suggestion that
the illness resulted from these stresses and stb&icause he was reluctant
to accept the fact that he was worried about aaigist problems and that
he was homesick. However, in the follow-up intewiin Japan, he
admitted it, noting, “It's embarrassing for me taysbut | didn't know
how to be myself in AU. So | was very stressed amdssed Japan so
much”

On the other hand, the more Chie was involved énhitist community,
the fuller a participant she became. However, gtegually came to
regard the host community as not the place whezesbbuld stay long for
a number of reasons. After a temporary return apad in the mid-
semester break, she decided not to continue heiestun her second
semester. As shown in Table 3, these two studemsdomplete
participation was accompanied by contrasting acédeesults. Shingo
obtained a pass grade for one of the two subjecttudied and failed the
other one, whereas Chie’'s decreased patrticipatitinalowed her to
obtain reasonable results — three credit gradesqabs grade. These two
participants’ incomplete cases did not simply reguim their insufficient
English academic competence but from multiple fiscto
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Table 8.1: Overall results of Shingo and Chie

Participants Subjects and overall results

International Principles of International Practical

Shingo Management | Macroeconomics| Economy English
(Pass) (Fail) (Discontinued) | (Discontinued)
Australian Contemporary Australian Practical

Chie Indigenous Japan Culture English

Societies (Credit) (Credit) (Credit)
(Pass)

High Distinction: 80-100%, Distinction: 70%-79%,&glit: 60%-69%, Pass: 50%-
59%, Fail: 0-49%

8.2.2 Goals of participation

Students own arrangements of goals of participati@me one of the
factors that facilitated or constrained their stisdi The Japanese exchange
students tended to have different goals for padidng in student
exchanges. As briefly shown in Chapter Three, &imacademic goals
involved completing at least three subjects ous@fen, which he was
supposed to enrol in during his one-academic-yearse, and gaining
academic English skills, which would be advantagefmn him to study
the Masters course back in Japan. Contrary tdnitésntion to develop
such skills, he did not mind failing or withdrawifigm some subjects if
he found that they were too demanding for him. sThttitude was
significantly influenced by his native norms of elment in subjects in
Japan, whereby he emphasised how economically hiel abtain credit
points. Shingo noted, “In my Japanese home urtyetsusually enrol in
more subjects than | need. Then, | drop the halojests among them and
| keep the ones which | would be able to pass’is @pproach thus did not
enable Shingo to fully participate in all of thebgacts which he enrolled
in, and allowed him to withdraw from Internation&lconomy and
Practical English in the Australian situation.

Chie participated in the student exchange progracalise she desired
to overcome her inferiority complex about her lgditEnglish communication
skills, which she came to perceive as a returngdest in Japan. At AU,
Chie thus set her primary goal as improving her [iBhginteraction
competence, and also aimed to fulfil the acadesdairements to achieve
a pass. Chie commented in the interview:

(19)
In my course at my home university, there are dftseturnee students
who have much better English skills than me. Ometof the subjects
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were delivered in English, but | avoided Englistasses and the
opportunities to use English as much as | couldabse as a returnee
student I'm not good at English. My listening gimdnunciation are ok,

but | cannot speak English properly. (Chie)

Although the above-mentioned goals enhanced ChigfScipation in the
first half of the semester at AU, the attention giad to developing
English competence mainly for communicative purposather than
academic achievements did not enable her to maittai concentration
on managing her academic participation. After tfid-semester break
she perceived herself as having sufficiently inseel her English
interaction competence because she found hergefaving difficulties in
social participation at AU. Chie noted:

(20)
I'm happy with my improvement of English communioat skills. |
want to pass but my academic results were not smwritant to me,
because | won't transfer the credits. So, onceadlised that | can
somehow manage the requirements and | can pasultfects, | don’t
feel like studying hard. (Chie)

Her satisfaction with such developments contributetier decreasing her
participation in the host academic context. Irséhiwvo participants’ cases,
their arrangements of goals did not contribute moircrease in their
academic participation. The participants did raive dynamism in their
goal arrangements, whereby a new goal is desigitedaacertain goal is
achieved. Lack of changing or expanding goals sderhave thus led the
students to insufficiently allocate effort in rétat to their academic
management.

8.2.3 Limited motivational investment

The participants’ insufficient goal arrangementsrtggaed to their
inconsistent study behaviour. Even though theerided to achieve
certain goals, sociocultural constraints (such assqure from host
community members, especially peers or teacherfoor peers at their
home universities, and self-perceptions of thesesgures) sometimes
hindered them from acting based on such intentidnsthis regard, their
motivations to learn were not a static stimuluslezfrning but changed
according to various factors (cf. Norton Peirce3)99Thus, as mentioned
in Chapter Three, considering the dynamism of natithn, this study
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utilises the term of “motivational investment” tnadyse how the students
invest themselves in participating in the host acaid contexts while they
negotiate various sociocultural factors and mudtiplemberships in their
home and host universities.

Shingo insufficiently developed his motivational véstment in
increasing his own participation during his studias AU. Such
insufficiency was significantly related to his owense of self and his
reluctance to accept his peripheral position in tiest community.
Pavlenko and Lantolf (2000) claim that linguistiartsition itself involves
an intentional re-negotiation of one’s multiple ritides, which are
reconstructed in communication with members of a@&otdiscourse
community. However, while he was participatingdat, Shingo’s limited
contact with English-speaking community member®riieted with his
developing a “situated identity” as a student at &4l Norton 2001).
Thus, Shingo more frequently perceived himself asiéing student from
his Japanese home university rather than as aensticlent, who needed
to adjust to the new academic genres at AU. In, f&hingo often
conducted email and telephone interactions wittpbers in Japan to relax
himself, rather than interacting with host commymnitembers. Shingo
commented in the interview, “Every day, | have tmmich English in
classes, and so | want to speak Japanese wherrdgh f As shown in
Chapter Seven, his reluctance to accept himsedf @eripheral participant
also interfered with his investment to move fronripieeral to fuller
participation in AU. He did not allow himself tch@w his academic
struggles to others, and tended to be reticenhénpresence of English-
speaking host community members. Shingo noteddot’t feel like
communicating with my English-speaking friends bpftbecause my
English isn't good enough”. Such insufficient metional investment
prevented him from identifying how to behave agitimate peripheral
participant. Consequently, this resulted in hinlisimng “avoidance of
communication” as a strategy of keeping away frasteptial deviations
that could occur in his interactions with peers Kgustupny 1985).

The exclusive atmosphere in some classroom comiesjnitirthermore,
influenced Shingo’s motivational investment in papiating in class. As
shown in Chapter Five and Seven, teachers’ atstutevards NESB
students and the distance between Shingo anddssrohtes occasionally
resulted in his feeling that he was excluded. Shialgo claimed that his
classmates sometimes excluded his right to paatieim class interactions,
because they were not patient enough to listenstatterances. Such an
atmosphere led Shingo to lack the confidence ttqgjaaite in class and, in
turn, resulted in his being reticent in class.
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In contrast to Shingo, Chie effectively investedsledf in managing her
participation to fulfii her goals. Her motivatidnanvestment was
principally triggered by her anxiety about, andigtent in participation.
She was afraid she could not achieve the goal s$ipg the subjects in
which she was enrolled but at the same time sharded the academic
tasks as worthwhile. Chie commented in the ineawi

(21)
I'm worried about my study. | believe that the deers at AU are
stricter with marking than those at my home uniigrso | need to
study much harder. Otherwise, | might fail. Thekis are challenging
but I'm excited to tackle them. Actually, I've revstudied hard like
this in Japan. (Chie)

Such motivational investment allowed Chie to bey\aative in overcoming
her adjustment problems until the mid-semester koreblowever, her

investment seemed to decrease after the breakessila of not only self-

perception of achieving her goals, which was disedsabove, but also
due to influence from other Asian exchange studefitse fact that most
of the exchange students from other Asian counsiedied for only one
semester resulted in Chie reconsidering the leofjter study at AU. She
commented, “My exchange friends from other Asiamrntdes told me

that they cameéiere to study for only one semester because ttaytdi
want to delay their regular study cycles at th@mke universities. So, |
thought that study for one semester would be béitane, too”.

A shift of perceptions of herself also contributedChie decreasing
her motivational investment. Chie’s temporary netto Japan during the
mid-semester break led her to change her intetetaf who she was.
In particular,peer pressure in Japan contributed to her plaaimghasis
not on her social identity as an exchange studetnada third-year student
at her home university, who needed to start seagcfor employment.
Chie found that her peers at her home university Abeady started
submitting job applications, so she felt as if stes being left behind.
Although she previously planned to search for egplent in her fourth
and fifth years at her home university, she regbtteat she gradually
came to believe it would be better to graduateiwithur years rather than
to continue studying. Similarly, the presence &f boyfriend at her home
university encouraged her to change attitudes tdsvparticipation in AU.
Since she regarded her boyfriend as the one whersiwbd her most, her
participation at AU without his support increasest Btress in managing
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her academic life and also enhanced her interegtimning to her home
university sooner rather than later.

Chie’s sensitivity to how people in Japan mightceére her status as a
former returnee student from the U.S.A and Englalsth contributed to
distracting her attention from her participationrdat. When she consulted
senior students in Japan about her future emplognt&me found that
long-term study abroad experiences were not nedlyskaghly valued in
job applications, on the grounds that returneeesitgifrom overseas were
sometimes considered as selfish, argumentativdessdtooperative in the
workplace. Since she had already had six yeamvefseas experience
prior to participating in the student exchange paog she was afraid that
one more year of study abroad might worsen theasgion of her. Chie's
decreased motivational investment, furthermoretlypaesulted from her
decreased excitement in participating at AU. Talsahe end of her first
semester, Chie confided to other Japanese exchstugents that her
academic life at AU did not excite her much sinke bad previously had
similar overseas experiences in the U.S.A and HEwlgla

The findings here suggest that the complexity oftiple community
memberships negatively affected Shingo and Chiatsigipation at AU.
They physically belonged to the host community inentally moved back
and forth from their home to the host communityon€equently, they
ended up perceiving their temporary membershiphethost community
negatively and their belonging to their home comities positively. This
perception seemed to interfere with their sociainfation of self at AU.

8.2.4 Social networks

Shingo and Chie revealed contrasting results witgard to their

development of social networks at AU. Shingo’sitations in developing

academic networks had the effect of decreasingdthelopment of his
academic participation. As mentioned earlier, §bifiailed to develop

networks in the situations where others defined lam a linguistic

minority participant. Therefore, although Shing@swparticipating in

some study networks with some Australian or intéomal classmates
through group work towards the end of the semedtsr, networks

remained temporary because of his inactive invoksminm them. He was
not even able to maintain access to the group memi® was of

Japanese origin and with whom Shingo interactedaipanese. Shingo
commented:
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(22)
He (the group member of Japanese origin) was appatée, but it was
a bit embarrassing for me to speak to him in Jegma@d rely on him
too often. So, I tried to communicate with himBnglish. But once |
started communicating with him in English, | becamable to speak to
him as often as before. (Shingo)

In addition to academic networks, Shingo was ndé ab develop his
private peer networks. His private networks weasidally limited to an
international undergraduate student from Hong Kamyd Japanese
students who were studying English at the Englishgliage school
affiliated with AU. Membership in these networkeduently provided
Shingo with situations where he communicated iradape and positioned
himself favourably, since his Hong Kong friend ledkup to him for his
knowledge of Japanese popular culture, and hisngspafriends respected
him as a university student. However, his beloggim the group tended
to place Shingo outside of the host academic diseocommunity and to
block access to certain resources useful for acedeanagement.

Shingo’s lack of “social affiliation” in the hosbmmunity also partly
resulted in his unsuccessful development of soeétivorks there (cf.
Norton and Toohey 2001). In his Japanese uniyetsi had strong social
networks in a rowing club. Belonging to the clultaanatically provided
Shingo with the situations where he could socialigth peers while
exploring his personal interest. The networks walso academically
useful because senior or other members in the wkie very willing to
share relevant information, lecture notes, and pasimination papers.
Therefore, his successful academic achievemenigsatome university
were at least partly a result of his utilisatiorsath networks.

On the other hand, he was not able to obtain meshlpein a social
group within the Australian university. Althougle Iparticipated in the
Kendo club once, the large amount of weekly assigmadings for his
subjects prevented him from continuing to attenel pihactice sessions.
This lack of social affiliation promoted his senseisolation in the host
community and hindered him from using his nativeatsgy of relying
upon peers to manage academic participation. Thetiags indicate that
in the host disciplinary community, Shingo was radile to set up
situations where his status as a Japanese exclandent could be
respected and his personal resources could be dvdlife Norton and
Toohey 2001). His limited peer networks thus hiedehim from moving
out of his peripheral position in the host acadecuntext and interfered
with the development of his academic participation.
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In contrast, Chie's decreased participation did dicgctly result from
her social networks. In fact, Chie extensively eleped her social
networks as she established many situations whereogsitioned herself
favourably. As illustrated in Chapter Seven, shéectively took
advantage of her peripheral positionings to askrstbo accommodate her
needs of assistance with task management. Imebard, she had various
L1 and English-speaking peer networks to draw upmn academic
management and to share information relevant teeidkes. Chie noted:

(23)
It's easy to ask for help to teachers and Austnalia international
students in English, because | don’t have to useiiiics to them and
don’t have to be very polite like in Japanese. IAlave to do is to be
friendly to them. (Chie)

Placing themselves in a lower position than thguistic majority has
been considered as hindering students from learthiagarget language
(cf. Norton and Toohey 2002). However, Chie’'s ceseealed that her
access to academic networks was enhanced by heptance of some
degree of inferiority to host community members amgl deliberate
placement of herself in a lower position to thems shown in the
previous chapter, Chie’s previous intercultural enignces in the U.S.A
and England enabled her to regard such inferioritipps to host

community members as a natural phenomenon for meexo The
findings demonstrated that Shingo and Chie perdeitreeir inferior

positions to others differently and this differersignificantly influenced
their formation of academic networks.

8.2.5 Academic management competence

In Shingo’s case, his inappropriate selection dfjextts and insufficient
evaluation of management strategies negativelycitehis development
of academic management competence. As mentionéthapter Four,
because the policy of the credit transfer systerdaplainese universities
required exchange students to select subjects wiéch similar to those
offered at home universities but not equivalentthe ones they had
previously studied, Shingo failed to select thejescids at AU which
involved appropriate academic content at suitaldademic levels for
himself. In fact, the two subjects (Internatiofiadlonomy and Practical
English), which he discontinued, were too challaggifor him. The
academic level of International Economy was todhhiractical English
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did not allow him to maintain his concentration &ese it dealt with
unfamiliar disciplinary content and the credit geimvere not transferable
to his home university. His unsuccessful comptetaf Principles of
Macroeconomics was also related to the fact thatstibject content was
equivalent to the one which he had previously thilet his home
university. Shingo noted, “I thought | would belalo pass this subject
(Principles of Macroeconomics) when | selected But, once | started
studying it, | remembered that this was the arehvhwasn’'t good at”.
These findings revealed that Shingo’s inapproprisidject selection
complicated his academic management.

Shingo was also not able to identify effective amait management
approaches since his evaluation of his passivacymtion at AU was
insufficient. Until he obtained unsatisfactory uks for unit tests towards
the end of the semester, Shingo perceived his \magsrticipation as
adequate. This evaluation hindered him from attergpo be more active
in his academic management but he thought it wHiismt to study hard
just before examinations (cf. Chapter Five). Ewiough Shingo
evaluated his ineffective academic management, suckvaluation did
not lead to the adjustment of his management giegte For example, as
introduced in Chapter Six, he noted and negatieeluated his passive
study behaviour and rote memorisation of terminglogfter an
unsatisfactory performance in one of the unit testewever, Shingo was
not able to put his negative evaluation into actibecause a time lapse
between the unit test and other forthcoming tas&d the effect of
decreasing the seriousness of the difficultiesin@hstated, “Whenever |
have a bad result, | think | need to work morecégfitly. But | always
forget the feeling soon”. Shingo’s lack of suchuatiment hindered his
active participation at AU. Shingo’s case, furthere, showed how
difficult it is for students to cross-culturallyatnsfer knowledge and skills
learned in one context to a different one (cf. Fowet al. 1990). His
failure in transfer was partly attributable to himsuccessful subject
selection but, as shown in Extract {fi)Chapter Six, mostly because he
was overwhelmed by linguistic difficulties, whiclke lencountered at AU.
Shingo’s case suggests that his insufficient Ehgliampetence resulted in
his perception of common features between home tayal academic
genres as different. His lack of noting of comniiies in disciplinary
knowledge and situational similarities preventech Hrom utilising his
previously-developed academic skills.

Chie noted her limited academic writing skills imdlish and the
noting was followed by a negative evaluation of Hienitations. To
compensate for these, Chie utilised a managemeategy of co-
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engagement in tasks with academic personnel (cfap@h Seven).
However, her inconsistency in using this managerapptoach decreased
her development of academic management competeAsesoon as the
semester started, Chie established effective mamagfeapproaches by
drawing upon teachers and the instructor at thguage and study support
centre. These strategies enabled her to obtaiigta Bistinction (the top
mark) in her first written assignment — a 500-wesctrcise for Practical
English. In subsequent larger written assignméat&000-word critical
paper and two 2500-word essays), she allocated mumte effort in
seeking assistance from academic personnel. Howbeeeause of the
complexity of completing larger assignments, shaldaot obtain the
high results she expected. When she was givensa §ade for the
critical paper for Australian Indigenous Studie$ieCcommented, “My
effort didn't pay off. | was disappointed at thesult, because | really
studied hard for it. | shouldn’'t have studied thatrd if | had known |
couldn't get a high result”. Chie, therefore, grallly assessed the strenuous
procedures of co-engagement for the completion sfigaments as
unreasonable. Accordingly, she became unable totaia her incentives
to undertake this type of management approach. nStead, “I'm tired of
coming and seeing teachers or the instructor atctmre, because |
usually have three or four consultations to congplemne written
assignment. It's getting too much for me”. Affarishing most of the
written assignments, Chie simplified her managenapproach and began
to rely upon peers rather than academic personnelowever, the
simplified approach did not assist her in perforgnimell in the written
tasks and the examinations that followed. Throughwr study at AU,
Chie relied upon others’ academic assistance anphasised seeking
temporary assistance from others in each assignmatiter than
developing autonomous management skills.

8.3 Fuller Participation by the Other Four Students

In contrast to incomplete participation by Shinguml &hie, the other four
participants’ cases showed that Japanese exchamgdents were able to
resist being positioned marginally in dominant digses and to fashion
alternative subject positions that enabled them itcrease their
participation (cf. Canagarajah 1999).
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8.3.1 Overview of participation by the four studens

The other four participants — Yuka, Mami, Kenjidaftya — successfully
completed their one-academic-year participationAdt As shown in

Table 8.2 below, the three participants, Yuka, Maamd Kenji, who

enrolled in undergraduate courses, obtained begtits in their second
semesters. As mentioned in Chapter Four, they vesqeired to enrol in
four subjects in their first semester but AU allalwbem to enrol in three
subjects in their second semester. Yuka was tie marticipant who

completed eight subjects in total. While all tlwaurf subjects which she
enrolled in during her first semester were awar@rddit grades, she
obtained higher results for Japanese-related ssbjec her second
semester: High Distinction grades for two Japamekded subjects as
well as two Credit grades for another two subjects.

Table 8.2: Overall results of Yuka, Mami, Kenji, ard Aya

Participants Subjects and overall results
Practical Linguistics Australian Effective
S1 | English (Credit) Culture Writing
(Credit) (Credit) (Credit)
Yuka Practical Linguistics Japanese Interpreting &
S2 English (Credit) Linguistics Translation
(Credit) (High (High
Distinction) Distinction)
Practical Sociology French Politics
S1 | English (Distinction) (Distinction) (Credit)
Mami (Credit)
S2 Anthropology | Sociology French
(Distinction) (Credit) (Distinction)
Linguistics Sociology Anthropology | Australian
S1| (Credit) (Distinction) (Credit) Culture
(Credit)
Kenji Linguistics Sociology Australian
(Distinction) (Credit) Nature
S2 Experience
(High
Distinction)
Computational| Planetary Star and Observation
Aya s1 Astrophysics | System Galaxies Trip
(High (High (Pass) (Credit)
Distinction) Distinction)

High Distinction: 80-100%, Distinction: 70%-79%, etiit: 60%-69%, Pass: 50%-
59%, Fail: 0-49%
S1: first semester, S2: second semester
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In Mami’s case, it seems that her enrolment in l@gg subjects as
well as academic subjects aided her participatioAW. She noted, “I
thought that it would be hard for me to cope withirf academic subjects
in a semester. That's why | chose French. | sl 6f homework in
French but the tasks were easier to manage”. Merab results — four
Distinction grades and three Credit grades — sugbes she consistently
performed well throughout her one-academic-yeatystuNVhile Yuka and
Mami preferred to select first-year subjects, a&sdkchange program staff
at AU had advised, Kenji deliberately selected dthior fourth-year
subjects for his discipline, Sociology, since heferred learning some
specific aspects of sociology rather than repeatjageral sociological
theories, which he had learned in Japan. Althobghstruggles with
examinations in his first semester hindered hinmfrabtaining the high
results he had expected, his results were reasmratiiree Credit grades
and one Distinction grade. In his second semesthile he failed to
achieve well in Sociology, he gained a High Didime and a Distinction
grade for another two subjects. In Sociology, &iéed to complete the
major essay adequately, since he had trouble wi#hhbusemates and
needed to move out from his flat.

Aya’s Honours course in Astrophysics consisted afrsework in the
first semester and research in the second semestars, she planned to
allocate her second semester to undertaking hetekéashesis, which
would be submitted to her home university. Ayaagi#d two High
Distinctions, a Credit, and a Pass grade in hst emester. Whereas she
successfully managed two fourth-year subjects — [aational
Astrophysics and Planetary System — she had diitsuin managing the
other two subjects. One of the subjects, StarsGaldxies, was a third-
year subject, which was more oriented to astrontimy physics. Her
insufficient background knowledge of astronomy thesulted in her
struggles with task management. Aya also hadcditff in undertaking
the written report for her Observation Trip, whickquired verbal
descriptions rather than mathematical calculationEhese difficulties
contributed to her gaining lower grades in these swbjects than those in
her other subjects. Furthermore, her original daleeto complete her
Master thesis during her study at AU was delayesl tduher preparation
for searching for employment and her return to ddioa job interviews
three times during the semester. Therefore, Aydeerup spending her
second semester developing her knowledge and sé&fllscomputer
programming, expanding background knowledge of tesearch, and
determining the conceptual framework of her redeakter thesis was
successfully completed after her return to her dapahome university.
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8.3.2 Effective arrangements of goals

Compared to Shingo and Chie, the other four paditis effectively
designed and expanded their goals. Yuka, for el@ngxpanded her
original goal while participating in AU. SimilaotChie’s case, Yuka's
goal of participation originally focussed on incsgey her social rather
than academic participation. Based on this gda, mainly aimed to
improve her English interaction competence whilei@asing with other
community members. However, after the first fevelts she realised that
she needed to properly participate in the host exoad discourse
community to improve her English interaction corgpee. She remarked:

(24)
| noticed that | cannot interact with my classmatedl if | don't study
hard, because | can't confidently talk to my claag®a about subject
matters. | don’t want to make my classmates tlifnkne as stupid. So,
to make friends in class, | decided to study har@érka)

Accordingly, Yuka’s negotiation of her relationshipith peers resulted in
her expanding her goal and encouraged her to maleffart to improve
her disciplinary skills in English.

At the initial stage of participation in AU, thehatr three participants
also sufficiently specified appropriate goals tantein their concentration
on participation. Mami aimed to develop her Erdghsademic competence
and expertise in politics in order to become a jpubtrvant in the future.
Kenji's goals also involved developing his Englstademic competence
as a means of advancing to the Diploma in EducatioAustralia after
graduating from his home university. These stuslegals of learning
were further expanded after they noticed that sofithe topics, theories,
and references used in Sociology and Anthropologyewseful to their
graduation theses at their Japanese home uniestsikor example, Kenji
noted:

(25)

| didn’'t have many opportunities to read empirisaldies of sociology.
But, since | came here, I've read lots of empiriagticles for written
assignments. | found that how to present findiagsl how to use
theories in the articles are very useful to my gedihn thesis. | want to
expand my knowledge of sociology through undertgkivritten tasks
here. Hopefully, | will use some of my written @gsnents for my
thesis, in particular, the ones for which | had djoesults. (Kenji)
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It seems that the similarities of academic cultwestributed to students
increasing their progressive participation in AlWaheir Japanese home
universities. That is to say, the similarities raily promoted their
participation in AU through application of their gsiously-developed
disciplinary knowledge or native strategies (cf.after Seven) but also
sometimes allowed the students to aim to develep #xpertise at AU as
a means of facilitating their subsequent re-pgmditton in their Japanese
home universities.

Aya, furthermore, aimed to develop English acadetoicpetence in
order to gain computer programming skills, andxpasd her expertise of
astrophysics at AUShe reported that computer programming skills would
give her an advantage in her search for employmedtthat her expertise
in astrophysics was essential for her to demomstexcellence in her
Master thesis. Although students were not expettdedrite a thesis in
English in her home coursas a future researcher, she felt the need to
write her Master thesis in English and to develoglEh competence to
publish articles and present a paper at an intematconference. Aya
also highly valued the learning opportunities at ,Abecause the
opportunities to learn computer programming andjexib related to
astrophysics were scarcely offered at her homeeusity. These findings
suggest that the goals which the four participaetswere different from
those of Shingo and Chie in the degree of ideatifia of rationale behind
their participation in the student exchange prograrhe identification of
rationale made by the four students ended in piadutie dynamism of
these students’ goal arrangements and constituted af the crucial
factors which led them to be fuller participants the host academic
community.

8.3.3 Management of motivational investment

As was the case with Chie, the four participantstivational investment
in achieving their goals mainly resulted from amyxiand excitement with
participation in AU at the beginning stage. Thelf the need to carefully
identify how to respond to the rhetorical situatioim AU since they
perceived themselves as nonnative novice membehg dfost community.
However, later in their first or second semestassthey became familiar
with task management and developed their sociaworks, their
motivational investment tended to decrease. Tlis partly because of
their growing difficulties in keeping a balance ween studying and
socialising with their peers. Keniji, for exampleported that he was able
to concentrate on his studies at the beginningi®fphrticipation in AU
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because he had nothing special to do except stydyiWevertheless, once
he made some friends to socialise with, he gragdadd difficulties in
allocating his time to study.

Despite such decreases, the four participants nednhgir motivational
investment well enough to accomplish their spegjbials of participation,
which were discussed above. Their management ofivatonal
investment significantly pertained to their fornoattiof situated identities.
In Yuka's case, peer pressure helped her to inicrglgsdevelop her
identity as the same community member as her @eeksl. For example,
in Japanese Linguistics, peer pressure triggered deenprehensive
preparation for the classes by reading prescrilvéidles carefully and
solving questions in the exercises regularly. Yo&ted:

(26)
I would not prepare for classes so much if it wire other subject. |
prepare a lot for the classes because many friehdsine attend this
subject (Japanese Linguistics), and it's embamgsshat | cannot
answer the questions in presence of them. Bedheseknow I'm a
student from a Japanese university, they expectonggve some good
answers and examples in class. (Yuka)

Yuka's recognition of peer expectations and her oposition in a
classroom community led her to take an initiatimeciass discussions as
an information provider in this subject (cf. 7.3/30ve).

Her participation in Practical English and Austali Culture also
helped Yuka to perceive positive pressure from roftRESB students.
Since, as shown in Chapter Four, the courses wgenized for exchange
and NESB students, she became competitive withr MiiESB exchange
or international students in academic English skilShe stated, “I don't
want to come off second to other international stis. So, | have to
study hard and improve my English”. These findispswed that Yuka
positioned herself in situations where she effedyiwised peer pressure to
help develop her situated identites and manage imetivational
investment.

Similarly, Aya developed a situated identity as &nmber of an
Honour’'s course in Astrophysics with her four fellostudents. In
particular, her rivalry with an exchange studenbnfr Germany in
disciplinary skills enhanced her development ofhsam identity and
promoted her motivational investment in her studyror example,
although handwriting of mathematical calculationsassignments was
commonly allowed in her home university and AU, herman student’s
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utilisation of LaTeX, which is used to compose auwhent involving
mathematics, made her feel she also needed tohasesdftware in her
assignments. She mentioned, “He is the top studeming us, very
hardworking and has lots of knowledge of computegmmming and our
discipline. So, he always stimulates me and makedeel that | have to
study hard, too”. Such rivalry played a centrderim managing Aya’s
motivational investment and contributed to her éaging her academic
participation.

Mami’'s perception of herself as a representativestoflents at her
home university also enhanced her motivational siment. Since she
was the only scholarship awardee from the Japagesernment among
the six Japanese exchange students, she was ltkeljeel more
responsible for her participation in the exchangegmm than the other
students. She stated in her interview:

(27)
Because | was selected as an exchange student amamgcandidates
at my university and | was given a scholarshipavénto complete my
study successfully. If I should fail, | couldn’ddpack to my university.

(Mami)

It also seems that her aspiration towards learhgiged Mami to manage
her motivational investment since she regardechiegras helping her to

be confident of herself. She noted, “| feel ingecunless | keep studying.
| don’t mind if others call me square, but studyisgmportant for me to

be myself’. Such aspiration further led her to idvbolding negative

situated identities, which occurred in relationhier marginal position in

classes. She realised the limitations of her @pdiion in class discussions
but determined not to worry about her insufficipetformances in class
for fear that her anxiety about such performanbtesilsl negatively affect

her entire participation. Instead, she paid ppaktattention to investing
herself in undertaking academic tasks properly. sm doing, she

maintained her motivational investment in complgtiver participation in

AU.

In Keniji's case, his goal of advancing to the Dipboin Education in
an Australian university after graduating from Hi®me university
promoted his motivational investment in participgtin AU. He noted, “I
want to use my academic record at AU as evidencenyfEnglish
academic skills when | enrol in the Diploma in Edticn. So, | can't fail
and | have to do as well as possible in all thgesus’. However, Kenji
invested himself differently in two recommended jsuts for exchange
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students — Australian Culture and Australian NatHsgerience — and
other subjects. He did not actively participate tihe recommended
subjects since he regarded these subjects as mtftwinile to participate
in properly (cf. Chapter Four). On the other hdmd,identity as an expert
in sociology encouraged him to invest himself mareSociology and

Anthropology. Such an identity enabled him to derfitly activate his
previously-developed disciplinary knowledge in #hesubjects (cf.

Chapter Seven). He also demonstrated his ideaity novice student in
Linguistics, which led him to carefully learn thewn discipline. Kenji's

multiple identities in the host community enabldch o invest himself

selectively in various academic contact situations.

The findings suggest that participation and idgntitre closely
interconnected and mutually constitutive (Lave s¥ehger 1991; Wenger
1998). However, considering differences in acadegenres among
academic contexts and different social positionitiys students had in
each context, it seemed difficult for the particitsato invest themselves in
all the rhetorical situations equally. Thus, tlairf students sometimes
deliberately managed their identities and motivaloinvestments in
varied ways in order to increase their participatio

8.3.4 Development of social networks

The four participants negotiated their developmansocial networks in
various ways. As described in Chapter Seven, aimid Chie's case,
Yuka's previous intercultural experiences helped tioeactively interact
with others as a means to adjust to the host contynurshe started to
establish NESB peer networks in Australian Culmd Practical English.
She stated at the beginning of her first seme$teeally enjoy meeting
other exchange or NESB international classmategadkithg to them. We
share lots of common topics as hewcomers and eel nfiore comfortable
to talk to them than with Australian students”. ®w middle of her first
semester, her peer networks were expanded to Alastistudents in her
dormitory, who enrolled in the same subjects asonerho were learning
Japanese.

In developing her social networks, Yuka resisted peripheral
position in the host community in a different wayorh Shingo’s
unsuccessful case, which was discussed above. oOBdigm herself
favourably, she focussed on developing Japaneseeleaetworks and
successfully established situations where her igerds a Japanese
exchange student was valued and respected. Fonpéxaher first
Japanese learner network originated in her eshabéist of a close
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relationship with an exchange student from AU at Bapanese home
university. In fact, such a relationship was ofi¢he reasons why Yuka
was determined to study at AU as an exchange stuaehe first place.

At the host university, the Australian friend helpeith her participation

while sometimes serving to mediate the culturaltacty which Yuka

experienced between Japanese and Australian acadeittires. Yuka

also built up a mutual relationship with one of pesers in the dormitory,
who was studying Japanese at AU, whereby Yuka goagsistance in
managing tasks from the friend in exchange forrtntpher in Japanese.

In her second semester, Yuka also selected the sabjects as her
Japanese-learning peers so that she could askdorhelp in her class
participation as well as in undertaking academskgsa In particular, as
mentioned above, Yuka's participation in the sutgeelated to Japanese
— Japanese Linguistics and Japanese Interpretimg Taanslation —
allowed her to be in a favourable position in tfeessroom communities.
Yuka's confident attitude towards participationtirese subjects not only
furthered her English-speaking peer networks bst aleveloped her L1
peer networks with Japanese international students.

Compared to Yuka, the social networks of Mami arehjKwere not
extensive but they developed strong connectionis aviimited number of
peers. In Mami's case, it was not until the secsmedhester that she
developed her social networks with an Australiangleage exchange
partner and an AU exchange student going to Maddganese home
university. Her case revealed that, similar ton§his case, her shyness
hindered her from making friends at AU in her fisgtmester. However,
her reluctance to interact with peers was graduallgrcome after she
participated in the university’s bus tour to cehfkastralia during a mid-
year break. The tour provided her with the opputigs to socialise with
a number of students and enabled her to develdpcaafidence in
interacting in English. In her second semestesh sonfidence made her
sociable enough to seek a language exchange pantrresponse to a
public notice on a departmental notice board. A®gsult, she found a
local Australian student, who was enrolled in aibeegr-level Japanese
course at AU, as a partner. The exchange lessdrish Mami and her
partner held twice a week, not only provided theaions where they
mutually supported each other as second languageeles but also made
Mami more willing to interact in English. Mami conented in the
interview:
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(28)

| feel a bit scared to hear Australian studentsakiong English, and
actually so did | when | met him (the language exgje partner) first.
But, when he started speaking Japanese, it souwratgdriendly to me.
He can't speak Japanese fluently because he igianag, and so | have
realised that everybody has difficulties in leagnim second language.
Since | started noticing it, | became a bit morefittent to speak
English to him. (Mami)

In the second semester, Mami also developed rappilt an AU
exchange student, who was selected to study atJApanese home
university. Their equal relationship as exchargeents moving between
Japan and Australia enabled them to respect thaitipns as second
language learners and to interact both in Englisth dapanese. The
relationship between the two of them continued aaniils home
university after she returned to Japan.

Similar to Yuka's case, Kenji had an Australianefrd who had
previously studied as an exchange student at pangse home university.
The friend had already graduated from universitgt #irus could not help
Kenji to be involved into the university communitydowever, the friend
introduced Kenji to a group of opera lovers outsilg, since he knew
that Kenji belonged to an opera club at his homgeausity. At his home
university Kenji had many experiences in sociafisimith international
students in English using his knowledge of musichs utilised the same
strategy to establish close relationships withftleads in this group. The
strategy allowed him to make two close Australieenfds in the group,
who frequently assisted him in editing his writtagsignments. In his
second semester, Kenji started sharing a flat thi¢se friends. His daily
life with them helped him to expose himself to Hsiglinteractions and
allowed him to gain editing support from them mémquently. In this
regard, his private peer networks had an effestatfilising his social and
academic lives. These three participants’ casesodstrated that
Japanese learners as well as the AU exchange suddm had studied or
would study at the participants’ Japanese homeeusities, were the most
approachable peers in their developing social nedsvo These peers
allowed the participants to establish situationemghtheir identities as
Japanese exchange students were respected and.value

Aya, furthermore, had the most comprehensive stratarrangement
in her course whereby she and her fellow studeptked collaboratively
in the same office (cf. Chapter Seven). Thereforepntrast to the other
Japanese exchange students, she did not needr¢b $&aa group where
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she could position herself or to find peers, whorevavailable for
academic discussions. Aya commented in the irdervi

(29)
I am in a good environment because | need to speagkish to make
myself understood to my colleagues. | can covetbnaken English by
showing them mathematical formulae. They alwayteli to me
attentively even though my English isn’'t good. &dpn't have to get
so nervous when | talk to them in English. (Aya)

Her academic experiences as a Masters studentrdtomee university

provided Aya with some advantages in disciplinamgwledge. It appears
that such advantages exceeded her linguistic cisddge and facilitated
her gaining equal relationships with her fellowdgnts in sharing some
information about task management. The impacthede four students’
social networks on their academic participation gasg that their

adjustment to academic genres was a locally-siuateractional process
rather than an autonomous assimilation to broaieipiinary cultures (cf.
Casanave 1995; Prior 1998).

8.3.5 Development of academic management competence

The participants’ development of academic managénoempetence
significantly depended on their noting and evahgtthe limitations of
their own participation. The cases of Mami and jKeavealed their
frequent evaluation and re-adjustment of their oveamagement approaches.
For example, after experiencing one of the endeofiester examinations,
Mami realised that her strategies of making and oresimg summary
notes did not allow her to achieve well in essajestexaminations,
because she found that the questions in the ex#orisafrequently
required students to discuss the relevant topldaus, in preparing for the
following examination, she placed more focus upow o apply theories
and findings of the readings in real social sitagi and added brief
discussions based on her analysis of the notes.

Kenji also noticed his approach to reading artidt@sSociology and
Anthropology was inapplicable to Linguistics. Asosvn in Chapter Six,
while reading articles, he was able to activate grisviously-developed
disciplinary knowledge and to apply his sociologicgerpretations of the
arguments effectively. Thus, he frequently utdisestrategy of skimming
the important sections in the articles. Howeverges he did not have any
background knowledge about linguistics, this strateas not successfully
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applied in reading linguistic articles and led hita insufficiently
understand the contents. His recognition of hisitéd reading and
comprehension skills in Linguistics led Kenji teadjust his management
approach in this subject and to use an additiotrateg)y whereby he
reviewed lecture notes thoroughly, while making ettdr copy of his
scribbled notes (cf. Chapter Seven).

The adjustment of academic management by KenjiMeawahi was also
shown in relation to their subject selection foeithsecond semester.
Except for Linguistics, Kenji avoided selecting thsbjects which
involved examinations for assessment, because tigedahe limitations
of managing examinations after receiving an unfsatisry performance
in the three examinations in his first semesteenjKremarked:

(30)
In the previous semester, | was required to wiiteua 2000 words in a
two-hour examination time, because the teacheraegdeus to write
about 250 words for each of eight questions. Bmt hot a native
speaker of English, and so | can't write that amiafrEnglish within
two hours. Also it's hard for me to review all thie 13-week contents.
(Keniji)

In fact, even though Keniji received Distinctions fihe two written
assignments in Anthropology in the first semeskanji’'s insufficient
performance in the examination, which consistedb@fpercent of the
overall assessment, reduced his grade to a Credilterefore, these
unsuccessful experiences led Kenji to adjust hifesti selection and to
enrol in the second semester subjects where writigssignments
constituted the main assessment. Following hengatnd evaluation of
her insufficient competence in discussions, Mambatelected subjects
which did not assign any group work as an assedstagl for her second
semester. She commented:

(31)
In Semester 1, | had several discussions for pairgroup work, but we
didn’t get any constructive ideas. | hated pgstiting in discussions
because my group members liked talking and argdingweren't very
cooperative to negotiate ideas. So, | was alwayet @n the discussions.
(Mami)
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These two participants’ cases showed that theingand evaluations of
limitations of academic management enabled theselectively avoid the
situations where they had difficulties managingrtparticipation.

Yuka and Aya, furthermore, developed their academamagement
competence in relation to their peers. Since Ygadised her limitations
of independent management of her participationstemwvn earlier, she
selected the same subjects as her peers in herdssemester. As a result,
she successfully expanded her private peer networtsademic networks
in those subjects and established situations whergeers and she could
cooperate with each other on the same academis. tagius, she was able
to utilise different peers in different subjects nmnage her academic
participation. Aya also developed her academicagament by learning
how to undertake computer programming from herofellHonours
students. While Aya, as an expert in physics, alae to independently
manage most of her participation, she needed tk peer support for
programming mathematical calculations as a legtémaeripheral
participant. Peer support in a common workplaceegones constituted
scaffolding, which, in particular, helped Aya tovdep her academic
management competence in relation to computer anogiing. She noted
in the interview, “In our office, my friends ofteteach me how to do
computer programming, even if | don't ask them”.n buch an
environment, her fellow students occasionally pthgerole in modelling
by showing Aya how to undertake computer prograngn@nd coaching
by supporting Aya’s attempts to perform programm(ofy Brown et al.
1989; Collins, Brown, and Newman 1989).

This type of relationship with her fellow studemdepended upon
Aya’'s community membership in her Honours courser lactive
participation in the community, and her fellow stats’ abilities to model
and coach (cf. Lave and Wenger 1990; Belcher 19®@%).this occasion,
Aya was confident of managing all the tasks excepimputer
programming and the peers respected her abilitRerause of her peers’
respect, she did not feel embarrassed to tempprhdlve a kind of
apprenticeship as a mode of learning. The relshipnfacilitated Aya
overcoming her weaknesses in academic managemerteseloping her
independent management competence in computergonogng.
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CHAPTERNINE

CONCLUSION

9.1 Introduction

This study provided an ethnographic examinatiosiwflapanese exchange
students and included an investigation of the strat arrangements of
student exchanges between several Japanese aAdisinglian university.
The findings demonstrated that these exchange mtsidenanaged
intercultural academic interactions in various wayselation to academic
management processes through their participatioAlat The present
study also discussed how policies and practicestafient exchanges
affected both structuring support systems for incgnexchange students
at AU and assisting Japanese exchange studentsitiom from home to
host academic communities.

This chapter provides theoretical and pedagogingllications for
intercultural academic interaction. In particuldwe contributions that this
study makes to language-in-education planning, LAf@ the concept of
LPP are detailed in this chapter. The chaptethéumore, suggests how
Japanese exchange students should manage thdoipadidn in host
academic contexts, and how student exchanges slbeuldrganised to
support these students’ academic management. st altlines the
limitations of the study and makes recommendationfuture studies.

9.2 Language-in-education planning of student excimges

The focus on the aspect of language education student exchange
program enabled this study to explore the strustofestudent exchanges
in relation to management of cultural contact ofademic systems
between AU and JUs. The findings shown in Chaptarr demonstrated
various tensions in relation to policy planning amdtivation planning

goals of the student exchanges. It seems that thessions were
significantly affected by two main interplaying stemmings of student
exchanges between AU and JUs — insufficient estainient of evaluation
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policies and negative influence of top-down plagnirAlthough AU and

JUs reviewed and evaluated student exchanges te siegree, the
feedback was not thoroughly implemented in the alctystems. For
example, exchange program staff at AU suggestedirtiportance of

consolidating supporting programs for incoming exuie students,
including establishing one-to-one relationshipswaein the exchange
program staff and exchange students, incorporati&AP or IAP courses
into curriculum for these students, and providingne financial support to
the students. However, the suggestions have reat hened into actual
plans to reform the exchange program.

The exchange program staff at JUs also stressedebée to collect
data about the host academic systems at overseagmpaniversities and
promote Japanese exchange students’ preparatiothdohost academic
requirements. JUs collected written reports froetumed exchange
students, and also they sometimes organised vieitgheir partner
universities overseas. However, the reports tetidddcus on university
social lives rather than academic participationd dhe visits, which
mainly focussed on inspecting facilities only infew days, were not
adequately planned to investigate the structurehngements at AU.
Therefore, it is obvious that the evaluation meddran of the academic
support systems for Japanese exchange studentsilameveloping on
both sides. The home and host universities needottaboratively
“recognise and evaluate the variation of acadenytesns and then
consider strategies of adjustment” (cf. Neustupd@4.

Furthermore, it is likely that community and govwmental attitudes
towards student exchanges as well as the goverrsmaltbcation of
resources to student exchanges have influenceaypgplanning of a
student exchange program at AU in a top-down fashidhe top-down
planning negatively affected systematising the supgrogram for
incoming exchange students at AU. The AVCC hagsstd that
Australian universities need to send more Austnalimdergraduates
overseas on exchange, following the successful ohske ERASMUS,
the European University Student Exchange Program @ustralian Vice-
Chancellors’ Committee 2001). The positive attuaf the community
towards sending exchange students overseas ldt tlunding from the
government to design a study abroad program und&ARJ (University
Mobility in Asia and the Pacific Region). In coast, the incoming
exchange programs are less willingly funded byAhstralian community
whether it be at the governmental, local or instal level. Since it
seems that exchange programs for incoming studeatsiot regarded as
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important or beneficial to Australia as the outgpanes, macro policies to
support the incoming cohort have not been fullyiglesd.

To reduce these types of shortcomings, it is necgsfor AU to
introduce meso- and micro-level modification of “@@wvn policies to
meet the needs and goals of the incoming cohdne modification would
require the exchange program at AU to examine thirlslity of macro
policies for organising a well-balanced exchangegmm and to mediate
the tensions between macro policies and requiredtstal arrangements.
It is also crucial for AU and JUs to return to emarly stage of bottom-up
planning — the surveying stage — and to develojizdwtal consistency
between both sides. The student exchange progiainas AU need to
examine policies and practices with regard to stbjetailored for
exchange students, subject arrangements at eaahyfalanguage and
study support centres at AU, and student exchapsferas at JUs. The
analysed data should be shared with JUs so thgt tam device
appropriate pre-departure programs and re-adjustnsgetems after
students’ returning home. Subsequently, the exgdagrogram staff at
AU and JUs will be able to identify the extent tdigh the programs
should provide academic support to Japanese exehstoglents and to
elaborate upon the access, curriculum, methodsnaatdrials policies of
student exchanges.

Horizontal consistency would be further consolidateAU and JUs
collaboratively collected naturalistic data relgtio the obstacles faced by
students’ participation in the exchange programdt(cf. Chapter Five,
Seven, and Eight). The combined investigationnstiiutional systems
and students’ participation can also lead to theeld@ment of the
evaluation mechanisms. The micro-level modifioatiof top-down
planning and development of horizontal consistemayuld enable a
revision of the student exchange program policiebs an establishment of
policies that are more oriented from cultivatiorampling. The micro
policies and practices established through theggoaphes would also
allow Universities Australia and governments tooresider how student
exchanges should be organised and to reform theomstauctures of
student exchanges. Such an approach will, furtbe¥pead universities
to identify the ways to manage cultural contractatinstitutional level
and establish a multicultural academic communityesghinternational
students with diverse backgrounds can participetigedy.
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9.3 Theoretical implications for LMT

Although LMT has been recognised for decades, tefulness of the
theory in investigating various language behaviduas not been
sufficiently exemplified in academic contact sifoas (cf. Neustupny
2004). The present study contributed to this retearea by demonstrating
detailed mechanisms of the processes of acadenmagaaent. The most
important contribution this study made to LMT isetkxpansion of the
framework. In this study, the problem-oriented raggh of the theory,
which norm deviations trigger, is expanded to tbeceptual model which
deals with various contact situation phenomena. rioda phases of
academic management were also added to the origindkl, including
re-evaluations, availability and accessibility esources, discontinuation
of management, effectiveness of management stestegand re-
commencement of the correction cycle.

Whereas previous studies of language managemest ppeid a great
deal of attention to noting and evaluation, theyehaften paid scant
attention to the management processes as a wHollduastupny 2004).
The findings shown in Chapter five, Six, and Sestemonstrated some of
the processes relevant to each stage of the mauklcantributed to
illustrating the whole picture of individual managent processes.

9.3.1 Negotiation of norms

The study reported in Chapter Five about the psEsesf norm deviations
contributes to increasing our awareness of howestisdand universities
should manage multiple norms in academic contacatbns. Students’
struggles in academic contact situations are awitatde component of
academic management processes in that the strugghee students
with opportunities to plan their adjustments, irse their participation,
and further develop their English academic competenWhereas the
classic LMT starts with norm deviations, it seemprapriate to employ a
broader concept — norm negotiations — than nornmtlens and examine
the deviation process, in order to elaborate omwidngs Japanese exchange
students experience new norms in situations ohgite academic contact.
In particular, Chapter Five has demonstrated wipadase exchange
students applied their native norms by illustratingw their previous
knowledge and past academic experiences were aggbtivith the new
norms and practices that they encountered in tsedwademic context. |
have also attempted to make an important contdhuty employing LMT
in relation to sociocultural aspects of academterarction, specifically
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situated competence, communicative goals, anddoosiunity members.
Consequently, this study has found that languagenagement in

academic contact situations involves various cogniand sociocultural

processes of norm deviations and that the devat@mtur not only as a
result of conflicts between native and target nobmsalso in relation to
participants’ insufficient adjustment to target mg; and other host
community members’ influence. At the same timeslaswn in Chapter
Seven, there can be deliberate avoidance of taggets on the part of the
foreign participant in academic contact situatioitisis also necessary for
us to consider that NESB students’ application ative norms involves
many unconscious processes and to examine whairdacontribute to

their covert application of native norms.

The process of norm deviations with which this gtdealt is one of
the crucial aspects of academic management. However, academic
management is not only a problem-oriented processitbcan also be
triggered by positive contact situation featur&part from norm deviations,
students can encounter commonalities of discipfinlenowledge and
cross-cultural situational similarities by applyittieir own native norms
successfully. Students’ academic struggles alsd t® even exist at
subsequent stages, including adjustment plannivegjriplementation of
management strategies, and the evaluation of gteate Thus, in addition
to norm deviations, detailed analyses of positiortact situation features
and other stages of academic management processesealed in order to
examine the whole picture of academic managemecepses.

9.3.2 Noting and Evaluations

Chapter Six demonstrated that detailed mechanismshe language
management processes in which students note ahthvaarious contact
situation phenomena, including commonalities otigignary knowledge

and cross-cultural situational similarities as wadl norm deviations. As
Schmidt (1990, 1992) indicates, no learning is jmbsswithout some

degree of consciousness. The degree of notingeealdation determined
how well Japanese exchange students can attenostcabademic norms
and examine the necessity of taking subsequerdracfrhe findings thus
indicate that noting and evaluation play an impartale in systematising
academic management by providing students with dppities to

appraise contactness between home and host acadgmies and
consider the degrees of differences and similariietween them. The
stage of noting contact situation phenomena ilstt various types of
self- and other-noting as well as several degréemiing, involving lack
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of noting, and noting but insufficient identificati of norm deviations the
students encountered. This study also discussednttltiplicity of
evaluations of contact situation phenomena by dating the processes in
which self-, other-, and re-evaluations as wellahsence of evaluation
occurred in relation to various factors. The cotrstudy, furthermore,
made a valuable contribution to LMT by revealingttthe developmental
processes of Japanese exchange students’ acadarti@pption at AU
were significantly affected by the ways these stisl@oted and evaluated
the rationale of participation in conjunction witfeir goal arrangements
and motivational investments (cf. Chapter Eight).

It is also notable that this study provided anghsiinto the role that
positive evaluation plays in language managemetthough Neustupny
(1994) indicated the possibility of adjustment lhsen positive
evaluations in LMT, the process of such evaluatidvas not been
exemplified comprehensively in previous researthe students’ positive
evaluations of commonalities of disciplinary knodde and cross-cultural
situational similarities found in this study wilelp sociolinguistic research
to reconsider the concept of contact situationdgchvimainly deals with
intercultural conflicts, and to re-examine the &ton of language-using
behaviour, which triggers a language managementegeoin academic
contact situations.

Noting and evaluation significantly pertain to stats’ critical
monitoring of their own activities as well as th@inalyses of situated
practices, of rhetorical situations where theylaoated, and of their own
social positionings. The actual degree of contsgnis difficult to
measure, but this study suggests that the measnreae be facilitated by
students’ examination of host academic requiremerstsexperienced
members of their own disciplines. Such a perspeatiould encourage
students to actively use their expertise as catéar making comparisons
between native and contact situations and allownthe appraise the
applicability of native norms in academic contadtuaions and the
validity of target norms. Based on the theoretiogllications for studies
of academic interaction and LMT, future researchedse to
comprehensively investigate the mechanism of syagragsal and then
explore the impact of the appraisal on studentsingoand evaluation of
various phenomena in academic contact situations.

9.3.3 Adjustment Planning

The findings of Chapter Seven indicate that diffiérilities were needed
for Japanese exchange students to undertake thaliffeoent types of
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academic management, since self-management fréguenterged in
relation to the students’ own academic competengkereas their
utilisation of other-management required them teettsp coparticipation
skills, such as competence in building up favowrapbsitions in a
community, equal relationships with peers, and oapmith academic
personnel. However, it is worthwhile to note theerrelatedness of self-
and other-management in order to facilitate stuglemanagement of
intercultural academic participation. Studentsdngeuse assistance from
others as a means of consolidating autonomousnsatigement skills
rather than by merely relying upon others to previimediate feedback.
Similarly, academic skills, which they gain fromfs@anagement, can be
applied to other-management on the grounds thdt skils occasionally
help them to improve their positionings in a comityiand control power
relationships with others.

This study also demonstrated that Japanese exchahgients’
adjustment planning and implementation of strategiere significantly
affected by the co-constructive nature of acadan@nagement. Since the
students’ coparticipation with other community memsh in various
academic settings did not necessarily enhance ddgistments to the host
community, it is necessary for the students to tiatgpaccess to various
external and social-interactional resources, whilgentifying the
necessities and usefulness of such resources.

The other theoretical contribution which this studyade to the
planning and implementation stages of LMT is thenitification of
obstacles to adjustment planning. The studentsdastoimplementing
management strategies as a result of negativenaiteepresentations of
the importance and because of their passive atstutbwards the
implementation. Moreover, even though they welbngito allocate effort
to implementing management strategies, unavailglaind inaccessibility
of external and social-interactional resources tt@ents sometimes led
them to abandon management strategies. The pisseytalso illustrated
how evaluation of management strategies served shedents’
developmental processes of academic participatiddbn Ghapter Eight).
For example, Shingo’s incomplete participation &t partly resulted from
his insufficient evaluation of the limitations ofshstrategies, whereas
Mami and Keniji increased their participation byeeffvely evaluating
their academic management and avoiding rhetoritahtfons that were
unfavourable for them. It is, furthermore, worthighfor this study to
suggest that the development of academic managdmeanstrained due
to avoidance behaviour, abandoning implementingtesies, lack of
evaluation of strategies as well as lack of notind evaluation of contact
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situation phenomena. These findings provide aiglnsnto why and how
language management is constrained as well astlmtostages of the
process where the interruption can occur.

These detailed mechanisms of language managemédpt use to
identify complex and dynamic processes of managénamd factors
facilitating or constraining novice students’ adimsnt to a new discourse
community. Such identification can lead univeestito design and
implement organised management of students’ initeral academic
participation and to establish ongoing support esyst which scaffold
students’ academic management and enable themvébogeautonomous
management skills.

9.4 Theoretical implications for LPP

This study exemplified the concept of LPP by ilfatihg the multiple
ways in which newcomers participate in a communityile actually
undertaking activities embedded in social situaioThe findings
concurred with the concept in that Japanese exehasiydents’
participation at AU was not “a linear notion of Iskicquisition” (Lave and
Wenger 1991: 36). However, at the same time, mgystionfirmed the
limitations of LPP, which several researchers halveady indicated (cf.
Andersonet al 1996; St. Julien 1997; Kirshner and Whitson 1998;
Toohey 1998; Kanno 1999; Toohey 1999; Wilson aneidy2000).

LPP is the concept which integrates sociocultundl @ognitive aspects
of participation as “a descriptor of engagementsatial practice that
entails learning as an integral constituent” (Lavel Wenger 1991: 35).
Nevertheless, as noted by others, the present stisdysuggests that the
role of internal representations played in learnmgot fully covered in
the concept. It is important to prioritise undansting social conditions
and learners’ interaction with the lived-in world order to understand
individual behaviour. However, academic interactiudies still need to
carefully examine how students undertake sociorllforactices because,
as previously discussed, cognitive aspects of iegreometimes hindered
students from engaging in such practices. Thusleasonstrated in this
study, it is necessary for the concept of LPP tanbegrated with some
other theories. The theoretical integration, whtbis study achieved,
allowed the study to effectively examine the sogitagal and cognitive
processes of their engagement in situated acswtieile specifying what
students need to learn and the situations whetelsaening occurred.

The other limitation of LPP was shown in relatiom $tudents’
increasing participation. The findings illustratdwit the students could
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not necessarily gain access to desirable resoumoes increase their
involvement in the host academic settings simplgalise they physically
belonged to the host community. In particular, iheomplete cases of
Shingo and Chie exemplified such limitation by shaytheir struggles
with managing their peripheral positionings in thest community,
developing situated identities, and managing thetivational investment.
This study, furthermore, identified limitations lgfarning with other host
community members. As described in Chapter Filtapagh Lave and
Wenger (1991) stress newcomers’ increasing movernamards fuller
participation while interacting with more experiedcmembers, the host
community members did not always help the studengmrticipate in the
host community. In this study, the undergraduatgses did not normally
enable students to learn through apprenticeshimudh Aya’s participation
in an Honours course sometimes revealed this typleasning. More
casual assistance from other host community membess also
unavailable and inaccessible on occasions (cf. ©hapeven). In fact,
several cases were found where the actions of dibet community
members themselves resulted in hindering the exghastudents’
participation. Some participants’ cases, furtheenitiustrated that working
with others was not a suitable participation stige them personally.
Thus, these findings suggest that the concept &f héeds to allow for the
negative — as well as positive —impacts of othenmoinity members on
newcomers’ negotiation of participation in a discgucommunity.
lllustrating the situated nature of academic manwsge, this study
provided a significant contribution to socioculturperspectives of
intercultural academic participation. Although eeal researchers stress
the situatedness of genres (Berkenkotter and HUk¥®@%, etc), this study,
carefully examining such a broad perspective afasétdness, found that
situated learning in academic contexts is not abmamgarded as entirely
situated on the grounds that situated practicesespras triggered
students’ activation of their prior knowledge amperiences. As mentioned
earlier, Japanese exchange students can use pmigvilaveloped
expertise to analyse the differences and simiéaritbetween native and
host norms at the noting and evaluation stagesademic management.
This type of noting and evaluation provides imgiicas for LPP as it can
lead the students to negotiate intercultural atdraontextual aspects of
situated phenomena as experienced members of dweirdisciplines in
the process of learning genre-specific knowledgen@gce students in
their host community. This negotiation enabless¢éhetudents to have a
better understanding and command of genre knowledgeedded in host
academic contexts and to gradually transform themsdrom legitimate
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peripheral participants to fuller ones in a hosadmnic discourse
community.

Hence, it can be argued that NESB students’ integraof genre-
specific knowledge with previously-developed knadge and strategies
plays a crucial role in undertaking situated atigi to respond to the
academic requirements at an overseas host uniuerS§itich integration
also helps students to develop intercultural coempet whereby they can
act as a mediator between their native and hosteadia cultures as well
as between themselves and others (cf. Byram 2008prder to further
explore how intercultural and intercontextual asped situated academic
practicesaffect LPP, future research needs to make a manphensive
investigation about multilayered processes of atécienanagement and
academic coparticipation. Such an approach wip lus to elucidate the
complexity of situated responses to academic reqents and provide
NESB students, including Japanese exchange stydevits better
methods to cope with cultural contact in acaderoittexts.

9.5 Implications for Japanese Exchange Students

The ethnographic examination of six participanteaded that, despite the
complexity of their participation in an Australiamiversity, Japanese
exchange students were able to implement variopsoaphes to increase
their participation. As previously discussed, Jegs& exchange students’
transition from home to host universities involvaes shift of their
positionings in a community from experienced comityumembers to
non-native background novice students. This spudyides implications
and suggestions for students’ cross-cultural adjest to a new academic
discourse community. First of all, this study sestg that at their home
universities and prior to a study-abroad periodriel Japanese exchange
students should establish personal connections witir incoming
exchange counterparts from Australian universitigsssisting with their
participation. Such connections will enable thealese students to
obtain pre-departure information about host acadesystems from the
Australian students. At Australian universitidse trapport can also lead
the former Australian exchange students to provVidtther assistance to
the Japanese students by mediating cultural contaby contributing to
their development of social networks.

Second, it is helpful for Japanese exchange stadentontact future
Australian exchange students going to the Japasésgents’ home
universities. These Australian students are likelpe willing to provide
some academic assistance to Japanese exchangetstindexchange for
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receiving some information about their home unifiess The further
implication for Japanese exchange students’ crokgral adjustment
relates to their specification of appropriate godismay be necessary for
the students to view their inferior positions atsthainiversities as an
inevitable stage of learning as legitimate periphgrarticipants. Clear
goals will help the students to overcome a sens@fefiority and to
develop their situated identities and motivatiomalestment in host
academic contexts. In particular, it is effectise them to aim to develop
their expertise for their subsequent re-particgratiin their home
universities, such as developing theoretical petspes and collecting
resources for a graduation thesis. It is alsosadble that students specify
goals for developing academic English skills iratiein to further study or
future employment.

This study, furthermore, suggests the ways Japanedsange students
improve their task management. Their task managecen start at the
stage of subject selection. Thus, Japanese exehsiugients need to
carefully select subjects where they can activdteirt disciplinary
knowledge and implement native strategies to mameg#cipation. In
their second semester, the students’ subject mmeshould be based on
their experiences of task management in the prevememester. It is
crucial for them to avoid selecting subjects, whiokiolve the types of
tasks that they could not previously cope with,tloe subjects, which
allocate a high proportion of the overall assessnesuch unmanageable
tasks. Selecting the same subjects as their pémve)ving local
Australian, international, and other Japanese dgeris also helpful for
these students to enhance their collaborative rizeskagement with peers
and their involvement in classroom communities.

Japanese exchange studeats NESB novice studentfyrthermore,
need to recognise the importance of everyday fyaation in class in their
task management. It is advisable for the studenpseview lecture notes,
if the notes are available on the website, andrgestse their own
handwritten notes after class to regularly prepfare end-of-semester
examinations. It is also necessary for them tgueatly review their
study behaviour and evaluate the efficiency oftsgi@s in order to
develop situated strategies, which are suitableagademic contact
situations. Similarly, the students need to cdieixamine the degrees of
commonalities of disciplinary knowledge and sitaaéil similarities to
apply their native knowledge and strategies. Saichexamination will
require the students to observe others’ study hehgvask others about
the applicability, or provisionally utilise theirrgvious knowledge and
strategies to evaluate the applicability. The stis' time management is
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also crucial in that it sometimes determines theiehcy of their task
management. Making timetables and reviewing thedales on a weekly,
monthly, and semester basis will enable the stsgdenmake the most of
the possible resources.

The present study, furthermore, suggests that &apamxchange
students use social-interactional resources effegti These students
could inform teachers of their own academic straggit the beginning of
a semester in order to draw the teachers’ attertiothemselves and to
seek ongoing assistance from them. It is alsomewended that the
students develop networks of learners of Japaredactlitate obtaining
peer assistance in task management. These leameensore approachable
to Japanese exchange students than other stuthestsise the learners
tend to be willing to interact with Japanese sttslavho have just come
from Japan. The networks can thus provide theestisdwith opportunities
where they can help each other to manage theireatadtasks. The
reciprocal relationship can further promote Japarstsdents’ involving
themselves in the host community and contributestiabilising their
academic and social lives.

9.6 Implications for Student Exchanges

9.6.1 Structuring a student exchange program at aAustralian
host university

NESB exchange students’ participation in an Australiniversity needs
to be considered as a reciprocal negotiation bgesttis and the host
community rather than a one-way enculturation psscaince not only
students negotiate their participation but alsodbmmunities can adjust
to their expectations and needs (cf. Casanave 1288el 1997; Prior
1998; Morita 2004). It is thus necessary for stidexchange programs to
consider how they can assist incoming exchangeestatinvolvement in
the host communities and provide them with “orgadisnanagement”,
which systematically supports the students’ acaderailjustments
(Neustupny 1994, 2004). From this perspectives ttiudy provides
practical implications and suggestions for studexthange systems at
Australian universities. This study suggests thastralian universities
need to remove obstacles to implementing cultivatpdanning. As
previously stated, establishment of evaluationgiedi will contribute to
the removal because these policies can reduceotenbietween policies
and practices as well as avoid the negative inflaesf macro policies. In
order to establish evaluation policies, it is intpat for the student
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exchange program to conduct a survey of NESB exgghatudents’ study
behaviour and improve evaluative mechanisms ofcpdinplementation
to meet their various educational needs. In thisvey, this study
particularly suggests (1) evaluation of exchasgelents’ academic results,
(2) collection of students’ reports on their acaderstruggles, (3)
collection of students’ evaluation of subjects aadademic support
systems, and (4) provision of feedback on poli@nping.

It is also necessary to provide exchange studeititsargreater variety
of subjects tailored for them. In particular, ibmid be ideal if host
universities can organise subjects targeting NE$&ha&nge students on
the basis of appropriate policies of methods antenzds. Although host
universities sometimes tend to place unreasonabkspres to conform on
the NESB cohort, this curriculum arrangement wélghthese students to
increase their participation without worrying abauch pressures (cf.
Corson 1999). Furthermore, assistance from teadferegular subjects is
needed to facilitate exchange students’ partiaypatiMore specifically, it
is crucial for them to teach academic terminolodgyiclr might be tacitly
understood by other community members. Howevergtlexist potential
problems with teaching such terminology becauss dften difficult for
teachers to clarify what terminology is difficulorf NESB students to
understand. Hence, careful observation of thas#ests’ study behaviour
is needed in this regard, too. This study, funiae, suggests
collaboration between a student exchange prograhaalapanese studies
program to introduce learners of Japanese to Japamahange students
and encourage them to have exchange lessons. affsisgement can
systematically promote Japanese exchange studentdvement in the
host community and also provide learners of Jamanedth the
opportunities to participate in authentic Japarnesgactions.

9.6.2 Reciprocal collaboration between Japanese
and Australian universities

As stated above, my findings showed that the stuerchanges between
Japanese and Australian universities, which thislyssurveyed, did not
sufficiently provide Japanese exchange students adequate motivational
structures to increase their participation. Gitleat the system of credit
transfer constitutes one of the most significanimponents of student
exchanges, it is imperative for both sides to talfatively improve the
structure of the system. As shown in Chapter Fadiemmas exist
between subject selection and credit transfer. s@ening that credit
transfer depends upon the decisions by the scholotse the Japanese
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students belong at their home universities, it@sdiicial to provide the
students with pre-departure support on subjectgeteat the school level.
It might be effective for exchange program stafi@banese universities to
collect and analyse a list of subjects from hosvensities and show the
analysed data to the students’ schools. Collalmeramong exchange
program staff on both sides and teachers at theehomiversities will
contribute to structuring a credit transfer syst@ithout depending upon
the formal agreement of UCTS.

This study, furthermore, suggests that Japanese Aamstralian
universities build up one-to-one relationships lesw Japanese and
Australian exchange students. It might be effecfior Australian host
universities to arrange the meetings of incomingadase exchange
students and former or future Australian exchangenterparts and to
allocate these Australian students to Japaneseergtidas mentors.
Similarly, this type of mentor system will be amalble to Japanese
universities by introducing exchange students, ate going to, or who
have returned from Australian partner universittespncoming Australian
exchange students from the partner universitielses& arrangements will
enable students’ reciprocal support and individea&l information
exchanges about academic systems and practiceglofsade. Since such
a one-to-one relationship allows exchange studeots both sides to be
mentors at their home and mentees at their hosetsiiies, the mentor
system can serve to consolidate constant linkagéselen Japanese and
Australian universities at the individual level.

This study, furthermore, suggests that Japanesee homiversities
develop the system of collecting student reportghair participation in
Australian host universities and of providing feadk to the host
universities to facilitate their improvement of gapt programs for
incoming exchange students. It will be also hélfifuJapanese universities
to organise sessions where former Japanese exclsungents provide
pre-departure consultations to future studentserdtian leave it students’
responsibility to contact each other.

9.7 Limitations of the Study and Directions for Futire
Research

This study has provided an important contributiorntercultural academic
interaction studies and research on student exelsahy systematically
examining Japanese exchange students’ study betmaiol by analysing
the structural arrangements of a student exchamggragm. However,
there exist some limitations in the present stwehich need to be covered
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in future research. The interviews with teacherd #2llow students in the
participants’ home courses at their Japanese iiiesr helped this study
to consolidate the participants’ self-reports abdbeir academic
backgrounds. Nevertheless, a more in-depth irgat#in of students’
experiences in home academic systems is needexptore differences
and similarities in academic genres between hontk harst academic
systems and students’ transfer of knowledge arts.skin particular, this
study recommends that future research conductseastady of Japanese
exchange students not only at host universities abstt at their home
universities before and after they participate tndent exchanges. In
addition, the data related to the structural areamgnts of a student
exchange program was limited to one Australian hwmsversity in this
study. It is thus effective for future empiricdudies to involve more
universities to examine tertiary student exchanigesveen Japan and
Australia. Based on the findings of this studyufa research can conduct
a cross-analysis of support systems for incomingadase exchange
students by investigating some other Australiavensities.

The other limitation is related to the data froradigers of the subjects
in which Japanese exchange students enrolled at Athis study
examined teachers’ identification of Japanese exghatudents and their
academic support to these students through brig$taqpnnaires and some
interviews. Given that such support from teacloersstitutes a part of the
host community’s organised management of exchangelests’
participation, it is recommended that future stadenalyse teachers’
perspectives and the role of teachers played imdlests’ academic
management more comprehensively. Local studengsteptions of
Japanese exchange students also need to be thiyrongbstigated in
future research. This investigation is importaatduse, as stated above,
this study found that the presence of local stuslelid not necessarily
facilitate, but rather sometimes constrained theharge students’
participation. The integration of teachers’ andalostudents’ perspectives
with that of Japanese exchange students will tmable us to present a
richer analysis of Japanese exchange studentséadagbarticipation.

It is, furthermore, crucial that future researcipaxd the case study of
Japanese exchange students to other NESB excharmgsg to
consolidate the importance of systematising acadesmpport programs
for linguistic minority exchange students at Auktma universities. As
Neustupny (1994) claims, since different particigawith different
academic backgrounds in academic contact situagienseive language
problems in different ways, language planning faultivethnic student
exchange programs must take account of all categasf participants.
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This type of future empirical study will encourabgher education in
Australia to empower linguistic minority exchangeohorts in a
multicultural academic community and to provide eaqual learning
opportunities to all students.

The above-mentioned directions will enable futuesearch to more
comprehensively elucidate various contact situgtibenomena in student
exchanges and to propose more detailed guideloresxthange students
about how to deal with these phenomena. The furtmalysis of
exchange students’ coparticipation with other lweshmunity members in
various academic contexts will also contribute gtablishing community-
based organised management and exploring how dtuelechange
programs should scaffold exchange students’ legiem peripheral
participation.
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APPENDIXA

EMAIL QUESTIONNAIRE

Dear

| am undertaking research on Japanese exchangengtygarticipation at
an Australian university. Apart from the main datallection with the
students, | will also investigate policies and pias of student exchanges
between AU and its partner exchange universitiesJapan. As a
supplement to this, | would like to gather a litlata on teachers’
experiences with Japanese exchange students. Idl Wus appreciate it if
you could answer the following questions. | hakéamed ethics approval
for this research.

Questions

1. Have you had any Japanese exchange studerdarisybjects in the
last 2 years?

Yes No Don’t know
2. If yes, have Japanese exchange students haat@rigms in your
subjects?

Yes No Don’t know

3. If yes, have you assisted them in any way? seleascribe.
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4. If you have not assisted them, please descrityeywu did not or could
not provide assistance to them.

5. Do you have any other comments?

6. Are you available for a short interview tesdebe in more detail your
contact with Japanese exchange students?

Yes No

Thank you for your cooperation.



APPENDIXB

DIARY ENTRY
Date: / /
Subject: ( )
Type of task: ( )
Topic of task: ( )
Size: ( ey
Activities Time Evaluations

Thank you for your cooperation.




APPENDIXC

INTERVIEW QUESTIONS FOREXCHANGE
PROGRAM STAFF AT JAPANESEUNIVERSITIES

1. How long the universities have a partnership with?A

2. How long have the relationships been active or acthve?

3. How the exchange programs are advertised?

4. How the credits are calculated for transfer?

5. How the exchange students are selected?

6. After selection, what are the exchange candid&gsired to do?

7. What types of support do you offer to the exchastelents before
their departure, during their studying abroad, foeracoming back to
Japan?

8. How do you arrange accommodation in Australia farhange
students?

9. How are the credits transferred from overseas inisersities to your
universities?

10.What do you expect the Australian university to do?

11.What types of supporting programs you offer to mawy exchange
students?

10. Do you have any suggestions for improving sttdxchanges with
AU?
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12.Collection of written samples

brochures of exchange programs or the internatictatient
centres’ literature

course guidelines of the support programs

reports of previous exchange students

application forms for the exchange programs, etc



9.

APPENDIXD

INTERVIEW QUESTIONS FOREXCHANGE
PROGRAM COORDINATORS ATJAPANESE
STUDIES PROGRAM ATAU

. Do Japanese partner universities and AU exchangests every

year?

- How many students do you exchange every year?
- Do both sides send the same number of students?

. How long has AU had exchange agreements with Japane

universities?
Are all of these currently active?
How the exchange programs are advertised at AU?
How AU exchange students are selected?
After selection, what do the exchange studeawe o do?
How the credits are transferred from Japanes@rsities to AU?

Is there any support for the exchange studezitadtheir departure,
during their studying abroad, or after coming btcRustralia?

Do you arrange accommodation in Japan?

10 Do you help the Japanese partner universitiasrémge academic

programs for the AU students?
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13.Do you have any suggestions for improving studegohanges with
Japanese universities?

14.Do you have any requests for Japanese partnerrgitigs in relation
to their receiving and supporting AU students?

15.What is the responsibility of the Japanese Stuygliegram in relation
to student exchanges?

16.The international office receives incoming exchastyelents and the
Japanese Studies sends AU students to Japaneser petitersities.
Is there effective liaison within AU between thés®e units for
sending and receiving students?

17.How do AU students choose their subjects or prograstudy in
Japan?

18.How do Japanese exchange students to chooseubgcts at AU?

19.Collection of written samples

- reports of previous exchange students
- application forms for student exchanges, etc



APPENDIXE

INTERVIEW QUESTIONS FOREXCHANGE
PROGRAM STAFF AT THE INTERNATIONAL
OFFICE ATAU

1. What is the total number of incoming exchangeletts in 2002 and
2003?

2. What is the total number of Japanese exchangkemsts in 2002 and
20037

3. How many exchange students came to AU from eaahtry in 2002
and 2003?

4. Which faculties did the exchange students betorig 2002 and 20037
5. What is the proportion of post-/ undergraduaieents?

6. How many subjects are incoming exchange studemposed to enrol
in per semester?

7. Do you have any types of supporting programsrfooming exchange
students?

a. Before/ after enrolment

b. Orientation

c. Consultation

d. Arrangement of accommodation

8. The home page of the international office sayat the minimum
requirements of the language proficiency score§@EFL 550 with a
TWE score of 5.0, TOEFL CBT 213 with an ER scoredf, or the
IELTS 6.0 with Writing 6.0. However, most of Japae exchange
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students were accepted in spite of their insufficieriting scores, such
as TWE 3.5 or 4.0. How do you actually select them

9. Are exchange students given help to choose shbjects?

10. Do you have any suggestions for improving tt&hange programs,
for example, with Japanese partner universities?

11. Do you have any requests for Japanese panhesrsities in relation
to their sending of Japanese exchange studentsf?o A

12. Do you have any requests for Japanese paminersities in relation
to their receiving AU students?

13. The international office receives incomingletge students and the
Japanese Studies selects AU students to Japarréser pmiversities.
Is there effective liaison within AU between théwse units for
sending and receiving students?

14. 1 would like to ask about the government’s andversity’s support
for the exchange programs.

a. How much funding do the government and AU allo¢ate
exchange programs?

b. How is government’s and university’'s funding usééxhange
programs?

15. How are exchange partner universities selected?
a. What types of overseas universities can be selestedrtner
universities?
b. What are the criteria?
16. Collection of written samples
- brochures of the student exchange program ainteenational

office
- statistic data of outgoing and incoming exclestydents, etc



10.

11.

12.

APPENDIXF

INTERVIEW QUESTIONS FORTEACHERS
AND STUDENTS AT JAPANESE
HOME UNIVERSITIES

Questions for Teachers

What subjects do you teach?

What levels are these subjects?

How many contact hours per week do you have in sabject?
What types of assessment tasks do you assign studesmndertake?
How many assessment tasks do you assign in eag@ttb
What percentage do these tasks occupy in the dessdssment?
Is students’ attendance involved in the overaléassent?

What do you expect students to demonstrate iratbles?

How well do students respond to your expectatiarthé tasks?
What do you expect students to perform in class?

How do students actual perform in class?

What kinds of visual materials do you use in class?

(handouts, a copy of lecture notes, Power Point? (#ack board,
etc)
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13.Collection of written samples

curriculum guidelines of the courses
subject outlines

guidelines for assessment tasks
handouts, etc

Questions for students

Regular subjects

1.

2.

7.

How many classes do you have per week?

What types of tasks are you required to undertake?

Please tell me about the details of the requiresiiemteach task.
How do you prepare for, or complete tasks?

Do you usually prepare for, and review class?

What kinds of teaching styles do your teachers eyl

How do you participate in classes?

Seminars (zemi)

1.

2.

How many and what types of seminars (zemi) haveeymerienced

so far?

Repeat the same types of questions as Questiabdve.

EFL courses

1.

2.

3.

How many EFL courses have you experienced at usity@r
Repeat the same types of questions as Questicab2ve.

How effective do you think the EFL courses werénprove your
speaking, listening, reading and writing skillsEnglish?
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