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Abstract
Intercultural Experience and the Process of Psychological Adjustment: a Case
Study of Japanese Students in England
Mari Ayano

As a consequence of the increases in the number of international students and
because of growing interests in multicultural issues in counselling, there has been much
discussion of the psychological influence of studying abroad and support systems for
international students from different research perspectives.

This thesis, using a combination of a quantitative and a qualitative
methodology, examines the psychological adjustment process of international students
to a host environment within Rogers’ person-centred counselling framework.

In Rogers’ personality theory, a potential for positive change in individuals and
influences of environments on the self structure are main concepts. In this study,
therefore, I focus on international students’ potentials for positive change and the
influences of their host environment on those changes.

The principal aims of this thesis are (i) to explore international students’
psychological experience during their study abroad, (ii) to investigate the psychological
influences of intercultural experiences on them and (iii) to seek support strategies which
facilitate them to be effective as a student and as a resident abroad.

Longitudinal research over one year was conducted with two cohorts of
Japanese undergraduate students in England between 1998 and 2000, using
questionnaires and in-depth interviews focusing on imagery and metaphors. The
questionnaires (N=70) investigated students’ past experiences in foreign countries,
motivations, daily experiences, feelings, psychological experiences, interactions with
others, psychological states (adjustment level) and self image, including self-evaluation
of English proficiency. The interviews (N=17) covered similar contents, however,
explored more in depth.

The findings of the research show that although the year abroad is a
challenging experience for many students, it can be beneficial to their positive changes,
i.e., personal growth and acquisition of intercultural competence. Some possibilities
are suggested for an effective support system to enhance an experience which can be
either positive or negative and provided by those who work with international students.
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Chapter 1 Introduction

CHAPTER ONE

Introduction: The problem

Introduction

“Universities have, of course, always been international, both in their focus and
in their populations, attracting travelling scholars who communicated in what
was then the lingua franca of the educated, Latin.” (Ryan and Zuber-Skerritt,
1999: 4)

Centuries later, however, we now face a new phenomenon of internationalisation
in the settings of higher educations. With the progress of the globalisation and the growth
in economics during the second half of the twentieth century, studying abroad has become
treated in a realm of business (ibid.) and “[a]n international market in higher education is
developing” (Daniel, 2001). The number of the international students has inclined
gradually and it went up dramatically during the past decade. 'fhe statistics from the three
dominant destinations for intemational students world wide, i.e., the United States, the
United Kingdom and Australia show a clear evidence for such a phenomenon (Ryan and

Zuber-Skerritt, 1999).

Studying abroad is a challenging experience for many international students.
They have to cope with new life and study in an unfamiliar context facing a discrepancy

between their expectations and the reality. Many international students suffer from




Chapter 1 Introduction

emotional difficulties during their study abroad (Ayano, 2002; Furham and Bochner,
1986; Inamura, 1980). However, intercultural experience during study abroad can also be
beneficial to individuals (Byram, 1999 cited in Alred, 1999). The potential benefits of
studying abroad are not only the acquisition of knowledge of targeted subjects, host
culture and a host language, but also a significant change in individuals, i.e., the personal
growth which individuals experience in the process of adjustment to their new
environment. Those changes which many people experience in their intercultural
experiences have a number of points of contact with psychotherapy (Alred, 1999), in
which an individual is encouraged to explore the deep inside of the self under a secure

circumstance which is provided by a therapist.

Having seen the current situations of higher education in international settings, I
argue that to explore international students’ psychological experience during their
studying abroad is significant in order to consider the support systems which really meet
international students’ needs and facilitate the students to be effective as a student and as
a resident abroad. Therefore, this thesis attempts to examine international students
psychological adjustment process during their study abroad and propose effective support

systems for them.
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1.1. Background and rationale of the present study

1.1.1. Internationalisation in Japan and studying abroad

In this section, I would like to focus upon the intemationalisation and the

situation of studying abroad in Japan after the Second World War. This is because it was

the period when Japan changed dramatically in terms of economy, politics and values in

different dimensions of people’s life.

After the WWII, Japan rapidly recovered from the devastation under the

occupation of the United States. Under such a circumstance, the internationalisation for

Japan has marched on strongly depending upon the economic policy and the diplomacy of

the United States (Kato, 1992). In fact, ‘a foreign country’ meant the United States and ‘a

foreigner’ meant an American and therefore, internationalisation meant Americanisation

for many Japanese. In 1960s and early 70s, the Japanese economy experienced a

remarkable high growth and the standard of living and education became higher. People

scrambled to purchase new electrical appliances, which they saw in American

programmes on TV, films and other mass-media, in order to follow the American modern

life style, whereas travelling and studying abroad was still too costly for most of them and

only for the rich and elite few. In 1980s, the Japanese Yen became strong and it made

going abroad more accessible for those who were not able to in the past. For example,

many university students started travelling abroad during their holidays or at the end of

3
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their academic course as their last souvenirs of their student life. As for studying abroad,
it was still only for the elite few who went through vigorous competitions to obtain
scholarships and/or to be accepted by universities or other educational institutions in host
countries. The selected students or scholars were required to be representatives of Japan,
i.e., they should have sufficient language proficiency and social skills to accomplish their
task academically and socially. Therefore, to be able to speak in English, moreover to

have an experience of studying abroad were the status symbols of the elite in Japan.

In late 1980s and 1990s, the bubble economy in Japan and the Japanese
government’s policy in the light of recent worldwide movements towards globalisation
made studying abroad accessible for more young Japanese. The international flights
became more reasonable and it became easier for many Japanese to go abroad. Besides,
numbers of Japanese private universities that face the decline of the number of students
following the lower rate of child birth, started an international study programme such as a
foreign satellite campus, a home stay programme and a language course in a foreign
country making an alliance with a language school as a part of the course requirement in
order to attract the young Japanese and survive the competition with other rival
universities. The students in such programmes do not always have any specific training
or education to study abroad. They pass the entrance examination to their home

universities and sometimes they are sent to a foreign country straight away before they

4
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receive any education at their home universities. Studying abroad for the Japanese

nowadays is not only accessible for the selected few as it was in the past, but also for

someone who has the desire and the financial background, e.g. language learners,

students at a Japanese university, which has a branch in a foreign country or a programme

for a Year Abroad as a course requirement (Hayashi, 2000).

According to the recent statistics by the Japanese government, approximately

seventeen millions of Japanese went abroad annually between 1996 and 2000 (The

Ministry of Justice, Immigration Control Office, 2001). Of those, over 190,000 Japanese

went abroad to study in 2000 (ibid.). The most common destination among them is the

United States; however, the number of Japanese who go there has been gradually

decreasing. Instead, the United Kingdom has become more popular in recent years. In

1990, the number of Japanese who came to the UK. to study was approximately 12,000

(ICS Kokusai Bunka Kyoiku Senta, n.d.); however, it climbed to more than 26,000 in

2000 (The Ministry of Justice, Immigration Control Office, 2001). Of those,

approximately 5,300 are students in higher education including non-university

educational institutions, e.g., a language school in 2000 (The Ministry of Education,

2001).

This brief historical review shows that studying abroad became accessible for

b
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the people in Japan because of a background of various social phenomena. For instance,
arapid economic growth, social change, i.e., internationalisation and competitions among

universities are among them.

1.1.2. Psychological adjustment of Japanese international students

Study relevant to intercultural adjustment had not interested many researchers in Japan
before 1970. Watanabe and Ohtsuka (1979) reported in the review of the intercultural
study in Japan that there was no published article in the current topic in 1960s. Then, in
70s and 80s, the amount of research on the topic increased rapidly (op. cit.), while the
number of Japanese who went abroad was growing rapidly. In this period, individuals
who were sent abroad by their éompanies or other organisation for business or technical
assistance overseas, and their families, especially children were the main targets of the
study and researchers tried to examine their adjustment process to an unfamiliar
environment in the context of social psychology and of anthropology. For example,
Hoshino (1980, 1983) and Inamura (1980) described the phenomenon of ‘culture shock’
among those Japanese, applying stage theory introduced by western researchers, e.g.,

Oberg (1960) and Adler (1975).

Stage theory considers that individuals’ adjustment level to a foreign country

gradually moves from one stage to another during their sojourn. The stages used by each

6
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researcher are slightly different. For instance, Oberg (1960) uses five stages, i.e., a
honeymoon stage; a crisis stage; a learning stage; an accepting stage; a missing stage
(after going back to a home country). Alder (1975) also established the five-stage-theory,
from counsellor’s point of view, i.e., contact; disintegration; reintegration; autonomy and
independence. It was a useful step that stage theory attempted to explain the phenomenon
that newly had come under the spotlight. However, because those theories are based on
the observations of overt behaviour, attitudes and emotional reactions of individuals who
encounter a different culture, they tend to oversimplify a complex process which involves
psychological changes in each individual. Furthermore, the attempts to explain
individuals’ experience of adjustment to a different culture by patterning certain stages

ignores individual differences.

The study of intercultural adjustment in Japan has begun by following previous
studies and theories by western researchers as it is often seen in other fields of study in
Japan. The researchers who firstly became interested in this phenomenon were social
psychologists and anthropologists. Then clinical psychologists or counsellors followed
them. Since clinical psychologists and counsellors normally see individuals who have
difficulties coping with their lives, they tend to see various psychological reactions,
unusual behaviours and negative attitudes that are observed among people in the context

of an intercultural setting as psychological problems and symptoms of maladjustment.

7
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Although benefits and positive views of intercultural experience have been noticed for
years, not so many researches have focused on that point until recently. One of the
leading journals in counselling and psychology in Japan, Kokoro no Kagaku issued in
1998 featured intercultural experience and mental health. In the foreword to this special
issue, the editor, Akiyama describes psychological process of intercultural experience as

follows:

Kono tokushu dewa ibunka ni deatta kokorono tabijiga, riaruna
haikeino naka, samazamani egakarete iru. Muneo tokimekaseru, aruiwa, muneo
tsumaraseru episodo... Sore wa, mishiranu hito no, jibun ni muen na koukai
nanodewa nai. Kotonatta monoeno akogare, kotonatta monoeno hanpatsu,
konran, soshite soreo norikoeru tougemichi wa, hito ga daredemo tadoru,
tadoranakereba naranai michiyuki no youni omowareru.

In this special issue of “Different Culture and Mental Health,” the
journey of a mind which meets a different culture is illustrated based on
individuals real experiences, from different perspectives. It includes both
exciting and, on the contrary, heart breaking episodes. They are not the stories of
journey of someone else who you do not know and you do not care. But they are

about the process of which everyone who adores, rejects and is confused by
something different, has to go through, anyway.

Although we can sense the editor’s intention to cast a new light on the positive aspects of
an intercultural experience, it is obvious that his efforts did not reflect on the issue, since
each article in the issue still stay in a traditional framework that puts emphasis upon the
negative part of the experience.

Yokota (1997) and Hayashi (2000) are among those few that focus upon
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beneficial points of experiences in studying abroad. Yokota (1997) said that it is
important to examine studying abroad since it is not only obtaining knowledge but also
experience of comprehensive personality development, especially for adolescents and
young adults. Hayashi (2000) reported that many Japanese students who went to a
foreign country to learn language and culture reported positive aspects of their
experiences, especially changes in their perspectives towards others and themselves,

despite their difficulties during the period of study.

Having reviewed previous studies relevant to intercultural adjustment and
studying abroad in higher education, it is obvious that this field of study is relatively
young in Japan and still traditional theories, e.g., stage theory and U-curve hypothesis, are
dominant. Intercultural experience is a quite complex process in which interactions
between different cultures take place in a macro level, while a psychological process of
each individual is involved in a micro level (Minoura, 1998). Especially studying for
adolescents and young adults, studying abroad gives as strong impact as it often causes a
personality change or an identity development (Yokota, 1997; Hayashi, 2000). Minoura
(1998) also said that we needed to investigate intercultural experience from both macro
and micro point of views. Therefore, I, as a counsellor and a researcher who is interested
in intercultural experience of individuals, consider that it is significant to explore what

happens inside of individuals’ mind during the period of study abroad.

9
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1.1.3. The purpose of the present study

My view of human beings is based on my personal counselling orientation, client-centred
counselling in which each individual is seen as s/he has a potential to live better or
develop her/himself in everyday life on appropriate conditions (Rogers, 1951, 1961).
Counselling is a process in which an individual becomes aware of her/his potentials and

ability to express those tendencies in a safe environment which is offered by a counsellor.

Having said that, how do individuals exercise such potentials when they move to a
foreign country and encounter a different culture leaving their own country? Furthermore,
how and what effects are manifesting itself in individuals’ psychological conditons, if
any? Although there are many studies on intercultural adjustment, not so many have
focused on psychological outcomes which are thought to take place in individuals’ deep
inside of minds. Among those which emphasise psychological aspects, only a limited
number of studies of positive aspects have been reported. Thus, we do not know what
psychological process in intercultural experiences is. However, the need of more
investigation in this area is urged by researchers from different perspectives, e.g.,
sociology, anthropology, education and psychology, who are interested in the

intercultural adjustment (Hayashi, 2000; Minoura, 1998; Yokota, 1997).

10
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My intent, therefore, is to explore and investigate psychological adjustment
processes of individuals when they geographically move to a different country, in order to
reveal covert psychological processes under their overt behaviours. I shall also
investigate what factors influence international students’ adjustment level, in order to

examine assumptions which were reported in preceding research by other researchers.

The following research questions emerged during the course of this study:

Main questions

What happens in their mind when Japanese overseas students encounter a new
environment and how do they change throughout the period of their studying
abroad?

Sub questions

1.  What kind of image do Japanese students have towards a new environment
and do those images change during the year?

2. What kind of image do Japanese students have towards themselves and do
those images change through the year?

3. What kind of image do Japanese students have towards Japan or Japanese
people and do they change through the year?

4. What factors, e.g., past experience of living or visiting abroad, proficiency
in a language of a host country, motivation, stressful life events, images of
an environment, influence Japanese students’ psychological experiences?

Based on my personal intercultural experiences as an international student, a

11
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counsellor trainee and a counsellor, I suspected that there are some similarities between
psychological changing processes in an intercultural experience and in a counselling
experience. That is already mentioned by one of my supervisors, Dr. Alred in his paper
(1999) and we agreed in our personal discussions. My purpose, however, is not to find
data to support that hunch. My ultimate goal is to describe the psychological adjustment
processes of Japanese international students and the positive aspects of it, if any. Then, it
will be more clear what supporting strategies can best be utilised for maximise the

benefits of studying abroad for international students.

The research and conclusions are intended to be helpful not only to counsellors,
teachers and advisors working with Japanese international students in England, but
perhaps also to those who working with international students from different counties in

other countries.

1.2. Brief explanation of the main theoretical framework

The purpose of this section of the introduction is to clarify the main theoretical
frameworks within which I conducted this research. I will discuss two theories here. One
is Rogers’ personality theory that is reflected in person-centred counselling founded by
him. The other is about imagery and metaphors used in counselling particularly. I will

not try to provide a detailed introduction to both of those theories, but rather will give a

12
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brief sketch of the issues that are relevant to the present work.

1.2.1. Personality theory by Carl Rogers and person-centred counselling
Person-centred counselling that was originally called non-directive and client-centred
therapy was founded by Carl Rogers in 1940s. The person-centred approach is known as
part of the humanistic psychology and as a “third force” in contrast to the traditional two
other psychotherapies, psychodynamic and behavioural approaches (Corey, 1996;
McLeod, 1993; Nelson-Jones, 1995). McLeod (1993: 63) describes the characteristics of

the humanistic psychology and its point of view of the person as follows:

...a vision of a psychology that would have a place for the human capacity for
creativity, growth and choice, and were influenced by the European tradition of
existential and phenomenological philosophy. The image of the person in
humanistic psychology is of a self striving to find meaning and fulfilment in the
world.

As we can see in the paragraph above, the humanistic psychology focuses upon positive
aspects of humans, e.g., creativity and growth, and puts “an emphasis on experiential
processes” (McLeod, ibid.). That is rather different from the other approaches mentioned
above. The psychodynamic approach focuses on individuals’ problems and tries to find
the origins of them in their experiences in their early childhood. The behavioural
approach also focuses on clients’ problematic behaviours and considers them as a result

of false learning. Contrasting to them, in the person-centred approach, counsellors and
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therapists focus upon clients’ perceptions, feelings and emotions, i.e., their personal
experiences and try to help them to solve their problems by facilitating their potential

power.

As a counsellor trained in humanistic counselling (mainly person centred
approach), my view of humans is strongly influenced by Carl Rogers’ view of those and
his personality theory. Therefore, I consider that it is useful to talk about his basic
assumptions of his theory before I go into further detail about the research. The
assumptions to be introduced here are actualising tendency, concept of self and

furthermore, an image of fully functioning personality.

1.2.1.1. Actualising tendency

Actualising tendency is an assumption which characterises Rogers’ personality theory
and perception of human beings based on his experience of working with individuals and
groups (Corey, 1996; McLeod, 1994). He sees human organisms as naturally potential

and trustworthy. He called this positive nature of human organisms actualising tendency.

According to Rogers (1977: 242-3) actualising tendency is always operative to
motivate our behaviours and “one central source of energy” as far as we live. It regulates

even our most basic behaviours like seeking of food or sexual satisfaction. It is also
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directional towards development, fulfilment, enhancement, constructive and reproductive
outcomes and wholeness. Thus, if such needs are not overwhelmingly strong, a person

still tries to obtain them in ways of enhancing self-esteem (ibid.).

Rogers mentioned that there are certain conditions to make this tendency work
properly as “if I can provide the conditions that make for growth, then this positive
directional tendency brings about cbnstructive results” (240). Then, what are the
conditions for growth? He argues that if individuals are accepted unconditionally by
parents or particularly important others, they can explore themselves to become aware of
their true self and accept it, and then, they can utilise their actualising tendency fully.
Having said that, the conditions for growth are not something given by external others but

already internalised in each individual and waiting for being found by them (1961, 1977).

However, as we see in daily life, it seems to be difficult for many people and at
some times to behave following their motives regulated by their actualising tendency.

Rogers illustrates such a situation as follows:

[Plersons are often at war with in themselves, estranged from their own organisms.
While the organism may be constructively motivated, certainly the conscious
asﬁébts often seem the reverse. What about the all too common rift between the
organismic aspect and the conscious self? How do we account for what often
appears to be two conflicting motivational systems in the individual? (1977: 243)

15



Chapter 1 Introduction
This tendency may become deeply buried under layer after layer of encrusted
psychological defenses; it may be hidden behind elaborate facades which deny its
existence; (1961: 351)

Thus, actualising tendency can be interfered with working effectively by individuals
distorted belief, by outer force and past experiences. For example, a student who has
been criticised by his/her parents from his/her childhood as not being able to perform well
at school believes him/herself to be as his/her parents said. He/she can not believe that
he/she can do well if he/she worked a little bit harder and can not keep working hard when
he/she needs to prepare for forthcoming exams. Rogers called this external belief in
individuals as ‘concept of self” or ‘structure of self’. In the next section, I will talk about

this notion.

1.2.1.2.Concept of self
The notion of concept of self is another distinctive concept of person-centred theory
(McLeod, 1993). Let me illustrate it, following Rogers (1951, 1961 and 1977) and other

relevant literature.

Rogers explained a construction of personality as follows.

Out of these dual sources —the direct experiencing by the-individual, and the
distorted symbolization of sensory reactions resulting in the introjection of
values and concepts as if experienced —there grows the structure of the self
(1951: 501).
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That is to say, personality is constructed from two elements. One is a total of actual
experiences “through all the sense modalities” (Rogers, 1951: 525). The other part is
called concept of self or structure of self. This is an internal phenomenal world of
individuals. The elements of this part are not actual experiences but experiences are
distorted and symboliséd by individuals’ perceptions which are influenced by values and

perceptions of important others and environments of individuals.

1.2.1.3. Fully functioning self

Rogers describes a personality after a successful counselling as a fully functioning self in
his articles (e.g. 1951, 1959, 1961 and 1963). According to McLeod (1993: 68), “[t]his is
one of the distinctive features of the person-centred image of the person.” Hence this is
one of the most important notions as I describe my view of personality and stand point as

a researcher.

McLeod (ibid: 69) adds a further explanation to that statement comparing

personality theories of psychoanalysis and humanistic psychology as follows:

Freud, reflecting his background in medicine and psychiatry, created.a theory
which was oriented towards understanding and explaining pathology or ‘illness’.
Rogers, Maslow and the ‘third force’ regarded creativity, joyfulness and
spirituality as intrinsic human qualities, and sought to include these characteristics
within the ambit of their theorizing.
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Freud, a founder of psychoanalysis, considers psychological problems of individuals to
be the result of a failure to satisfy desire driven by sexual energy, libido, in certain stages
of a life. Such an unsatisfied desire and its sexual energy source are suppressed and
stored deep into the unconsciousness like magma. As the suppressed magma under the
ground sometimes explodes if it finds a place where it seems to be easy to break through,
the suppressed sexual energy comes up on the surface of the unconsciousness and tries to
release its energy. It is said that when the energy comes up in a wrong place, it causes a
psychological problem to an individual. Since those energies in each developmental
stage are complicatedly interwoven and connected with each other and with suppressed
memories of past experiences in the unconsciousness, it is an extremely intricate process
to find a cause of the problem. Moreover, the failure to satisfy the desire is likely to
happen in everyday life, for example, a new born baby may not satisfy the sexual desire
that is focused on his lips, according to Freud. That is to say, it seems that almost all of us

have the focus which is difficult to heal.

On the contrary, as I have discussed in the previous sections, humanistic
psychologists argued that all human beings naturally have a tendency to actualise
themselves. Although each individual can experience difficulties to cope with in a certain

time in her life, she can activate her ‘actualise tendency’ when she recognised being

unconditionally accepted. Thus, humanistic psychologists’ view of personality is more
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positive and optimistic.

Here I would like to cite Rogers’ description of the fully functioning person:

[H]e is able to experience all of his feelings, and is afraid of none of his feelings.
He is his own sifter of evidence, but is open to evidence from all sources; he is
completely engaged in the process of being and becoming himself, and thus
discovers that he is soundly and realistically social; he lives completely in this
moment, but learns that this is the soundest living for all time. He is a fully
functioning organism, and because of the awareness of himself which flows freely
in and through his experiences, he is a fully functioning person (Rogers, 1963:
22).

In his personality theory, Rogers conceptualised a personality using two circles: one
shows ‘self-structure’ and the other indicates ‘experience’; overlapped each other. When
an individual becomes fully functioning, those two circles overlap more deeply.

Thus ‘self-structure’ and ‘experience’ become more congruent with each other. As a
result, beliefs that were distorted or denied before are changed to those that are based on

the individual’s actual experiences.

The fully functioning person is less likely to be defensive and experiences

‘unconditional self-regard’ (Rogers, 1959) because ‘self-structure’ will become more

flexible and inclusive to accept different experiences (Rogers, 1951). The person will

recognise herself trustworthy and become the ‘locus of evaluation’ herself.
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For example, a boy who believes, “I am not good at doing all sort of sports
because my father said so” becomes aware of the fact that he could not perform very well
in a football match because he does not like it very much and did not practice very hard
but he can play cricket very well because he likes it very much and practice very well.
Therefore, his belief that he is not good at doing all sort of sports changes to he is good at
some sports which he likes and he can be better at other sports which he is not good at if
he practise it. He became able to believe his actual experiences and evaluate himself
according to them. In other words, he became aware of himself better and accepted

himself better.

1.2.2. Imagery and metaphors

Imagery and metaphors are commonly used notions in various approaches of counselling
and psychotherapy, e.g., psychoanalysis, behaviour therapy, cognitive behaviour therapy
and humanistic counselling. Especially, ‘in humanistic counselling approach and maybe
in some other approaches, imagery and metaphors are often treated in a similar way
because when individuals speak using metaphors, they have a certain image of the object
of the metaphor in their mind. For example, when one says, “I am a puppy,” it is natural
for her to have an image of a puppy in her mind. As a counsellor trained in eclectic

approach but mainly in humanistic approaches, I would like to treat imagery and

metaphors in that way in my study.
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The aim of this section is to prove the appropriateness of imagery and metaphors
to my research as a method of investigating international students’ psychological
experience in their adjustment process to a different culture. Therefore, in this section, I
would like to discuss the definitions of imagery and metaphors separately reviewing
relevant literature from different perspectives in order to clarify those terms more

precisely.

1.2.2.1. Working definitions and functions of imagery/ images

The term image is originated in Latin meaning imitation (Reber, 1995). According to
Reber (ibid.), there are mainly two different views of images. One school, like cognitive
psychology, considers images as “a mental representation of an earlier sensory experience,
a copy of it” (p. 358). This representation is not as vivid as its counterpart, i.e., sensory
experience, but is still clear enough to store as memory of the experience. For example,
you can have an image of a beautiful mountain which you saw on a previous day. In this
point of view, an actual sensory experience, i.e., to see the mountain, is necessary to have

an image of it in your mind.

The other treats an image as “a picture in the head” (p. 358) and the picture here is

not necessarily a representation of a past experience but can be created and modified
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without the actual sensory experience. Thus, an activity of generating images here is
more flexible and active and through such an activity, individuals can create internal
phenomenological world in their mind by interweaving those creations with memories of
actual earlier experiences. For instance, you can have an image that you are actually
climbing the beautiful mountain in the previous example, although you actually saw it

from a train,

Although we often think of images as visual, imagery is not only that kind but also
other sorts, e.g., auditory, tactile and olfactory. Richardson (1969) points that out in his

definition of imagery as follows:

Mental imagery refers to (1) all those quasi-sensory or quasi-perceptual
experiences of which (2) we are self-consciously aware, and which (3) exist for us
in the absence of those stimulus conditions that are known to produce their
genuine sensory or perceptual counterparts, and which (4) may be expected to
have different consequences from their sensory or perceptual counterparts.

Furthermore, he describes quasi-sensory or quasi-perceptual experience as “any
concrete re-presentation of sensory, perceptual, affective or other experiential states (e.g.
hunger or fatigue)” (Richardson, 1969: 3). Let me refer to the previous example again.
Thus, if you-were-happy when you saw the beautifiil mountain, you can feel happy when

you have an image of the mountain in your mind. Of course, as I have said before and
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Richardson mentioned (4) in his statement, you can change or modify your feeling as if
you feel very refreshed having a nice breeze and looking down a panorama on top of the

mountain.

In some counselling and psychotherapy techniques, images are in the latter light.
Images are treated as a mixture of the memory of real experiences and psychological
productions which are influence by individuals’ personal factors, e.g., emotions, feelings,
thoughts, cultural values and morals. Sheikh and Panagiotou (1975: 567-8) describe that
images used in several counselling and psychotherapy approaches as “replicas of reality
as well as symbols and represent collections of interwoven associations highly loaded
with emotional energy.” That is to say, images in therapeutic use are highly related to

individuals’ psychological states in depth.

Having seen those definitions, I will make working definitions of imagery/
images here. Thus, imagery is not only representative of memories of past experiences
but also pictures in individuals’ minds, which are modified, adjusted and synthesised
according to individuals’ conscious and unconscious function. For example, a Japanese

student who I interviewed later told me about her feeling when she has just arrived at

Heathrow airport. She felt it was dark, too quiet and she was so lonely. She also told me

that she remembered that Japanese airports in her image are more noisy, busy and brightly
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lighted and she considers that airports are supposed to be like that. Furthermore, the
whole of her experiences at Heathrow airport are interwoven with her feelings and
emotions at that point, e.g., missing home and parents, anxiety and excitement towards
unknown future in an unfamiliar place and the darkness and the quietness were like her

feelings.

I would like to illustrate some advantages of using imagery/ images reviewing
relevant literature especially in counselling and psychotherapy here. It is very ofien
argued that images are useful in therapeutic settings. By using images both clients and
counsellors can access to clients’ difficult issues more easily and explore and share what
they experience in their mind with each other more deeply. One of the reasons for this is
the function of images to reduce resistances. Sheikh and Panagiotou (1975: 573) argue
that the images, to which they refer as “unconscious language”, are not understandable by
the ego because it is “the conscious rational thinker”, or because in the psychological state
in which imagery work is introduced, the control by the ego is very often “loosen[ed]”. In
other words, in such a psychological state, we can relatively freely express our feelings,
emotions and thoughts which we normally hide consciously or unconsciously by the

control of ego.

To sum up, imagery is a mixture of memory of past experience and psychological
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picture or products which are generated according to individuals’ affections and value
systems. It can ease our tension to talk about our feelings and emotions. Therefore, I
argue that imagery is a useful tool to investigate what happens in international students’

mind when they encounter an unfamiliar environment,

1.2.2.2. Working definitions and functions of metaphor

A metaphor is a rhetorical method in which a phrase or word is used to refer to a different
kind of object or phenomenon from what it ordinarily does (Rosenblatt, 1994; Grant &
Oswick, 1996). According to Lakoff and Johnson (1980), “[o]ur ordinary conceptual
system, in terms of which we both think and act, is fundamentally metaphorical in nature”
(p. 3). They also give a clear definition to it as “understanding and experiencing one kind
of thing in terms of another” (1980: 5). For instance, when we face something new or
unfamiliar in our environment, we often draw something we are relatively familiar with
and use our knowledge about them to describe it (Grant & Oswick, 1996). I consider
Lakoff and Johnson’s definition is most relevant to my research, therefore, would like to

adopt this definition in my study.

In the process of generating metaphors, we compare one thing to another which

belong to different contexts and find some similarities or relations between them (Paivio

& Walsh, 1979; Rosenblatt, 1994; Siegelman, 1990). For example, a student described
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her situation using a metaphor of a balloon as follows.

I was a pink balloon before. I was fully round and floating in the air. It looks very
cheerful. But now, I am shrinking. Iam not pink anymore. The colour changed
into brown.

She compared herself to a balloon. It is obvious that she and a balloon belong to different
contexts. However, she found the similarity between a balloon and herself in a particular
situation and created a link between two different contexts. As a result, she expressed her
situation vividly using words which are ordinarily used to describe a balloon as well as

humans. That is to say, by using metaphors, our “thought can cover a large domain than

originally” (Siegelman, 1990: 7).

There are many researchers who emphasise the usefulness of a metaphor in
terms of the expression of issues which involve emotional aspects. For example, Morgan
(1996) and Siegelman (1996) said that metaphors unexpectedly succeed in exploring
individuals’ experience and emotions. Individuals often experience difficulties in
expressing their emotions directly with words; they feel uncomfortable and even
threatened by doing so, because those experiences are “too abstract, intense, complex or
ethereal” (Bayne & Thompson, 2000; 48; Morgan, 1996; Siegelman, 1990). By applying

metaphors, they feel easier talking about difficult area of the experiences than by referring
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to the issue directly.

Having said that, metaphor is also regarded as a useful tool in the context of
counselling. This is because it conveys experiences and emotions which are found
difficult to express to an extent (Morgan, 1996; Bayne & Thompson, 2000; Paivio &
Walsh, 1979). In counselling, counsellors encourage clients to become aware of their
feelings and emotions because it is an important process of getting back the autonomy of
the self. However, it can be a big task for both clients and counsellors because beliefs
clients learned, consciously or unconsciously in the past, prevent them from revealing
their emotions and feelings. It is a hard work to confront such beliefs and to reveal the
problems because it requires changes of essential self-structures of individuals. Such a
process in counselling often provokes negative reactions like fear, anxiety, anger, sadness
or various psychosomatic symptoms to clients. Metaphors can offer an aid to ease such a
tension in counselling process and allows us to explore clients’ inner self (Siegelman,
1990). Thus, metaphor “is an attempt to express our experience, thoughts, feelings and

even ourselves better” (Levit, Korman & Angus, 2000: ).

According to Rosenblatt (1994), by recognising metaphor, we can “discover

phenomena, ways of organizing experience and understandings, relationships among

phenomena, and areas of life that one has overlooked” (p. 2). It can help individuals
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leading to insights to their personal development (Morgan, 1996; Levitt, Korman &

Angus, 2000), which is a primary purpose of counselling as we have seen above.

Let me mention here another perspective of metaphors, which regards metaphors
as a useful research tool. According to Levitt, Korman and Angus (2000), we can track
some changes in individuals’ mind, e.g., thoughts, believes, feelings and emotions
through metaphors which they use. My primary attempt of this research is to explore
what happens in Japanese international students’ mind when they come to England and
how they change during their study abroad. Considering that, I argue a metaphor is a

useful tool for my research as well as imagery.

1.3. The structure of the thesis

I divided the main part of the thesis into 8 chapters and Epilogue. In chapter 1, I present
what is the problem in targeted issue and why I became interested in it. I also discussed
theoretical framework of my study. In chapter 2, I review the literature concerning the
study of intercultural adjustment of international students from different perspectives. In
chapter 3, I present the methodology of the study. Following 4 chapters deal with the

findings of the research. In chapter 4, I present the overview of the Japanese international

students’ adjustment process over the year. In chapters 5, 6 and 7, we look at students

psychological experiences in each of the three periods during the year abroad in depth. In
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chapter 8, I discuss the psychological experiences of international students and further

implications for the support system for them. In Epilogue, I reflect on my experience of

Ph.D. study.
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CHAPTER TWO

Literature review

Introduction

The main goal of this chapter is to provide a review of theoretical frameworks for
studying intercultural adjustment of international students in higher education and the
results of empirical research in this field. Firstly, I will historically review definitions of
terminologies which were used to indicate targeted people in studies of this kind.
Secondly, I will review theories and hypotheses in culture shock and cross-cultural
adjustment. I categorise the theories and hypotheses into four groups: 1. Descriptive
theories in which the phenomenon of culture shock is described; 2. More explanatory
theories that attempt to explain the causes of culture shock; 3 Preventive approaches that
seek a useful way to prevent or minimise difficuities which are often experienced by the
individuals who encounter a different culture; 4. Latest theories of intercultural
adjustment. Thirdly, I will examine the recent research which focus upon international
students’ adjustment. Finally, by reviewing the literature which concerns Japanese
international students, I will discuss the recent situations of the study for Japanese

students.
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2.1. Historical overview of research on intercultural adjustment of international
students

2.1.1. Definitions of terminology in international adjustment study

My attempt in this section is to illustrate how international students have interested
researchers as a target of studies in the context of intercultural adjustment. By
summarising the definition of the terminologies, such as strangers, sojourners and
international students, by several representative researchers in this field, I will analyse the

transition of the way in which international students are dealt with in their research.

2.1.1.1.5trangers

In earlier studies, international students were not distinguished from other individuals
who experienced intercultural encounter by moving out of one’s own country to another,
but seen as an example of those. In 1908, Simmel described those people initially using a
term “a stranger.” His concept of the stranger was, then, developed by the following
researchers, e.g., Park and Schiitz (Murphy-Lejeune, 2002). Simmel describes the

stranger as follows:

_If wondering, considered as a state of detachment from every given-point in
space, is the conceptual opposite of attachment to any point, then the
sociological form of “the stranger” presents the synthesis, as it were, of both of
these properties (Simmel in Levine, 1971: 143).
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[...] [H]e is the freer man, practically and theoretically; he examines conditions
with less prejudice; he assesses them against standards that are more general and
more objective; and his actions are not confided by custom, piety, or precedent
(ibid.: 146).

That is to say, the strangers are freed from the prejudice which is connected to custom and
precedents which are commonly shared with the members of the group, as a result of

geographical movement from their own familiar space.

Following Simmel, Park (1928: 888) pointed out wandering traits of the stranger
as “The stranger stays, but he is not settled. He is a potential wanderer.” He also argued
that the strangers are emancipated from one culture, exposed to another culture and end
up to live in between two cultures, i.e., “on the margin.” He described those people as “a
man on the margin of two cultures and two societies, which never completely
interpenetrated and fused” or an “individual—who may or may not be a mixed
blood—finds himself striving to live in two diverse cultural groups” as a result of
migration. He called such individuals “a marginal man” (ibid.: 892-3) and mentioned
specific characteristics they tend to share as “an unstable character—a personality type

with characteristic forms of behaviour.” Park (ibid.: 881) also clearly stated his view of

individuals who experience intercultural contact as follows:
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The consequences, however, of migration and mobility seem, on the whole, to be
the same. In both cases the “cake of custom” is broken and the individual is
freed for new enterprises and for new associations.

That is to say, there is no difference between consequences of migration and mobility. In
other words, there is no difference between individuals who move to another country to
seek permanent immigration and those who enter a foreign country for a short period, for

instance, travellers and international students.

Schiitz (1944) defined the stranger as an individual who tries to approach a group
outside of one’s own and attempts to be accepted by the group. In this definition, there is
not any particular limit to a group to which individuals approach. That is to say, places
where they move to are not necessarily in another country. It can be another group in the
same country or relatively small area where individuals live. For example, a new member
of church and a new neighbour of a small community are also strangers in terms of the
definition above. He analysed the strangers in terms of time (Murphy-Lejeune, 2002)
saying that the strangers can share the present and the future with the approached group
members, however, they cannot share the past within the group. Therefore, the

- approached group see the strangers as “a man without a h'i_stoArSI”' (Schii—tz_, 1944: 502).
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As we can see in the above, it seems that the studies on intercultural adjustment
in this period focused on individuals who leave their own country for an unfamiliar one
and how they function in an unfamiliar society. They called those individuals
“strangers” and distinguished them from the members of a host group. The term
“strangers” include a wide range of individuals, however most of the studies here targeted
immigrants, since they are identified with new comers or a non-member of the host group.
Studies of this kind were based on a sociological point of view that attempts to analyse the
strangers as a component of a society. That is to say, they tried to reveal how the strangers
consider themselves and how they behave as a new member of an approached society or
culture, how others see them in this context. In other words, they made an attempt to
explain intercultural experiences of individuals in terms of a relationship with the
approached group, laying stress on an individual and a society equally to which the

individuals are approaching.

2.1.1.2.Sojourners
About forty years later, Siu (1952) found there are people who cannot be described by the

concept of “marginal man” and identified them using the concept of ““sojourner” (Siu: 43).

His (ibid.: 34) definition of the sojourner is stated as follows:
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The “sojourner” is treated as a deviant type of the sociological form of the
“stranger,” one who clings to the cultural heritage of his own ethnic group and
tends to live in isolation, hindering his assimilation to the society in which he
resides, often for many years. [...] He is comparable to the “marginal man.” [...]
Psychologically he is unwilling to organise himself as a permanent resident in
the country of his sojourn. When he does, he becomes a marginal man. Both the
marginal man and the sojourner are types of stranger —in Simmel’s sense,
products of the cultural frontier.

Thus, he divided the strangers into two groups, i.e., the marginal man and the sojourner,
depending upon whether they have a will to reside in a host country permanently or not.
The sojourners do not aim at permanent settlement and assimilation is not their primary
purpose. The length of their sojourn depends upon the situation of each individual,
maybe from a year to a few decades. Siu (ibid.) as a typical example of the sojourners,
listed some first generations of the colonists who live together within a community of
their own ethnic group, e.g., “Little Tokyo,” “Little Sicily,” and “Chinatown” in the
United State. Religious missionaries, foreign students, foreign traders, military personnel,
academic researchers, journalists are other examples of that. No matter how long they
stay in a host country, they are sojourners if they do not attempt to settle in there
permanently. The tie with their home country and culture is still strong and they tend to
insist on keeping it in the host environment. Their primary purpose is to accomplish their

own task and the involvement in a host society is limited to fulfil this purpose. For

instance, the involvement in a host society of international students who come to a host

country to obtain an academic degree is limited to finishing the degree. Therefore, they
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may not be interested in matters which are not related to the field of their study. No
matter how long they stay in the host country, they are sojourners if they do not attempt to

settle there permanently (Siu, 1952).

Siu’s contribution to the development of the study of this field is worthy to
remark. His work on the sojourners showed the difference in attitudes and adjustment
processes to a different country between individuals who aim to settle in a host
environment and those who do not in three points. Firstly, the sojourners consider their
purpose to go abroad as the “job” and they attempt to finish their job as soon as possible
(ibid.: 35). Therefore, their participation in activities in the local community is limited
because they seek accomplishment of this target rather than personal adjustment to the
local. Secondly, the sojourners tend to live within their “own ethnic group” for their
“common interests and cultural heritage” (ibid.: 36). Thirdly, in case the sojourners
prolong the period of the stay abroad, they very often move “back and forth” between
their home country and abroad because they are still strongly linked to their homeland
(Siu, 1952: 39). In fact, the term “sojourner” has been commonly used cross disciplinary

since Siu’s study (e.g., Church, 1982; Furnham aqd _Bg_chger, 1986, Hsiao-Ying, 1995,

Ward and Rana-Deuba, 2000), however, the people mainly focused by those researchers

and those in Siu’s research are not the same. Siu analysed the attitudes of immigrants
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who link to their home country and try to maintain their culture, on one hand, most of the
later researchers tend to use the term sojourners for people who go abroad and stay there a
relatively shorter time but not as short as tourists, who have not been discussed enough

yet by Siu.

Church (1982: 540) defined the sojourners as “relatively short-term visitors to
new cultures where permanent settlement is not the purpose of the sojourn” in his
intensive literature review. Similarly, Furnham and Bochner (1986: 112) define the
sojourner as one who “temporary stay at a new place” and “[t}he precise length of stay
and the motive for travel are not specified.” They noted that a wide range of types of
people are included in the sojourners, for instance, “business people, diplomats, the
armed forces, students, voluntary workers, missionaries and so on” (Furnham and
Bochner, 1986: 113). They pointed out that much published literature in the field of
sojourners adjustment focused on international students as research subjects, however,
there is some significant research which included no students sojourners or only a small
number of students (e.g., Hsiao-Ymg, 1995; Stone-Feinstein and Ward, 1990; Ward and

Chang, 1997, Ward and Rana-Deuba, 2000).

Whereas many of those researchers dealt with the international students as
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merely an example of the sojourners general, there are some who attempted to illustrate

the uniqueness of international students’ experiences. They are mainly from the field of

education (e.g., Kiell, 1951; Smith, 1955; Selby and Woods, 1966), with the need of

knowledge from universities and institutions which actually accept an increasing number

of the students from foreign countries.

Having seen those definitions of the sojourner, we notice two important aspects

which are commonly emphasised by these two researchers: 1. the duration of the sojourn

is relatively short; and 2. the primary purpose of the sojourn is not permanent settlement.

They move from their home country to another, however, they still keep a link between

themselves and their country. Therefore, they have “acquired the freedom of going, but

not of leaving” (Murphy-Lejeune, 2002; 16-7). Varying people are included in this group,

for instance, religious missionaries, volunteer workers, businessmen, students, academic

researchers and refugees (Church, 1982; Furnham and Bochner, 1986; Siu, 1952).

While the needs of a large population of international students were identified (in

chapter 1), many attempts have been made to illustrate the intercultural experience of the

students among sojourners. When we look at studies on international students in 1950s

and 1960s, it appears that those students are regarded as elite who are promising to play a
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leading roles in their country. The majority of them are sponsored by the government of

their own country.

2.1.2. Theories and hypotheses of culture shock and intercultural adjustment

The primary aim of this section is to provide a historical overview of the research with
regard to psychological adjustment processes of international students. There is also
research wﬁich was conducted with non-student groups, but had a great impact on later
studies on this field of study. Therefore, here, I will examine these research as well, if

they are relevant.

2.1.2.1. Descriptive approach

This section will present two representative models of intercultural adjustment
introduced after the Second World War and following the Cold War (stage theory,
U-curve/W-curve model) and review some research on international students’ adjustment
conducted at the period of time. Firstly, I will review Oberg (1960) and Adler (1975) to
see how the stage-wise theory attempted to describe culture shock in this period and the
problems inherent in this concept. Secondly, a review of Lysgaard (1955) and Gullahorn
and Gullahorn (1963) concerning the U-curve/W-curve model will show that another

attempt of earlier study in this field has similar problems to the stage wise theory.
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2.1.2.1.1. Stage theory
Oberg (1960) is generally credited with introducing the term “culture shock,” referring to
“an occupational disease,” based on his observation of missionaries who moved into an
unfamiliar environment (Church, 1982; Furnham and Bochner, 1982, 1986, Segawa,
1988; Taft, 1977). He described that the “symptoms” of culture shock are, for example,
obsessional behaviours such as excessive concerns of hygiene, depression, anxiety and

| strong emotional reactions. Furnham and Bochner (1982: 168) enumerate six dimensions

of culture shock specified by Oberg as follows:

1. strain due to the effort required to make necessary psychological adaptations;

2. asense of loss and feelings of deprivation in regard to friends, status,
profession and possessions;

3. being rejected by and/or rejecting members of the new culture;
confusion in role, role expectations, values, feelings and self-identity;

5. surprise, anxiety, even disgust and indignation after becoming aware of
cultural differences;

6. feelings of impotence due to not being able to cope with the new
environment.

It is apparent from the words used by Oberg in his description of culture shock, such as
“disease”, “symptoms” and “a sick person”(Oberg, 1960: 177,178 and 180) that he saw
the subsidiary reactions in intercultural encounters quite negatively and applied a medical
model to describe it. This notion was widely used by other researchers (e.g., Byrnes,

1966; Guthrie, 1966; Smalley, 1963), adding their own interpretations, to explain the
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phenomena of sojourner adjustment and therefore, its negative connotation is also

inherited by many of them (Ayano, 1998; Furnham and Bochner, 1982; Segawa, 1998).

Another contribution by Oberg is his four-stage description of the process of

culture shock (Church, 1982; Furnham, 1990). Those stages are summarised as follows

(Oberg, 1960:178-179):

1. First, a “honeymoon,” stage
In this stage, people are “fascinated by the new.” This stage last from a few
days to 6 months, until their real life in a new environment begins;

2. Second stage
This stage is “characterised by hostile and aggressive attitude towards the
host country.” People in this stage experience different kinds of trouble in
their daily life. They tend to blame the host people for those difficulties and
band together with their own nationals. This stage is “a crisis in the disease”;

3. Third, a “recovery,” stage
In this stage, individuals gradually develop language knowledge and ability
to cope with the life in the new culture, although they still have difficulties.
Their attitudes towards the host people can be superior;

4. Fourth stage
Adjustment is about as complete as possible in this stage. Most of the

difficulties are gone and new customs are accepted and enjoyed by
individuals.

Furthermore, Oberg made some recommendations for preventing or mitigating
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culture shock. These are to make contact with host people, to learn a host language, to

learn the value system in a host society, to join the activities in the host community and to

obtain support from their own nationals. Although those recommendations are insightful,

they nevertherless fit in a medical model as a kind of ‘remedy’ for culture shock or

preventative ‘treatment.’” Moreover, because his work is largely based on his anecdotal

investigation (Furnham and Bochner, 1982), it failed to show enough evidence to support

his model of culture shock.

Adler (1975), among others, also used a stage theory to describe culture shock.

He (ibid.: 16-18) elaborated a five-stage theory of culture shock development as follows:

1.

Contact stage in which an individual is still integrated with one’s own culture.
This stage is marked by the excitement and euphoria of new experience;

Disintegration stage is characterised by confusion and disorientation. In this
stage, the individual tends to notice more differences such as different
behaviours and values.

Reintegration stage in marked by strong rejection of the second culture
through stereotyping, generalisation, evaluation and judgmental behaviour
and attitude. However, these negative feelings can predict a healthy
reconstruction in which there is a growing cultural awareness and an
increasing ability to act on feelings.

Au‘ton'obmy stage is characterised by a rising sensitivity and the acquisition of
both skill and understanding of the second culture. In this stage, the
individual experiences the growth of personal flexibility and tends to

consider they are an expert on the second culture more than actual extent of
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their skills and understanding.
5. Independence stage in which the individual is capable of accepting cultural

differences and similarities. Furthermore, the individuals are expressive,
creative and be capable of actualising themselves.

In contrast to Oberg’s, Adler’s view on culture shock is considerably positive.
He argues that difficulties experienced in intercultural encounter are consequences of
disintegration of personality, which is a natural process followed by a reintegration of it,
that is, a course of shift “from a state of low self- and cultural awareness to a state of high
self- and cultural awareness” (Adler, 1975: 15). As a counsellor himself, Adler’s concept
of culture shock is strongly influenced by Rogers’ view of personality, e.g., actualising
tendency. That is to say, all individuals have a tendency to overcome difficulties and
develop themselves to higher level. It implies that those who achieved the final stage of
intercultural adjustment should be predicted to be better at dealing with situations when
they experience another transition to an unfamiliar environment. What is more, he
concluded that intercultural experience is not merely experience of other cultures but “a
depth experience” (ibid.: 20) and “a journey into the self” (ibid.: 22). In other words, he

emphasises that intercultural experience can facilitate personal development.

In his comprehensive review of culture shock, Church (1982: 541-2) claims that

there are some problems in stage models of culture shock as follows:
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Is the order of stages invariant? Must all stages be passed through or can some
be skipped by some individuals? In order to classify individuals, key indicators
of each stage are needed, indicators that may vary with the culture of origin or be
indicative of more than one stage, reflecting superficial adjustment in an early
stage but a true “coming-to-terms” with the new culture in a later stage.

Although Adler’s stage theory is more theory based comparing to Oberg’s anecdotal
report, the comments with respect to the weak points indicated above are still applicable.
In the early period of intercultural adjustment study, most research was descriptive based
on observation or not based on well designed empirical research and reflected
researchers’ subjective impressions to a large extent. Therefore, again, it is apparent that

more systematic and careful examinations are needed.

2.1.2.1.2. U-curve/W-curve hypothesis

Lysgaard (1955) is well known for his contribution of the U-curve hypothesis to this field
of the study. He analysed the data obtained through interviews with 200 Norwegian
Fulbright grantees regarding their adjustment to the host country. He showed two main
findings in his article. Firstly, he categorised different types of factors in adjustment and
manifested that a geniéralisation takes place between and within each category of

adjustment. Secondly, he categorised the informants into three groups depending upon
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the duration of their stay in the host country and compared the difference in adjustment

level among three groups. The result showed that the group with the shorter stay and the

one with the longer stay showed better adjustment and the middle group showed the

poorest adjustment level. From this result, he concluded that the adjustment process is

explained with a function of time and follows a “U-shaped curve” (Lysgaard, 1952: 51).

He also implies the importance of cultural knowledge in communication in his attempt to

explain the “crisis” stage of adjustment process. Thus, after accidental and superficial

contact with the host people in the introductory period, the grantees started to require

more intimate contact with the host people. Then, they notice their language proficiency,

which they reported they were satisfied with in the beginning, is not sufficient to achieve

their requirement. This unpleasant experience influences their adjustment level.

Gullahorn and Gullahorn (1963) extended the U-curve to W-curve claiming that

when individuals return to their home country, they experience a readjustment process,

which is similar to the one to a foreign country, to their own home culture. The

hypothesis was derived from cross sectional interview research with Fulbright grantees.

They analysed the grantees’ interaction patterns with host people in terms of proximity

and similarity. That is, if individuals find similarity in attitudes and maintain proximity

and frequent interaction between others and themselves, especially in the initial encounter,
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they develop more positive feelings towards others. On the contrary, if they perceive
strong dissimilarities, as a result, their relationships become more problematic and it can
lead them to “mutual antipathy and dissociation” (Gullahorn and Gullahorn, 1963: 41).
They argue that the degree of similarity and proximity perceived by individuals in initial
interactions with others account for a lower adjustment level at a certain time after their

entry to the unfamiliar environment and reentry to their home environment.

Having seen the U-curve and the W-curve hypotheses, it appears that they have a
common defect because they tried to explain the changes of adjustment level in terms of a
function of time and overlooked differences among sociological groups and moreover,
individuals. For example, Smith (1955) argues that international students tend to move
the first higher adjustment period earlier than tourists. Church (1982) summarises in his
literature review that there are many studies which present differences in time in which
the adjustment level is lowest, thus, the support to this hypothesis is very weak. I argue
that one of the reasons for the weakness of this hypothesis is its research method. That is
to say, the U-curve hypothesis is based on a cross sectional research among three groups
of people who were divided into each group depending upon the length of their stay
abroad. The researcher compared the adjustment level of those three groups and

concluded that in the beginning and at the end of the sojourn, the adjustment level are
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high and in the middle, it is low because the adjustment level of the short stay group and
the long stay group were higher than the middle group. In the cross sectional research,
differences among groups, which potentially influence outcomes of research, should be
treated considerably. Having said that, it is apparent that the research method applied by

Lysgaard to establish the U-curve hypothesis is not appropriate.

I will turn to some other research concerning international students’ adjustment
in the period from early 1950s to 1970s. There are many studies which are influenced by

the stage theories and the U-curve hypothesis (e.g., Kiell, 1951; Smith, 1955).

Kiell (1951) illustrated the difficulties in intercultural adjustment of
international students in the United States and their misunderstandings of American
culture based on his comparative analysis of data obtained from the students and the host
people. He presented similar descriptions of the adjustment process to the stage wise
models and the U-curve hypothesis. That is, the students are “fulfilling a cherished
dream” and therefore, tend to have positive opinions on their new milieu at their arrival.
After fifteen months on average, a great number of them start stating unfavourable

opinions towards the host country.
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Smith (1955: 231) mentioned that the number of international students in the

United States has increased rapidly since the Second World War. Consequently, the

problems regarding the international students became more of a central issue in American

universities and colleges. In his article, he discussed two points concerning international

students’ adjustment. Firstly, he presented some typical tasks and problems which are

commonly reported by international students from different countries, such as

communicating skills, psychological well-being and academic tasks. The

communicating skills which he mentioned here involve not only language competence

but also the knowledge of culture, such as value systems, shared assumptions within the

host culture. With regard to psychological well-being, he argued that “the maintenance of

personal integrity and self-esteem” is one of the most important aspects and this task

depends largely upon the feeling of acceptance by significant others (Smith, 1955: 236);

thus, this kind of social support plays an important role in international students’

adjustment. The academic tasks are highly related to above two tasks. That is, if the

students obtain sufficient communicating competence and maintain psychological well

being satisfactory, they can achieve their academic goals.

Secondly, Smith (1955) illustrated the adjustment process from two different

perspectives, i.e., the achievement level of tasks and the change of one’s psychological

43



Chapter 2 Literature review

state. Here I will summarise them briefly.

Firstly, he described the achievement during the sojourn applying the stage
model. In the first stage which takes place at the arrival, the individuals play the role of a
spectator. That is, they tend to see things surrounding themselves as “new, exciting,
perhaps somewhat overwhelming” and seem to experience both frustration and pleasure
in a new environment (ibid.: 238). According to Smith, not much learning is taking place
in this period, therefore, adjustment level is low. Unlike tourists, international students
tend to move from this stage to the next in about a week, because they have a relatively
clear target to learn. The next stage, after a week to months, many of the international
students start struggling with coping with a new life in unfamiliar environment. Smith
characterised this stage as an “adjustive phase” in which the students learn basic attitudes
and skills by trial-and-error (ibid.: 238). In the following stage, probably after more than
one year of sojourn, the students achieve a stable state in which they can develop
knowledge and skills most efficiently in both academic and non academic life. In the
final stage, before their departure to their home country, many international students are
inclined to feel anxieties over the future life after they go home. Having examined
Smith’s stage model, the adjustment level in terms of learning is lowest in the beginning

and it goes up gradually to the third stage, then, at the end of the period of study abroad, it
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slightly falls down. The pattern of the shift in adjustment level among stages in this
model is distinctive to those in the two models I mentioned previously; they depict a

similar pattern to the U-curve.

As for the psychological state, Smith argues that at the beginning of the sojourn,
psychological stage is relatively high and it once declines in the middle of the period.
Then, it rises again at the end. The basic assumption of his description of this changing
process resembles to that of Lysgaard’s (1955) U-curve hypothesis, however, he
emphasised that there is no clear border between each adjustment level and period in

time.

I would like to mention his distinctive view on the lower adjustment in the

U-curve model of psychological adjustment as follows (Smith, 1955: 240):

Simply to recognise the trough as a trough, not a failure, can be reassuring, and it
can also support the teacher and administrator in bearing with the foreign student
at times when he seems excessively difficult. It is just at the trough of the
adjustive phase, when the student’s frustrations are at a maximum and his
self-esteem is at low ebb, that he is most likely to indulge in his own brand of
self-defensive manoeuvres, to the exasperation of those responsible for
providing him with educational facilities.

This statement implies that he explains the lower phase in adjustment level is not a failure
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but merely a phase of the adjustment process, which most international students go
through. This is rather optimistic view compared with other researchers who see it as a
severe problem or disease. That is, it seems a common disease from which almost

everybody can suffer, e.g., a cold and the influenza.

Selby and Woods (1966) claim that academic environment is an important factor
for international students’ adjustment to the host country. Because the students’ primary
purpose in going to a foreign country is to study, they are concerned about how they can
perform academically from the beginning of their sojourn to some extent. Consequently,
they argued that there is no so-called “spectator” phase, in which psychological
adjustment level is expected to be high. The psychological state of the students in their
research shifted depending upon their academic schedule. That is, it went down during
the first three months, at the end of the first term and the end of the year, in which they
have to prepare for forthcoming examinations and to work on other course requirements.
On the contrary, it went up during the Christmas holidays, in which they felt less stressed
in terms of academic work. They examined the students’ feelings about their non
academic l»ife as well. They found that the changg in the feeliqgs on non academic life
resembles those on academic life over the year of the study. They concluded that “the

foreign students are needed to be studied more as a student than as a foreigner” (Selby and
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Woods, 1966: 154).

It appears that there is at least a relation between the amount of academic tasks
they should accomplish and their psychological state during the study abroad. However,
they did not show clear evidence to support that the severeness of the academic tasks
causes the lower level of psychological adjustment of the international students in their

research.

According to Furnham and Bochner (1986), international education in this
period is highly related with movement of reconstruction after the Second World War and
the foreign policy based on the economic and political interests of developed countries.
For example, Kiell (1951: 188) cited a rationale of the student-exchange programme

spoken by a State Department official in his research as follows:

The firsthand acquaintanceship between peoples at the grass roots of their
respective cultures is what builds international understanding. Many different
sets of ideas are competing for people’s attention. This [student-exchange]
programme is a part of the total American effort to build a secure world.

This statement clearly shows that the State Department’s primary aims were to

reconstruct a “secure world” after the war by increasing “international understanding”
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and establishing a good relationship among countries. We can also assume the
characteristics of, and researchers’ view on, international students in this period from his
description. According to Kiell (ibid.), many international students have financial
support from their own government and are expected to be at a leading position in their
own countries after their study abroad. Their views and images of the host country, based
on their personal experiences during the study abroad, can be spread among people in
their home land, who have fewer opportunities to go abroad, and influence their view
toward the country. He suggests the importance of a support system by the host country,
e.g., a cultural learning course, guidance in both academic and non-academic aspects and
a student advisor. As he said himself, this is a kind of investment on the future market

rather than seeking the welfare of the student.

In this section, I have reviewed traditional theories in intercultural adjustment,
i.e., stage theory and U-curve/W-curve hypothesis. Their views, except for Adler’s, on
the difficulties in intercultural adjustment are relatively negative. Those theories and
researchers’ views influenced the studies in this field, although there were many studies
which did not support them. More impo_rtaptly, there were many implications which were
made by those earlier researches, e.g., importance of cultural learning, support systems

and so on. I also discussed the influence of foreign policy of developed countries to the

53



Chapter 2 Literature review

international educations and the support system for international students in this period.

2.1.2.2. Explanatory approach

The previous section has reviewed literature which attempted to describe the phenomena
of psychological reactions in the context of intercultural experiences. This subsection
will present a review of literature which attempts to explain the reasons of culture shock.
Furnham and Bochner (1986) summarised several main approaches which explain the
causes and psychological mechanisms of culture shock in their comprehensive literature
review. They are grief and bereavement, locus of control, selective migration, negative
life events, social support networks, value differences and cultural learning. Those
theories were originally established in other fields of study and applied to explain
psychological reactions to a geographic movement (Furnham, 1988; Furnham and
Bochner, 1986). Here, I will summarise those theories following the review by Furnham

et al., (ibid).

2.1.2.2.1. Grief and Bereavement
The concept of loss and that of grief, mourning and bereavement which normally follow
loss were introduced by Bowlby (1969). In his literature, Bowlby examined young

children’s behaviours and reactions to loss in the context of a relationship between

54



Chapter 2 Literature review

children and mothers based on his clinical observations and experiments, in which a baby
presents strong negative reactions after a mother disappears. To illustrate a basic picture
of grief and bereavement theory, I will cite Bowlby’s literature here. He was a
psychoanalyst and therefore his theory was strongly influenced by Freud’s view of grief,
i.e., grief is a way of “breaking of emotional ties to a significant people” (Furnham et al.,
1986: 164). Bowlby argued that children who were separated from their attached mother
figures show intense anxiety reactions to recover their mother figures as follows (1973:

26-7):

Whenever a young child who has had an opportunity to develop an attachment to
a mother figure is separated from her unwillingly he shows distress; and should
he also be placed in a strange environment and cared for by a succession of
strange people such distress is likely to be intense. The way he behaves follows
a typical sequence. At first he protests vigorously and tries by all the means
available to him to recover his mother. Later he seems to despair of recovering
her but none the less remains preoccupied with her and vigilant for her return.
Later still he seems to lose his interest in his mother and to become emotionally
detached from her. Nevertheless, provided the period of separation is not too
prolonged, a child does not remain detached indefinitely. Sooner or later after
being reunited with his mother his attachment to her emerges afresh.
Thenceforward, for days or weeks, and sometimes for much longer, he insists on
staying close to her. Furthermore, whenever he suspects he will lose her again he
exhibits acute anxiety.

As you can see in the above paragraph, Bowlby described bereavement reactions after a

separation as a continuous process in terms of three phases: protest; despair and
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detachment.

The concept of loss and following grief and bereavement were used to explain
not only loss of one’s Signiﬁcant object person but also different kinds of experiences and
following behavioural, biological and psychological reactions in our daily life, such as

divorce and unemployment.

It was also applied to describe migrants’ reactions following their movement to a
different country, because migration is considered to be a separation from their attached
people, objects and all sorts. Furnham et al. (1986: 163) described loss in the context of

migrations as follows:

Migration (but to some extent al forms of geographic movement) involves being
deprived of specific relationships or significant objects. These include family,
friends and occupational status as well as a host of important physical variables
ranging from food to weather patterns.

Furthermore, they described the similarity in symptoms and process of bereavement
reactions to loss between migration context and other contexts (ibid.):

Indeed, it is the similarity between various documented symptoms of grief, and
the stages or phases of grief which have most interested researchers on
migration and mental health.
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An initial study which applied the notion of bereavement or grief to explain
psychological reactions of geographical movement is by Munoz (1980). Through
interview research, she observed that her interviewees experience intensive sense of loss
of security in many aspects, such as emotional well-beings, relationships with family and
friends and their own culture. She (Munoz, 1980: 231) concluded that the exiles’
psychological reactions to geographical movement can be parallel to the process of

bereavement as follows:

[T]he bereavement experienced by exiles may be interpreted as a result of loss of
roots, the geography, the emotional support, the cognitive world and the status
which they had enjoyed prior to exile. The social isolation resulting from the
loss of friends and relatives is felt as particularly punitive.

Furnham et al. (1986) pointed out three problems in applying grief theory to the
process of intercultural adjustment. Firstly, they claimed that the negative view of grief
theory is not always the case for the immigrants, sojourners and travellers since “[f]or
some people migration is a blessed escape” (Furnham et al., 1986: 166). I argue that this
statement is open to doub?. Inﬁlen»cﬁ)zr’swliteratu‘r»c.e}, there are many individuals who are

exiled from their home country seeking a better life because it was very difficult for them

to live there and whose migration is supposed to be a kind of “blessed escape.” However,
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all of them missed their past life, friends and families and wide range of things. They still

experience loss and grief even though they escaped from great difficulties.

Secondly, grief study failed to present significant factors which determine

individual differences such as intensity and duration of grief, although it attempted to

explain such differences as culture and religion. Thus, each culture and religion has

different styles, rules and values in grief and bereavement after the geographic movement.

For instance, Japanese people may sob quietly when they lose someone very close

comparing to Korean people who may cry out, although both of them feel extremely sad.

Finally, they claimed that “counselling for the grieving would seem highly

inappropriate for migrants, who need information and support as much as therapy” (ibid.),

I disagree with this view. In his literature on grief counselling, Worden (1991: 38) stated

the goals of grief counselling as follows:

The overall goal of grief counselling is to help the survivor complete any
unfinished business with the deceased and to be able to say a final good-bye.
There are specific goals and these correspond to the four tasks of grieving.
These specific.goals are: 1. To increase the reality of the-loss; 2. To-help-the
counselee deal with both expressed and latent affect; 3. To help the counselee
overcome various impediments to readjustment after the loss; 4. To encourage
the counselee to say an appropriate goodbye and to feel comfortable reinvesting

back into life.
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It is apparent that those goals are applicable to the situation of migrants if you
assume that psychological distress of the migration is caused by a loss of attached
environment in a home country. Furthermore, if you look at the principles and procedures
of grief counselling, for example, to help a client to identify and express feelings, such as
anger, guilt, anxiety, helplessness and sadness, I argue that grief counselling procedure is
applicable to supporting individuals, who still experience psychological difficulties,
although they have enough information about a new environment and friends and
families nearby. Itis likely to happen to many people, as I will show some evidence in my

result later.

2.1.2.2.2. Locus of control

The study of fatalism and locus of control is also applied to explain the psychological
distress and depression which are experienced by people who move to another country.
Rotter (1966: 1, cited in Furnham and Bochner, 1986: 167) defined the concept of locus

of control as:

When a reinforcement is perceived by the subject as ... not being entirely
contingent upon his action, then, in our culture, it is typically perceived as the
result of luck, chance, fate, as under the control of powerful others, or as

unpredictable because of the great complexity of the forces surrounding him.
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When the event is interpreted in this way by an individual, we have labelled this
a belief in external control. If the person perceives that the event is contingent
upon his own behaviour or his own relatively permanent characteristics, we have
termed this a belief in internal control.

Thus, locus of control study attempts to prove that individuals’ behaviours are determined
by whether they believe their life is controlled by external force or internal personal
power in themselves. For example, if a Japanese student who is oriented towards external
control failed an examination, she would go to a Shinto shrine to pray for god’s help and
buy a good luck charm for the next examination. If a Japanese student whose belief is in
internal control, she may not go to a Shinto shrine but she regret that she did not prepare
for the examination hard enough and try to work harder for the next examination.

Furnham et al. (1986: 167) states that point clearly as:

[T]he generalized expectation that outcomes are determined by forces such as
powerful others, luck or fate and is the opposite of instrumentalism, which is the
generalized expectation that outcomes are contingent on one’s own behaviour.

The majority of studies in this field found a relation between fatalistic, external locus of
control beliefs and passive psychological traits, weakness of coping strategies and

psychological difficulty (Furnham et al., 1986).
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There is a literature which attempts to find a link between locus of control and
psychological and behavioural differences after movement to a different country. Again,
most of the findings show similar results in which external locus of control is associated
with poor adjustment and more psychological distress, however, there are some studies
which suggest totally opposite remarks. Thus, external locus of control is linked to a
better adjustment. It is an evidence of weakness of this hypothesis to explain individual

differences in adjustment to a new environment.

Furnham et al. (1986) concluded that although locus of control hypothesis is
attractive for researchers in cross-cultural study of immigrants because it seems to enable
us to predict an adjustment level depending upon their locus of control when a certain
group moves to a different country, there are some criticisms. Firstly, they pointed out the
difficulty in categorising one group into one belief orientation because the concept of
cultural differences and similarities on which the locus of control study is based is
indecisive and also because people’s belief has multidimensional aspects and groups may
have difference in one aspect from but share similarity in other aspects with each other.

Secondly, there are a number of studies which failed to support the hypothesis. Thirdly

e

there is a problem concerning sampling. The targeted people in this field of study are

voluntarily migrated to another country. They presumably tend to have more internal
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locus of control even when they belong to a cultural group which may have external locus

of control, because they should control over a wide range of problems and matters in their

daily life. That is to say, there may be no individuals who have external locus of control

in immigrants group.

2.1.2.2.3. Selective migration

This hypothesis is applied from neo-Darwinism, the principle of natural selection. That is

to say, individuals who are most suitable to a particular environment can adapt to the

environment better. The studies in this field examined relations between the process and

criteria of selection which the migrated people had gone through and their adjustment to

new environments. Especially, researchers who are interested in psychiatric

epidemiology in the context of immigrations tend to apply this hypothesis to their

explanation for differences in adaptation. For example, people who had to go through

vigorous selection processes cope with their new life in a certain country better than those

who did not. The weakness of the selective migration hypothesis lies in uncertainty in

characteristics of hindrance itself and criteria of it. Thus, it is not clear which hindrance

or difficulty account for adjustment and the perceived severity of them may differ among

each individual and change over time (Furnham et al., 1986).
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2.1.2.2.4. Expectations
Furnham and Bochner (1986: 171) summarised the basic idea of expectancy value

models as:

[A] Person’s behaviour is directly related to the expectations that they hold and
the subjective value of the consequences that might occur following the action.

The concept has been studied in various areas of psychology and contributed to explain
people’s behaviours and following consequences. In migration study, researchers have
examined a relationship between immigrants’ expectations towards host environments
and their new life after the immigration and their adjustment. Much of the research
suggested a correlation between higher expectation and lower adjustment level and vice
versa. For instance, if an individual has very high expectations to a new life in a host
country, to meet such expectations would be very stressful. On the contrary if one has
lower expectations, the fulfilment of the expectation is relatively easier and psychological
stress which the individual feels is possibly lower. Thus, it accounts for a lower rate of
psychological distresses and better adjustment since the fulfilment of expectations is one
of the two main factors in adjustment: expectation fulfilment; and assimilation to a host

society (Cochrane, 1983).
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There are several problems with this theory. Firstly, it is not clear which
expectation such as career, economic and academic, actually links to adjustment to a new
country. Secondly, the mechanism by which high expectations evoke poor adjustment is
not explained clearly. Thirdly, low expectation may be worse in terms of social mobility,
although it is better, as it has been suggested by many researchers, for adjustment. Finally,
most of the migrated people have high expectations naturally, except for some refugees,
therefore, it is uncertain of expectation in lower expecting group is expectation is

significantly lower than that of higher expecting group.

However, this theory implies a significance of education for people preceding
their immigrations to set realistic and realizable goals (Furnham et al., 1986: 175). In
other words, it suggests a way of reducing psychological difficulty attendant on a

geographic movement.

2.1.2.2.5. Negative Iq’fe events

The link between recent stressful life events and psychological reactions or physical
problems has been studied for many years by different perspectives (e. g Cgc;hrane and
Robertson, 1973; Dohrenwend and Dohrenwend, 1974; Holmes and Rahe, 1967). The

basic theory is that recent stressful life events, for instance, death of spouse or close
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family member, divorce and change in financial state can cause individuals psychological
and physical disturbance (Furnham et al., 1986). Holmes and Rahe (1967) developed
Social Readjustment Rating Scale (SRRS) which includes forty three life events chosen
from their empirical studies. The SRRS is often used as a tool in order to scale the value
of stressful life events and to evaluate the relationship between life events and different

dependent variables such as occurrence of physical disease and psychological problems.

Guthrie (1966) argued that negative life event theory is applicable to the study on
migration and culture shock. He argues that this is because various kinds of important life
events and changes accompany geographic movement. Furnham and Bochner (1986)
showed how many life events and changes in the SRRS are found in the process of
migration. According to Furnham et al., more than one third of the listed events are likely
to be involved in the migration and calculated total score is 339, which is very high
comparing with the criterion by Holmes et al. Thus, the migration is a highly stressful

experience overall and possibly leads to physiological and psychological symptoms.

in their research were not negative but rather desirable or successful events in some

cultures. They argue that those life events require individuals significant change in their
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life to cope with, which play an important role to onset of problematic reactions. Having

said that, it is obvious that geographic movement which involves a number of significant

changes is a highly stressful life event and may lead to psychological and physical

problems.

However, I argue that there is a point needed to be considered in order to apply
the theory to intercultural experience. That is to say, it is also suggested in Holmes et al.
(1974) that onset of problematic symptoms normally takes place after a year or later the
linked life events. If it is true, it is obvious that the theory is not applicable to explain
culture shock of individuals who stay abroad relatively short term, such as international

students.

2.1.2.2.6. Social-support networks
Furnham and Bochner (1986: 184-85) describe the notion of social-support networks

theory in their literature review as follows:

[Slocial support is directly related to increased psychological well-being and to a
lower probability of physical and mental illness. Thus the various types of
support provided by interpersonal relationships play a crucial role in
determining a person’s general adaptive functioning and sense of well-being.
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When individuals leave their own home country for another, they leave behind many

people with whom they have a certain relationship. Those people are, for example,

families, friends, colleagues at work, teachers, clergy, doctors and neighbours. Some of

them are closer and more significant to them than others. No matter what their

relationship, they influence and support each other in different ways and with different

degrees. As a consequence of geographic movement, they lose the supports which they

used to obtain from those people. The theory insists that because of decrease in the

amount of social support, migrants tend to become more vulnerable against physical and

psychological diseases. The theory also suggests a possibility of preventing or reducing

problems of culture shock by offering supportive relationships. Thus, if migrants have

enough supportive relationships with others such as co-nationals, migrants from other

countries and host nationals, in a host environment, they possibly experience fewer

difficulties in their adjustment. This hypothesis is, at the same time, controversial since it

is often suggested that living within a co-national group hinder migrants from adjusting

and assimilating to a host community and foments prejudice towards migrant groups

(Furnham et al., 1986).

Interestingly, the notion of social support is often combined together with the

theory of life-events in research (e.g., Lin and Ensel, 1984; Lin, Simeone, Ensel and Kuo,
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1979; Thoits, 1982; Williams, Ware and Donald, 1981). Lin et al. (1984) examined
relationships of life events and social support with changes in a condition of depression
by comparing those three variables on two different periods of time. The results show
that people whose symptoms of depression deteriorated between the two given periods,
have an increase in a score of undesirable life events and a decrease in a score of social
support and that people whose depression is persistent experienced more life events and
less social subport than others on both periods of time. They further examined if there is
an interaction between those two variables. In other words, it was examined whether
social support can give a buffering, mediating or modifying effect in a relationship
between life-events and psychological difficulties or social support and life-events work
additively to psychological states. Here, I would like to contrast the models of buffering,
mediating or modifying effect of social support and additive effect of social support and

life-events referring to the definitions by Williams et al. (1981: 326):

A simple additive model. Inthis model, life events and social supports each have
a direct independent effect on mental health. For life events this effect is
negative, whereas for social supports the effect is positive.

A model with additive and interactive effects. According to this model, the
negative impact of life events on mental-health is modified by social supports.
Life events have less impact on mental health for those with social supports.
This is the model that hypothesises a stress-modifying or buffering role for
social contacts and resources.
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Lin and Ensel. (1984) failed to find any evidence to support interactive effects like many
other researchers (e.g., Lin et al., 1979; Williams et al., 1981). They concluded that
life-events and social support influence individuals’ psychological states independently

and additively.

There are a number of researchers who present opposite evidence. That is, social
support can moderate the effects of stressful life-events on psychological disturbance.
For instance, Antonovsky (1974) argued that ties to concrete others and to communities
can help people resolving tension and that even knowing those resources are available can
support people going through stressful moments. Liem and Liem (1978) also concluded
in their literature review that there is substantial evidence for supporting interactive
effects of social support on stressful life events. I argue that this contradiction reflects a
typical phenomenon in social sciences. In our daily experience, it seems to be very
natural that a person who has a supportive someone can cope with difficulties better than
that who does not have anyone to be supportive. However, if you try to test this
relationship using a statistical methods which normally require a great number of
research subjects and strict control in research designs, you often fail to present a

significant evidence. The statistical testing is useful in a certain area of studies, such as
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more laboratory experiment type research. On the contrary, quasi-experimental research
in which we can not control independent variables as much as laboratory experiments, we

need to consider how much we rely on the result of statistical tests.

The study of friendship pattern of international students is one of the examples of
social support study for international students. Bochner et al. (1977) revealed that most
international students have difficulty in establishing friendships with host students.
However, for a few who have host student friends, their satisfaction with academic
performance and life in a host country is relatively high. I will discuss this study in a later

chapter, as it is of significance for my study.

Thoits (1982) pointed out three main problems in this field of research which
account for such controversial outcomes. She, firstly, claims that the definition of social
support used in research is not clear, and therefore, operationalizations of the term are not
precise. Secondly, she argues that an interaction between life-events and social support is
“confounded inadvertently in cross-sectional studies” (Thoits, 1981: 155). Thus, it is
possible that social support changes the number of occurrence or types of life-events, not
the effects of them. It is also possible that changes in the occurrence of life-events

influence the states of social support. Finally, she argues that there is a lack of theoretical
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explanations of the relationships between life-events, social support and psychological
difficulties. As a consequence, an etiological factor of a lack of social support has

remained insufficiently examined.

Since it is obvious that life-events which people who migrated to another
country experience contain a variety of negative changes in the conditions of social
support besides a geographic movement itself, the confusions in various aspects pointed
out by Thoits are likely to be problematic when this approach is applied to the studies of
intercultural adjustments specifically. Under such a circumstance, individuals may
experience more difficulties, in other words, stressful life events in daily life, which they

may not necessarily face if they have more social support.

2.1.2.2.7. Value differences

For people who move to another country, it is an inevitable fact that there are differences
in each country, society and culture, which they have to face and cope with to adjust to a
new environment. Those differences pervade many aspects of a host society, from trivial
daily matters, such as prices of food, to more serious matters, such as legal issues. Some
are overt and some others are covert and subtle. Those differences are based on the value

systems which exist in each society and culture and therefore the differences in values in
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each society and culture are considered to be a crucial factor to explain difficulties which
are experienced by migrants. That is to say, distress and stressful experiences of
migration account for misunderstanding caused by the differences in values between their

home country and host country.

According to Furnham and Bochner (1986), the key idea of value differences
theory is the work by Merton (1938: 672), in which he attempted discover “how some
social structures exert a definite pressure upon certain persons in the society to engage in
non-conformist rather than conformist conduct. He analysed people’s deviant behaviour
in the relation with two elements of social and cultural structure: culture goals and
institutional norms (Merton, 1938: 672-3) and derived five modes of adjustment by
individuals in a society. They are 1) conformity, 2) innovation, 3) ritualism, 4) retreatism
and 5) rebellion. If individuals accept both culture goals and institutionalised méans of
the society, their behaviour pattern drops into adaptation pattern 1) conformity. When
individuals accept goals but eliminate means, their behaviour pattern will be 2)
innovation and the opposite pattern to it is 3) ritualism. Retreatism is the behaviour
pattern which was repregepted by people who elimjnate both goals and means. The fifth
and last pattern is rebellion in which people reject both elements and seek a substitution

of new goals and standards. Thus, if individuals accept both culture goals and
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institutionalised means of the culture, they can be crucial members of the society, who
maintain the stability and continuity of the society. However, if persons can not accept
either of the two cultural elements and they will show one of the other four behaviour
patterns, which are determined by each individual’s personality and cultural background

(Merton, 1938).

Because the effect of cultural elements and social structures on the individual is
the major concern of the study of value differences, it has been applied to cross-cultural
studies by many researchers (Furnham and Bochner, | 1986). According to Furnham et al.
(1986), there are two categories in this study. One is to investigate “cultural differences
between cultures, groups and individuals” and the other is to establish “valid and reliable

measures of values” (Furnham et al., 1986: 189).

For example, Furnham et al. (1986) summarised the study by Hofstede in 1984.
Hofstede investigated the dimensions of cultural differences and concluded that there are
“four orthogonal dimensions that show significant correlations with demographic,
economic, geographic, historical and political indicators” (Furnham et al., 1986: 191).
They are 1) power distance, 2) uncertainty avoidance, 3) individualism and 4) masculinity.

Then, using those variables, he attempted to illustrate “a motivational map of the world”
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(Furnham et al., 1986: 191). For instance, Japan, German-speaking countries, some Latin
countries and Greece belong to one group in which people are motivated by “personal,
individual security. This can be found in wealth and especially in hard work.
Second-quadrant countries have grown fastest economically in the 1960- 1970 period”

(Hofstede, 1984: 256, cited in Furnham et al., 1986: 192).

More recently, Ward and Searle (1991) conducted questionnaire research with
one hundred and fifty-five international students who come from forty-two countries,
resident in New Zealand. They investigated the relationship between two dimensions of
adjustment level: 1) psychological adjustment and 2) sociocultural adjustment; and
several variables, such as, cultural difference between the host and their home country,
cultural identity, cultural knowledge, cross-cultural experience and training, attitudes
toward host culture, personality, loneliness and amount of contact with host and
co-nationals. The results showed that the combination of loneliness and cultural distance
linked with psychological difficulties and that cultural identity and cultural knowledge
account for sociocultural difficulties. However, there is no statistical significance in a

relationship between value discrepancies and either two dimensions of adjustment.

The Majority of studies of value differences, especially in the 80s are
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descriptive rather than empirically testing hypotheses, but they are still beneficial and
give us some understanding about diﬁ‘erences between each culture (Furnham et al,,
1986). One of the weakness of this study is the definition of value is still not clear and the
tool for measurement is not sufficient. Therefore, which dimensions of values are to be

examined and how they are measured are still problematic in this field of study.

2.1.2.3. Preventive approach

The various theories which attempt to explain the reasons for culture shock have been
reviewed in the previous subsection. In this section, I would like to review more recent
approaches which present the strategies to prevent culture shock or reduce difficulties in
intercultural experiences and to lead individuals to a better adjustment. What is a better
adjustment? Brislin et al. (Bristlin, Cushner, Cherrie and Yong, 1986) argued that a better
adjustment should be considered in terms of three aspects: good personal adjustment;
good interpersonal relations with hosts; and task effectiveness. The good personal
adjustment is regarded as a condition in which individuals feel being contented and
comfortable in a host country. The good interpersonal relations with hosts can be
indicated by host people’s perceptions, reactions or attitudes towards them. The task
effectiveness is observed in how effectively they perform in their own field, such as

academic work for international students, business achievement for businessmen. Here I
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would like to examine social skills training and culture-learning programmes considering

those three aspects.

2.1.2.3.1. Social Skills Training and culture-learning

The basic assumption of this approach is that most of the difficulties in intercultural
contact are related to communication problems between sojourners or immigrants and
host people and that such problems are caused by a lack of social skills by sojourners and
immigrants in their new society. To begin a new life in a new environment, people often
face various situations in which they are required to negotiate with local people and
experience a wide range of difficulties and troubles. In this concept, such troubles are
considered to happen simply because newcomers do not know the rules and conventions
of a host society and cannot behave adequately. Therefore, if individuals obtain
knowledge of a host culture and learn social skills, they can deal with daily problems.
This idea is again applied from a field of social behaviour deficiencies study as other

theories in the previous section were.

Social skills training is developed for individuals who have some difficulties to
cope with life in a society because they are socially unskilled (Ellis and Whittington,

1983). For example, it is well applied to the training for psychiatric patients, delinquents
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and professional trainees, such as teachers and salespersons. The original idea of social
skills training emphasised behavioural aspects (Ellis and Whittington, 1983). That is,
human behaviours vary depending upon situations in which individuals live not upon
their personality or disposition. Therefore, they are more flexible to change and to be

able to trained (Furnham, 1983).

Many researchers (e.g., Argyle, 1979, 1981, 1982; Collet, 1971; Furnham,
1983a; Wolfgang, 1979) suggested that social skill training is as useful for intercultural
travellers as it is for individuals who are socially incompetent in their home society. This
is because socially acceptable behaviours vary in each culture and new comers often do
not know how to behave due to a iack of social skills. Argyle (1981, 1982) analysed
factors which are involved in social skills and categorised them. He argued that those
factors are different between cultures and therefore crucial in intercultural
communications. The categories that he presented were language, non-verbal
communication, rules, social relationships, motivation, and concepts and ideology. Each
category has several subcategories, for instance, in the category of rules, there are eight
subcategories which are bribery, nepotism, gifts, buying and selling, eating and drinking,
rules about time, seating guests and rules based on ideas. Considering the above, he

proposed that the original social skills training methods should be applied to intercultural

77



Chapter 2 Literature review

situations. The training methods consist of language learning, use of educational
methods, role-playing interaction with members of the other culture and combined

approaches, which are however, mainly focus on non-verbal aspects.

Collett (1970) also emphasised the significance of non-verbal behaviour in
communication and conducted experiment to examine it. In the experiment, each
Englishman in the experimental group received a short Arab-like behaviour training in
advance and had a short meeting with an Arab man, while an Englishman in control group
had no training and a short meeting with the same Arab man. After the meetings, the
Arab man was asked to fill the sociometric questionnaire. The results show that the Arab
men preferred the Englishmen who received the training and adopted Arab-like
behaviour during the meeting. He concluded that social skills training is useful for
intercultural training. The experiment is interesting since it presented empirical data
which are few in this field. However, there are some weak points in methodological
aspect and researcher’s view on adjustment. With regard to a methodological aspect,
firstly, because both the training session and the meeting are held only for a short time, the
applicgbility of the findings to a real life is questionable. Thus, since the duration of the
training session is a quite short time, the learning occurred in this situation might be very

shallow learning, it is not certain whether the outcomes predict the real life situations or
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not. Secondly, because the variable to measure the effectiveness of the training is the
Arab men’s first impressions on the Englishmen after the short meeting, it may not
guarantee an establishment of a good relationship which leads to a mutual understanding

later.

I also would like to argue that the implication of this research possesses another
or more crucial weakness. The experiment suggests that newcomers should assimilate
themselves to a new environment and with the natives and it ignores the influence of the

newcomers to the host.

According to Bochner(1981, 1982), the key concept of culture-training approach
is that adjusting to a new environment is not useful for sojourners to be effective in a new
country, but learning significant characteristics of a host culture is most important.
Triandis and Brislin (1984) listed six major strategies and Furnham and Bochner (1986)
described four techniques in culture training. Since the four techniques by Furnham et al.
are included in the six strategies by Triandis et al., I would like to summarise them mainly
following Triandis et al’s article with further descriptions by Furnham et al.’s when it is
appropriate. The six strategies presented by Triandis et al. are information or

fact-oriented training, attribution training, cultural awareness, cognitive-behaviour
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modification, experiential learning and the interaction approach.

The information or fact-oriented training provides trainees with information
about a host culture through lectures, videotapes and reading materials. Furnham and
Bochner (1986) pointed out four problems on this method. Firstly, the information
presented is often too general to apply to each individual’s specific case. Secondly, the
information tends to overemphasise “the exotic,” such as what to do in a tea ceremony,
and ignore everyday happenings, such as how to clean tatami mat. Thirdly, people may
regard themselves understanding the culture of a host environment fully and expect
themselves to be very effective, although the information which is given in such a
programme mostly deal with a shallow basic issue. Fourthly, it is doubtful if individuals
actually change their behaviours according to the information which they have learnt

(Furnham, 1983b).

In the attribution training, which used to be called isomorphic attribution,
trainees are trained to look at people’s behaviours “from the point of view of members of
another culture” in order to understand the correct meaning of others’ behaviours
(Triandis and Brislin, 1984: 1013). The booklet, called culture assimilators, is used and

its learning process involves cognitive aspects to a great extent. Therefore, the limitations
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in other cognitive approaches are also applied to this.

Regarding cultural awareness, it is programmed to facilitate trainees’ sensitivity
towards cultural differences. For example, trainees are encouraged to look at their own
culture as well as others and to find cultural bias underlying their own behaviours by

contrasting their own culture and others.

Cognitive-behaviour modification is an application from a method of
cognitive-behavioural therapy. In this approach, reactions from a target culture are used
as reinforcements. Thus, trainees learn a way of controlling their behaviours to draw
positive outcomes from a host society and to avoid negative reactions, that is, a

punishment (Triandis and Brislin, 1984).

Experiential learning is established from failure of information-based orientation
approaches (Furnham and Bochner., 1986). In this programme, trainees receive various
opportunities to experience a target culture under supervision through real activities, such
as field trip or simulgtions. jl"h:e disaldyarAlftﬁag‘e-of thi§ programme is the high cost. Since
the importance of this kind of training is an actual experience, trainees need to be sent to a

host country for training before their actual sojourn or simulations which are very close to
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an actual one are needed to be set.

The interaction approach is a variation of experiential learning. It involves

neither simulations nor an actual movement to a target country, but interactions with

people from a target country. Therefore, it is less expensive than the original experiential

learning. Howeyver, it implies a danger of influence by biased perspective of host people

with whom trainees would interact (Furnham et al., 1986).

As we have seen, each technique in culture-training in 1970s and 1980s

attempted to provide practical strategies for individuals to prevent or reduce possible

difficulties in intercultural contact, although they were not always successful. Most of

them base their rationale upon behavioural study in psychology, social skills training and

educational approach, because of their emphasis on the significance of behaviour patterns

and its modifications by newcomers to obtain acceptance by their receiving society.

Furnham et al. (1986) argued that there are several advantages in this approach. Firstly,

the basic notion of this approach is very clear. That is to say, difficulties experienced by

individuals in intercultural contact are caused by their lack of knowledge and inadequate

behaviour, patterns, therefore learning about the target culture and appropriate behaviour

patterns is the best way to prevent such difficulties. Secondly, the strategies focus upon
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problems in everyday life in a different culture, they can offer practical advice to
individuals. Thirdly, hence the training can be programmed depending upon each
individual’s needs, it can avoid overgeneralizations. Fourthly, the techniques used in this
approach are well tried in behavioural psychology and social psychology. Fifthly, the
main target of culture-training is the “management of interpersonal encounters” and
therefore it avoids “vague assumptions about achieving personal growth and insight”
(Furnham et al., 1986: 242). Finally, this technique is easily tested with respect to
effectiveness in the course of programmes. Thus, it can present empirical data for

evaluation of the training and also for further improvement of the programme itself.

I would like to raise two questions. Firstly, whether it is possible to change
individuals’ behaviours without any influence on their psychological states. For a long
time it has been argued that there is a strong link between our behaviours and
psychological conditions. From a psychological point of view, I, therefore, argue that we
cannot ignore influences on people’s emotions and feelings when they change their
behaviour patterns. Cognitive behavioural psychology which is one of their theoretical

foundations is one of the leading field of studies which emphgrsjggs that point. That is to

say, behaviour modifications cause changes in individuals’ thinking patterns and

psychological conditions and vice versa. Therefore, I claim that these social skills
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training and culture-training programmes ignores one of the most crucial factors which
cause individuals difficulties in intercultural experiences, i.e., psychological distress
which may be caused by a discrepancy between newly acquired behavioural and
cognitive patterns and still maintained cognitive patterns, such as value systems and

psychological conditions, such as feelings and emotions.

Secondly, despite Argyle’s strong suggestion that language is “one of the most
important differences between many cultures, and one of the greatest barriers” (Argyle,
1982: 63) in intercultural interactions and that individuals who are in a different culture
without learning of a host language are “cut off from communicating with the majority of
the native population,” and “they do not come to understand fully those features of the
culture which are conveyed by language” (Argyie, 1982: 74), he easily entrusted
language training to language education system, such as language schools, language
courses and classes saying, “Language learning can be greatly assisted by the use of a
language laboratory, and by textbooks [...], which provide detailed information on the
everyday informal use of language” (ibid.). If language is such important in intercultural

contact, as Argyle claimed, they should not dismiss language training in their

programmes or, at least, should consider working in collaboration with researchers in the

field of language education in the cultural-training
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In the next subsection, I would like to present two latest approaches to

intercultural learning considering those two points.

2.1.2.4. Recent approach to intercultural learning

In this section, I would like to review two recent approaches to intercultural learning
following the discussions in the previous section. The first approach is called the ABC of
intercultural experience which has been introduced by Ward, Bochner and Furnham
(2001)." The second approach is from a field of language teaching. The notion of
intercultural communicative competence (e.g., Byram, 1997; Byram et al, 2001 ) is

examined.

2.1.2.4.1. ABC of intercultural experience

It has been suggested that there are two types in intercultural adjustment (e.g., Armes and
Ward, 1989; Stone Feinstein and Ward, 1990). Ward and Kennedy (1993) conducted an
empirical study to examine the issue. The results supported a hypothesis that there is a
clear distinction between ps_ychologicaﬁl» z{djusfment z}nd sociocultural adjustment in

cross-cultural transition. They further argued that:

1 This is the second edition of Culture Shock: Psychological reactions to unfamiliar environment by
Furnham, A. and Bochner, S., which I mentioned before in this chapter, associating Ward, C.
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[A]djustment or adaptation during cross-cultural transitions can be broadly
divided into two categories; psychological and sociocultural. The former refers
to feelings of well-being and satisfaction, whereas the latter is concerned with
the ability to “fit in” or negotiate interactive aspects of the host culture (Ward
and Kennedy, 1993: 131).

With Ward’s view, Furnham and Bochner presented a new theory of intercultural
adjustment, the ABC of intercultural encounters (Ward, Bochner and Furnham, 2001).
Each letter of the ABC refers to affection, behaviours and cognition, which are regarded
as component of adjustment process. With respect to affect, it is explained by stress and
coping theories. As described in the former section, life events and social support
theories are most dominant theories recently. The process of affect in intercultural
adjustment involves coping with diverse changes, losses and differences and requires
psychological adjustment. Behavioural component is based on culture learning theories.
As we have seen in the previous subsection, it involves acquiring specific social skills and
expected outcomes are sociocuftural adaptation. Regarding the cognitive component, it is
accounted for by social identification theories. The basic notion which explains the

phenomena is that each culture consists of shared meanings, such as rules, conventions,

values and beliefs, and people within a culture live according to those shared meanings.
In a contact between different cultures, such shared meanings lose their effectiveness and
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as a consequence, confusions in perceptions of themselves and others are evoked between

as well as within individuals. Attribution theory and Social Identity theory manifest those

phenomena (Ward, Bochner and Furnham, 2001).

Although it is remarkable that this concept attempted to analyse intercultural

adjustment and culture shock, which has been studied from different perspectives and still

not clear, the training strategies presented based on this theory are rather disappointing.

Training methods proposed by Ward et al., based on their ABC theory are composed of

mostly the same social skills training programmes. Their view that psychological

difficulties are solved by acquiring adequate social skills remains except for a

recommendation of using traditional counselling as remediation. Furthermore, because

they consider that outcomes of cognitions “ultimately manifest themselves in affective

and behavioural domains,” they did not present any training methods for cognitive aspect

(Ward, et al., 2001: 273).

2.1.2.4.2. Intercultural Communicative Competence: An approach from language

teaching

Here I would like to review an approach from language teaching to intercultural learning.

The notion that language competence plays an important role in intercultural

communication is widely accepted by many researchers in different fields (e.g., Argyle,
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1981, Byram and Fleming, 1998; Byram, Nichols and Stevens, 2001; Gudykunst and

Ting-Toomey, 1988). However, on one hand, as we have seen in the previous section,

language training is not necessarily included in cultural training programmes and most of

the time, it is easily left to a field of language education. On the other hand, the main

stream of language education has been “influenced by linguistics, pure and applied, and

the impact of methods has been considerable” (Byram et al., 2001: 1). Possible

interpretation for this phenomenon is that language education has put its emphasis on

linguistic competence, that is, grammatical aspects, and ignored communicative aspects

of language competence (Byram, et al., 2001). Language education is teaching people

grammatical knowledge and skills to use it as well as native speakers do has been not only

a tacit approval within language education, but also between other fields of studies. Thus,

a gap between culture and language has been remained until a specific approach to

intercultural competence in language learning is introduced.

The basic assumption of this approach is that “language learning should lead to

insight and increased understanding of the society and culture of speakers of other

languages, but also of learners’ own society and culture and the relationship betweenthe _ _

two, a cognitive learning process” (Byram and Fleming, 1998: 6). That is to say,

language learning is not merely for acquisition of grammatical knowledge but also for the
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development of cultural awareness. It leads to mutual understanding between different

cultures and individuals in those cultures.

Byram (1997, see also Alred and Byram, 2002; Byram, Nichols and Stevens,
2001) introduced the concept of the intercultural speaker defining it as follows (Byram, et

al., 2001: 5):

We have therefore introduced the concept of the ‘intercultural speaker’, someone
who has an ability to interact with ‘others’, to accept other perspectives and
perceptions of the world, to mediate between different perspectives, to be
conscious of their evaluations of difference.

Furthermore, they identified five elements of intercultural competence: savoir
étre; savoirs; savoir comprendre; savoir apprendre; savoir faire. Savoir étre refers to
attitudes to suspend a judgement on their own culture and others’. Savoirs indicates
knowledge of others’ behaviours, beliefs and values and their culture, and an ability of
comparing them with one’s own behaviours, beliefs and values. Savoir comprendre,
savoir apprendre and savoir faire are required skills for intercultural competence. The
first one, savoir comprendre, is a Skll] of ipte‘rpreting and relating data referring existing

knowledge. The second skill, savoir apprendre, is ability of observing, collecting and

analysing data and of discovering a way of behaviours, underlying values and beliefs, and
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people’s living world in another culture. The third one, savoir faire, is a skill of

interacting with people of another culture in real time utilising other savoirs.

In addition to the above, savoir s’engager is considered to be another crucial

ability for intercultural competence. Byram et al. (2001: 6-7) say:

Finally, however open towards, curious about and tolerant of other people’s
beliefs, values and behaviours one is, one’s own beliefs, values and behaviours
are deeply embedded and can create reaction and rejection. Because of this
unavoidable response, intercultural speakers/ mediators need to become aware
of their own values. Intercultural speakers/mediators need a critical awareness
of themselves and their values, as well as those of other people.

Having considered those points, the purpose of language education, in other words, the
role of language teachers is to develop attitudes, skills and awareness described above as
well as a knowledge of other cultures and their own culture besides
linguistic/grammatical knowledge about a target language. That is to say, it challenges a
deep level of cognitive and emotional activities of human beings. In other words, the
process of language education goes beyond producing a language machine, and means

growing an intercultural speaker/mediator.

Although there have not developed any specific techniques in this theoretical
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framework, there are many strenuous approaches proposed by researchers, language
teachers and language teacher researchers. Some introduced drama to language
classroom, others proposed an ethnography method and some others tried other methods,
I would like to look at one of those approaches which provides a useful method to

facilitate students to learn savoir apprendre.

This approach was conducted by Topuzova (2001) in her English literature class
with twenty-six students at the age of seventeen and eighteen in Bulgaria. She asked the
students to go to a shop to buy a Christmas card and to observe other customers in terms
of their age, gender, nationality and a number of cards they bought, and which cards sell
more and which less. Then, the students brought their Christmas cards as well as the
results of their observations into classroom. In the classroom, the students are involved in
mainly three steps of learning activities. The first is analysis and discussion on the
Bulgarian Christmas cards and their observations and the second is a comparison of the
Bulgarian Christmas cards which the students brought and English Christmas cards
which the teacher provided. They compare the cards from a number of aspects, e.g.,
shape, colour, pattern, theme, words and cultural ponnotations. Then, the third, the
teachers introduced to the classroom three novels written by three different authors from

different countries. The students are encouraged to read them, analyse the culture of

91



Chapter 2 Literature review

Christmas from three different countries, i.e., Bulgaria, Britain and Russia, as well as

learning linguistic aspects. Through this project, three level of learning, i.e., social,

cultural and textual level, took place (Topuzova, 2001). She argues that in cultural

learning, “the learner has to go beyond the surface behaviour into fuller analysis of the

intentions, strategies and codes which give such behaviour significance,” and that

“teachers and learners must acknowledge the question of viewpoint in their discussions of

culture” and clearly understand them (Topuzova, 2001: 259). This project is a good

example of learning savoir apprendre, skill of observing, collecting and analysing data

and of discovering another culture and understanding values underlying it.

The remarkable point for this approach is that as we have seen above, the

Christmas in this case are not presented as a mere information or an example sentence to

support learning of linguistic knowledge as so in traditional language classrooms, but

used as a representative of culture and an introduction of the process of learning another

culture, students own culture and comparing them, furthermore, developing cultural

awareness in the students.

2.2. Research on international students general

In the previous section, I have historically reviewed literature in the study of culture
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shock and intercultural adjustment from different perspectives. Many researchers
conducted research with international students, but in many cases, they were chosen as
research subjects because they are more accessible for researchers (Ward et al., 2001). In
this section, I would like to review more recent literature which focuses on international
students’ situation specifically. This section consists of three subsections. The first
subsection will review literature in a non-counselling or non-clinical psychology
perspective. In the second subsection, I will focus upon research in counselling and
clinical psychology. The final subsection will examine some of the work which pays

particular attention to Japanese international students.

2.2.1. Non counselling perspective
There is enormous research literature on international students (Ward et al., 2001), my
attempt here is to present some of that work relevant to my research topic, i.e.,

psychological experience of international students during study abroad.

As I discussed previously (in Chapter one and former sections in the current
chapter), the perspectives on international student shifted over the past several decades.
Right after the Second World War, international students were regarded as an informal

ambassador from less developed countries. They were selected elite in their home
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country, and expected to take a leading position in the home society after studying abroad.
They were expected to bring back a good story about their experience and about the host
country and to contribute to establishing a friendly relationship between their home and
the host country. In addition to those explicit aims, developed host countries’ implicit
purpose was to secure a future market among developing countries. Reflecting such
government foreign policy and diplomatic reasons with social economic connotations,
researchers’ interest at that period was how they could make foreign students happy and
feel satisfied after their study. Iwill not discuss the studies in this period here since I have

already mentioned them in another section.

Ward et al. (2001) categorised researches on this field into five categories in
terms of the aim of the study. They are concerning interpersonal and intergroup relations,
the problems which international students’ experience, factors related to academic
performance, adjustment process applying a longitudinal method and readjustment to
home environment. I will bear these categories in mind but present a different approach.
I will do so categorising the literature in terms of the social, economic and political
contexts in which the subjects of investigation found themselves, during three different

periods.
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In the post-war period, many of the less developed and devastated countries
dramatically recovered and their economic growth made it possible for younger
generations to study abroad. It resulted in a great increase in the number of foreign
students in universities and other educational institutions. They were not mere guests,
outsider, anymore, but were new members who they could not ignore. It is natural that
the more international students in a campus, the more cultural contacts were expected to
happen and so do problems. For example, teachers find it difficult to teach international
students in the conventional way. The host students may feel uneasy because of
misunderstanding international students. Although, the situation of international
education had changed, the view of receiving countries on international students
remained almost the same as before, i.e., informal ambassadors. Another point I would
like to mention here is the researchers’ view on the issue of intercultural adjustment. The
typical view here is that international student should adapt to a host environment, i.e.,
language, behaviours, attitudes, values, customs, and if they succeed in adaptation, many
problems which they and host people experience in the relation with them would be
solved. Thus, intercultural adjustment is regarded as one-way process and the other way,
i.e., the influence which intemgtion?} s;udepts may bring to_the host, is hardly considered.

As one piece of representative research during the cold-war period, I would like
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to select a review a large-scale research on international students’ adjustment by

Klineberg and Hull in the late 1970s.

Klineberg and Hull investigated foreign students’ adjustment process with a
team of researchers in eleven different countries, i.e., Brazil, Canada, the Federal
Republic of Germany, France, Hong Kong, India, Iran, Japan, Kenya, the United
Kingdom and the United States. The data were collected through two main strategies.
One was quantitative data through questionnaires obtained from 2,536 non-immigrant
foreign students. The other was qualitative data which were collected through a series of
longitudinal data during the first year of their study abroad in above eleven countries.
They were randomly selected in each institution and had no past experience of study
abroad as long as one academic year. More than 70.0 percent of the participants were
male and aged from 23 to 27. They came from 139 different countries. Klineberg et al.
also conducted the same data collection with scholars, who had an experience of studying
abroad more than twelve years earlier than the time of investigation, and went back to
their home countries, such as Canada, France, Hong Kong, India, Iran, Japan, Kenya, the
United Kingdom and the United States. The research covered a wide range of questions.

Because of the limit of space, I will review some main findings here.
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Firstly, the foreign students’ perspectives on support systems provided by their
institutions were asked for. The results show that most of the students feel the
publications, i.e., printed information, are satisfactory, however, they do not always use
them. On one hand, advisory services for foreign students were used by 42 percent of the
whole population, on the other hand counselling service was used by only about 25

percent of them. The evaluations of both services by the users were mostly satisfactory.

Secondly, they examined whether the previous travel experience, defined as a
continuous stay of more than one month, to foreign countries was related to better
adjustment in question. The results prove that the respondents who had previous
experience of travelling abroad reported more contact with local people. The researchers

suggested a possibility of their friendlier attitudes towards the host people.

Thirdly, the problems experienced by foreign students during their sojourn were
investigated. Financial problems were reported by more than 40 percent of the students.
The cost of their accommodation caused the most concern of the foreign students over

eleven countries. The contact with local students was another concern for the

respondents. Although, the foreign students were enthusiastically seeking the interaction

with the host people, the results show that they had far less such opportunities than they
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expected. The statistics prove a strong link between an interaction with the host and
students’ satisfactory of the sojourn. Thus, the students who were satisfied with their
interactions with local people and the local culture during their study abroad were more
satisfied with their whole experience, i.e., both in academic and non-academic, in the host
country. Klineberg et al. call a friendship pattern of internﬁtional students “foreign
student ghetto” pattern (Klineberg et al., 1979: 178). According to the results, more than
50 percent of the respondents had contact mainly with their fellow nationals and foreign
students from other countries. They claimed that the foreign students did not expect the
situations. However, they did not know how to make a contact with local students and
maintain the relationship with them. Psychological and emotional problems were also
reported by many foreign students. Those problems were, for example, depression,
loneliness and homesickness, and emotional difficulties accounted for being

discriminated against.

The self-evaluations of experience of study abroad were also examined.
Although there were many students who had some difficulties during the sojourn, more
than 70 percent of the whole population reported they were either very satisfied or
satisfied. They reported four impacts of their study abroad: 1) intellectual development;

2) personal development; 3) independence; 4) feelings of self-confidence.
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They also tested the U-curve hypothesis by analysing a longitudinal case study
by interviews as well as the quantitative data from the questionnaires. They did not find

any evidence to support the hypothesis.

Klieneberg et al. conclude that the two main factors which most influence
international students’ adjustment process are contacts with the host and prior experience

of travel abroad.

The research by Klineberg and his co-researchers involved a large number of
foreign students and scholars as research participants and covered a wide range of issues
related to adjustment process in question. They reported various problems which foreign
students experienced during their study sojourn and especially put a weight on their
interactions with host people, co-national foreign students, and foreign students from
other countries. It can be said that this research is one of the earliest empirical
longitudinal studies on this scale after the Second World War and presented a large
picture of the phenomena of intercultural adjustment of international students. However,
as Klineberg et al. also suggested in the literature, the discussion stays at the shallow level
and further analysis is needed in many points. I consider that because of the scale of the

research, it is difficult to go into detail in each point of the findings and the despite that
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weakness, the research is still beneficial to a large extent by giving us many implications
for further research. In fact, there are many similar difficulties and students’ behavioural

patterns in the findings of the research which I will present in later chapters.

With respect to international students’ friendship patterns, there are two pieces of
- well-cited research from the perspective of social networks theory (Bochner, McLeod and
Lin, 1977, Bochner, Hutnic and Furnham, 1985). They hypothesised that international
students belong to three different social groups and each group functions differently. The
results from two similar investigations in different countries, i.e., Hawaii and England,
supported the hypotheses and showed similar difficulties which many international
students experience. Thus, there were three social networks to which international
students belong. One was a group with conational and another was a group with host
people and the other is with international students from different countries. Analysis of
activities which the respondents mainly did within each group showed a particular pattern.
The respondents’ main activities with conational students were, for example, cooking and
eating ethnic food, for maintaining their national identity (Bochner et al., 1977: 291). The
international students expected host pf:ople to give some supports in language and in

academic work. With the third group of multinational foreign students, their research

participants’ most frequent responses were “just being with”, “just talking” and
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“interpersonal help” (Bochner et al., 1977: 291). Bochner et al. assumed that the function
of this group is recreational, although they implicied the need of further investigations of

the actual meanings of those responses.

The current situation surrounding international education is distinctive from the

post-war and the cold war periods. Ward et al. (2001: 145) say:

[I]n the contemporary world overseas students are no longer participating in
economic aid or technical reconstruction, nor are they the targets of political
influence. Ironically, overseas students have become part of the export industry
of the very countries that in earlier times footed their bills. [...]

It is not surprising that fierce competition exists for these fee paying overseas
students, and Britain, Canada, Australia, and New Zealand also devote
considerable resources to attracting international ‘consumers’ from key ‘markets’.

The primary aim of the current research of this field is, however, not for merely attracting
potential customers. Many researchers enthusiastically study how stress which
international students experience can be reduced and how they can support such students

to achieve their goals (Furnham et al., 1986; Ward et al., 2001).

Considering this situation, I would like to review some current literature

including some approaches in Australia where a recently increasing number of
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international students choose as a destination for their study abroad. I also would like to
review one article which is concerning international education in Singapore, an
increasingly important country in Asia and another destination which attracts many
international students. The literature is considering the issue of teaching and supervising

international students in higher education.

Ryan and Zuber-Skerritt (1999:3) suggest three causes for a swell in population
of non-English speaking background students in “major education-provider countries
—the USA, UK, Canada, Australia and New Zealand” globalisation, increasing demand
for higher education and developed countries’ interests in international students as an
alternative source of funding. As a consequence, the universities in those countries now
face difficulties in terms of supervising and supporting such students. They categorise
the issues into three areas: institutional level; pedagogic concerns; personal level. At the
institutional level, universities and other institutions are required to deal with a wide
range of issues related to the students in question. For example, the legal concerns in
recruiting students, and the facilities and services they provide are crucial subjects for

universities to win in a severe competition.

With respect to pedagogic concern, there are many problems and difficulties in
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the context of supervising international and immigrant students. Inadequate language
proficiency of the students and cultural difference in conceptualisations, learning styles

and expectations between students and supervisors are some examples of them.

At the personal level, Ryan et al. (1999) focus on the relationship between a
supervisor and a student. Since the majority of those international and immigrants
students in the countries mentioned above are from Asian countries, the
supervisor-student relationships in those countries are often deeper than those in western
countries. On the one hand, it is naturally accepted in Asian countries that the role of
supervisors is parental, on the other hand, many supervisors in western countries regarded

that as being unprofessional.

O’Donoghue (1996) conducted qualitative research with Malaysian Chinese
students in Australia in order to investigate what those students perceive they need to
achieve their academic goals. The findings show that the culture of their homeland is
reflected in various aspects. For example, the students said that working hard comes first
to succeed in theirﬁ work. Theynrlotivations which push the students themselves to keep - -
working hard are to show their respect to their parents and family and not to lose face.

O’Donoghue argues that those tendencies are common characteristics for Chinese people
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in South East Asia, since their families used to immigrate to the area from China and their
“hard work and commercial skills have enabled the Chinese, as an alien minority in
South-East Asia, to gain wealth and prestige and there is, in consequence, high value
placed on achievement” (Hodgkin, 1972:59, cited in O’Donoghue, 1996). The student
expressed their confusions. They were shocked when they saw Australian students’
rather casual manner when they address lecturers and wondered how they behave since it
is regarded as natural to be formal for students in front of their teachers and lecturers in
Asian countries. The students were also bewildered how much they expect of the
lecturers. At the same time, they expressed their views insistently on the role of lecturers
and tutors. That is to say, the lecturers and tutors are supposed to help them in learning
how to behave inside and outside of classrooms in order to be more efficient learners.
O’Donoghue concluded that cultural differences between students’ home culture and
lecturers’ are main factors in the problems in tutoring international students and therefore,
the empathy and cultural sensitivity on the part of tutors and lecturers are essential for
students’ success in academic work.

There is an article whlcP dAiscpssed Ehe di_fﬁ_cultiesﬂin supervising international - -~ . - —
students from Confucian cultural background in western context. Smith (1999)

compared differences in a way of reading in between Confucian culture and western
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culture and suggested an effective strategy to teach Confucian background students to
read in the western context through her experiences of supervising such students. In the
western academic context, it is important to read literature critically. However, in the
Confucian context, it is important to harmonise with others, refer to collectivism, and the
seniors and teachers are supposed to be respected. Accordingly, it is not acceptable to
criticise what the sage wrote. Smith (1999:151) illustrated her Chinese students’

reactions to learning academic reading as follows:

My experience with students from these cultures is that their reading is dominated
by an ethical approach to reading and knowing at the expense of a critical one.
While NESB (non-English speaking background) postgraduate students often
understand that they are to be ‘critical’ —they have read it in study guides and
‘how-to’ books —they simply do not have a history from which a deep
understanding by an educational culture that emphasizes the specific approaches
to reading that we have discussed above, and which has engendered a passivity
amongst its students that encourages the avoidance of any controversial issues.

Then, she (Smith, 1999: 154) suggested some approaches to support those students’ work

as:

I suggest that the first important steps to take in supervising these students is to

make explicit the fact that, within-our-academic tradition, there are numerous
valid and ‘correct’ approaches to solving problems —not just the one presented in
any text. [...]

At the same time, students need to be very aware of the differences between

substantive issues and the methodological processes used to study them. That is,
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they need to be aware of the epistemological issues that frame our approaches to
research topics and their relationships with reality. It should be clear that models
used to describe reality are not necessarily congruent with reality. It would also
help for these students to understand how their ways of thinking/reading are
perceived by Western supervisors —thus they have a clear defined starting point.

Furthermore, she suggested providing them with formal and informal guided reading
courses in which the students can have lectures concerning a traditional research method
in social science as well as workshop to practice reading skills. Finally, she empathised

on the importance of constant monitoring and feedback of students’ progress.

These two articles contrast two distinctive viewpoints on the phenomenon of the
flow of international and immigrant students in Australia. The former literature well
reflected the students’ point of view and the latter represent lecturers’ and supervisors’
point of view. Thus, the students try to achieve their academic goals using their familiar
strategies learned in their home culture and although they tried to learn a new way of
learning in western culture, they required more support from the teaching staff regarding
their values. On the contrary, the second article implies that the student should change

their way of thinking and learning since they come to learn in western context and we, the

supeivisors, have to support them beca{lse_they are deficit in terms of learning skills in

western culture. These articles also vividly illustrate the situations in which many
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universities in developed countries are involved at the period. That is to say, a great
number of international and immigrant students come to study. They are neither selected
elite nor representative of their home countries, but are fee-paying customers. They are
everywhere in the campus. It is lecturers and supervisors who are expected to provide
what they want, i.e., education, without any specific guidelines and strategies which meet
the students’ needs. The lecturers and supervisors try to provide the best with the students
in their way, however, the students do not always regarded it as the best. I argue that
much of the literature on the present issue reflect such needs from those confused
lecturers and supervisors for effective pedagogical strategies to improve the situations in

this area.

2.2.2. Counselling perspective

In this section, I will review relevant literature on intercultural adjustment from the
counselling perspective and related fields such as clinical psychology and medical
perspectives. The literature will be categorised into three areas of research interests: 1.
Psychological explanation of intercultural adjustment; 2. Personality issues and

measurement; 3. Counselling practice for international students: theory; process; - -

counsellor competence.
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2.2.2.1. Psychological explanation of intercultural adjustment

One of the earliest studies on intercultural adjustment from counselling perspective is
Adler’s (1975). As I have already reviewed his article in the section of stage theory
before, I will not describe his theory in detail. However, I would like to mention his
contribution to the study of this field. He attempted to describe the phenomena of culture
shock applying Carl Rogers’ personality theory, a founder of counselling. As I discussed
before (in Chapter 1), Rogers argues that each individual naturally possesses a tendency
towards self-actualisation, in other words, a potential to make one’s own life better and
meaningful. When individuals are in a safe environment in which they feel secure to
explore themselves, they become aware of the self fully and their potential to actualise
themselves. As I have briefly mentioned before, Adler’s theory on culture shock, which
is based on Rogers’ personality theory, introduced an alternative view to the study of
psychological difficulties following an intercultural encounter. Thus, his theory of
culture shock, opposing the negative view towards the phenomena in which
psychological and behavioural reactions are regarded as symptoms of maladjustment and

therefore problematic, emphasises the positive view by saying that those reactions are

naturally or inevitably experienced by individuals who encounter a different culture.and — - -

therefore they are not a sign of psychological disturbance or psychiatric illness. Another

contribution by Adler is to present the uniqueness of intercultural experiences and the
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importance of cultural awareness to counsellors and researchers in psychology. He
argues that changes in behaviours and attitudes related to the intercultural experiences
often lead to intensive emotional experiences in individuals and those experiences can be
as strong and deep as those experienced in the process of personal changes. Thus, he
emphasises a strong influence of environmental changes upon individuals’ psychological
states. He tries to explain the psychological process of intercultural experiences using a

personal development model as explained in the earlier section.

Chiu (1995) considered that psychological experiences in intercultural
adjustment are highly influenced by anticipatory fear towards uncertainty and novelty in
a host country and examined the role of anticipatory fear towards new environment in
international student adjustment. She empirically tested the relationship between
anticipatory fear level and various stressors experienced by international graduate
students and young scholars from Asian countries during the first year of their study in
the US. The findings suggest that anticipatory level can predict adjustment level of her
research participants. Thus, people who have a moderate level of anticipatory fear

showed better adjustment than those who have lower and higher level of anticipatory fear. - -

She argues that because they can prepare for forthcoming stressful events spontaneously

in a realistic way, moderate fear respondents cope with various difficulties better than
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other two groups. As for the high fear group, people tend to find more difficulties than
others all the time and therefore, they always feel everything is so difficult for them. On
the other hand, the low fear group are too optimistic and often not ready for any
difficulties in their life in a new environment. This result is consistent with I. L. Janis’

theory of anticipatory fear.

Ishiyama (1995: 263) discusses the psychological experience of culture shock
using the term “cultural dislocation” which refers to “a subjective experience of feeling
displaced or not at home in a given sociocultural environment.” In the phenomenon of
cultural dislocation, Ishiyama proposes that there are three main elements, i.e.,
self-validation issues, cultural conflicts and cultural attachment. He introduced '
self-validation model in his article in 1989 as a unique psychological experience within
each individual concerning relations, meanings, values and feelings. He summarises the

characteristics of the model as follows (1995: 264):

The experience of validation is characterised by any or all of the following
thematic components: (a) security, comfort, and support vs. insecurity,
discomfort and abandonment; (b) self-worth and self-acceptance vs.
self-deprecation and self-rejection; (c)-competence and autonomyvs.
incompetence and helplessness; (d) identity and belonging vs. identity loss and
alienation; and (e) love, fulfilment, and meaning in life vs. lovelessness,
emptiness, and meaninglessness.
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Each individual develops their own unique “validation network™ over time in the context
of their own culture and society. When they move to another country, many of them often
experience their systematic validation network does not function any longer in a new
environment and therefore, they tend to experience undervalidation or invalidation of self.
This psychological experience may appear as various negative psychological and
behavioural reactions which are also observed and reported by many researchers as

symptoms of culture shock.

Ishiyama (1995: 266) also proposes a cultural conflict model which attempts to
characterise cultural dislocation in terms of cultural conflicts between the society and
individual’s internal world in relation to cultural attachment which can “generate and
heighten homesickness and home cultural identity.” He illustrates four types of cultural
conflicts state, namely, “low cultural conflict state”, “host cultural conflict state”, “home
cultural conflict state” and “bicultural conflict state” considering the level of cultural
conflicts between their environment and each individual. People in “low cultural conflict
state” experience less or no conflict with either home or host culture. They seem well
adjusted to either environment, although some people belong to this type because of

“their lack of self-awareness or reluctance to admit cultural conflicts or psychological

dissonance” (Ishiyama, 1995: 267). The “host cultural conflict” type is characterised as

111



Chapter 2 Literature review

having higher conflicts with the host culture, but lower or no conflicts with their home
culture. Individuals in this type often show “a strongly negative attitude” towards host
environment and develop strong attachment towards their home environment. On the
contrary, people in home cultural conflict state feel “more at home in the host culture”
(Ishiyama, 1995: 268). Instead, they experience cultural conflicts when they re-enter into
their home country. Finally, in “bicultural conflict” state, people experience cultural
conflicts with both home and host culture. They feel dislocated in either place and as a
consequence, they may recurrently question themselves regarding their identity and
attribution. Although this state can lead to cultural identity crisis, it can also encourage
individuals to develop their own “unique bicultural and transcultural self-identity”

(Ishiyama, 1995: 268).

The two models of cultural dislocation above are based on a theoretical premise
that each individual has a strong tendency to seek validation of self. Ishiyama (1995:

264) clearly states that point as follows:

That is, people seek affirmation of their meaningful personal existence and sense
of who they are. They strive for positive valuing of their personal and social-
existence, and seek to experience themselves in a meaningful, rewarding,

familiar and non-chaotic sociocultural environment.
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When we see his statement, it is clear that his theoretical premise is strongly influenced
by Carl Rogers’ theory of tendency of self-actualisation which I mentioned in chapter one.
Ishiyama’s view of individuals who experience psychological difficulties in the context
of intercultural adjustment is quite positive, although he sees psychological problems

themselves as negative phenomena.

“Squeezing effect” is another model elaborated by Luzio-Lockett (1998: 210).
According to Luzio-Lockett, many international students unwillingly squeeze their
identity within pre-established conventions of a host society and educational environment
in order to achieve their academic goals. She argues that language and affective factors
play an important role in the onset of the “squeezing effect.” When international students
enter a new educational setting in a host country, the first thing they face is a language
difficulty on various occasions, such as discussion in classrooms, tutorials with their
tutors, writing assignments, informal conversations with friends and so on.
Luzio-Lockett focused upon the negative impact of language difficulties on individuals’
psychological state, self-image and concept of self of international students. Besides
emotional effects evoked in the relation to language difficulties, nggafi\{e qﬂ‘ective
experiences regarding their personality or identity during the study abroad also influence

individuals’ self-concept. As a consequence of squeezing effect on self, they lose their
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confidence and their self-image tends to become more negative.

Stone Feinstein and Ward (1990) tested a hypothesis that “loneliness” is a key
psychological characteristic of culture shock. They conducted a questionnaire research
with American women expatriates in Singapore. According to the resuits, they concluded,
“loneliness is the primary predictor of psychological adjustment” (Stone Feinstein et al.,

1990: 543).

In addition to that, they interestingly suggested to divide international adjustment
into two categories: psychological adjustment and sociocultural adjustment. Although
those two categories of adjustment are interrelated to each other, they have different

process and influences on individuals.

2.2.2.2.. Personality issues and measurement
A number of researchers have attempted to empirically prove the relationship between
psychological characteristics, e.g., authoritarianism, flexibility and extraversion, and

intercultural adjustment in order to reveal psychological mechanisms of culture shock

and to explain individual differences in intercultural adjustment process. Because

reliable measurement tools which can predict individuals’ adjustment level are required
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from industrial, academic and political world according to a rapid movement of

globalisation, the attempts to generate such measurement tools are reported.

Harrison, Chadwick and Scales (1996) examined a relationship between
intercultural adjustment and personality factors, such as self-efficacy defined as “the level
of confidence that individuals have in their ability to accomplish tasks” (p. 170) and
self-monitoring defined as “an individual’s ability to adjust his or her behaviour to
external, situational factors” (p. 171). They found significant positive correlation
between self-efficacy with general, interaction and work adjustment, and between
self-monitoring and general and interaction adjustment. They suggest that those two
variables of personality measured by two standardised personality tests can be used to

predict individuals’ adjustment process after entering a different culture.

Ward and Chang (1997) examined the relationship between extraversion and
psychological and sociocultural adjustment. They found no significant relationship

between extraversion and either psychological or sociocultural adjustment. Instead, they

found that the difference between norms of extroversion in the host culture and the degree

of extraversion of the sojourners has a significant influence upon sojourner’s adjustment.

They concluded that how individuals culturally fit host society could predict
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psychological adjustment. There have been many studies examining unpleasant
influence of cultural distance on intercultural adjustment (e.g., Furnham and Bochner,
1982), and Ward et al.’s research firstly focused upon personality domain in so-called
“cultural fit” (Ward et al., 1997: 531). They further suggest that the data from a larger
sample of local people is needed to improve the validity of the measuring of cultural fit,
which is obtained by comparing psychological profiles of sojourners and the norms of

host culture.

As an increasing number of psychological researchers empirically tested culture
shock, some studies are interested in generating psychological tests to measure the level
of culture shock or to predict individuals’ culture shock level in the future sojourn (e.g.,
Lim, Hiby, Brislin and Griffin, 2002: Mumford, 1998; Van Oudenhoven and Van der Zee,

2002).

Van Oudenhoven and Van der Zee (2002) developed the Multicultural
Personality Questionnaire (MPQ) to measure individual’s multicultural effectiveness,
which they suggested should be used for selection and evaluation of training for

international students and expatriates. The factors which are measured in the MPQ are

cultural empathy, open-mindedness, emotional stability, flexibility and social initiative.

The variables they used to indicate the level of adjustment are professional competence or
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academic performance, overall well-being and social interaction.

Mumford (1998) developed a questionnaire to measure culture shock for his
study which attempts to identify the factors and circumstances which predict culture
shock in young British volunteer workers abroad. The Culture Shock Questionnaire
(CSQ) consists of twelve items of which seven were derived from Taft’s (1977)
description of culture shock and the rest were developed from the researcher’s previous
research on British young volunteer workers. The CSQ is simple, short and easy to
answer, but it is uncertain if it can measure multifaceted conditions of culture shock,

although it cleared reliability and validity tests.

A test to measure “predicting multicultural effectiveness of international
students,” so-called, “Multicultural Personality Questionnair (MPQ)” were derived by
Van der Zee and Van Oudenhoven in 2000 (Van Oudenhoven and Van der Zee, 2002).
The MPQ contains seventy-eight items, concering cultural empathy, open-mindedness,
emotional stability, social initiative and flexibility. To test the efficacy of the test, the
authors compare the score of the MPQ with adjustment level of international students
(Van Oudenhoven and Van der Zee, 2002). To indicate a severity of adjustment problems,
the authors consider three aspects: academic performance; overall well-being as
psychological adjustment and social interaction. The results suggest that the MPQ can
well predict international students’ effectiveness during their study abroad, in at least two

aspects of adjustment: overall well-being and social interaction.

Khmer acculturation scale (KAS) is a culture specific acculturation measure

which has been developed in the clinical setting to diagnose and predict any physical and
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psychiatric/psychological problems among Cambodian refugees in the US (Lim, Heiby,
Brislin and Griffin, 2002). The basic notion of acculturation of this scale is based on
Berry’s four modes of acculturation: integration; assimilation; separation and
marginalisation. Lim et al. (2002) summarise those four modes as follows. That is to say,
in the integration mode of acculturation, individuals’ behaviours are influenced by home
culture as well as their host culture. The assimilation mode refers to the state in which
individuals behave according to a new cultural norm not their original one. In contrast to
assimilation, the separation mode involves rejection of host culture and retantion of their
original culture. If individuals reject both host and home cultures, they are in

marginalisation mode of acculturation. The questionnaire includes 130 items.

Harrison, Chadwick and Scales (1996) empirically examined the relationship
between international adjustment and two personality variables: self-efficacy and
self-monitoring. The results show significantly positive relationships between both
self-efficacy and self-monitors and adjustment level. Harrison et al. concluded that those

two personality traits could be useful for selecting and training expatriate.

To sum up, many researchers have tried to examine the relationship between
personality traits and intercultural adjustment of individuals in the past decade. As those
research gradually reveals the influence of psychological factors on culture shock and
psychological consequences of culture shock, researchers’ interests are shifting to

generating a measurement which predicts or diagnoses the culture shock experience of

individuals. This shift is also influenced by globalisation. For instance, universities
which exchange their students with foreign universities or accept international students

would like to know how the students would cope with life and study in a host country in
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order to offer appropriate support for them. For another example, companies which send
their employees to foreign countries would like to know their potential abilities to work

effectively in a different culture in order to select and train their employees.

2.2.2.3. Counselling practice for international students: theory; process; counsellor
competence

It is a consensus among many counsellors and counsellor researchers that there are
specific issues concerning culturally different clients and clients who have problems
related to their intercultural experiences. However, it is after the late 1980s when
multicultural counselling issues gained interests in counselling research (Ponterotto,
Fuertes and Chen, 2000). The study of multicultural counselling was born in the context
of American society with the dominant white people and the black and other non-white
minority groups. Thus, it mainly treats influence of racial, cultural related issues in the
relationships between counsellors and clients. For instance, the influence of subtle
racialism in a white counsellor who works with a black client upon a counselling process

and outcomes, is studied.

According to Ponterotto et al. (2000), during the 1980s and the early 1990s, two
theoretical models were dominant in this field: cross-cultural (or multicultural)
counselling competency model by Sue, D. W. and colleagues and Helms’ racial identity
development mode. Potenrotto et al. (2000) summarise those two dominant models for

multicultural counselling in their literature review.

The first version of Sue’s competency model was published in 1982. The primary

assumption of this model is that if a counsellor possesses the competencies listed, the
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counselling outcomes will be most fruitful. The list included 11 competencies which are
categorised into three areas. The first area concerns beliefs/attitudes towards both their
own culture and minority clients’ cultures. The second category refers to cultural and
socio-political knowledge surrounding minority clients. The final area consists of skills
of interacting with a wider range of verbal and nonverbal messages accurately, and skills
of intervening between clients and other institutions, e.g., schools, hospitals and other
social support organisations (Sue, D. W., Bernier, J. E., Durran, A., Feinberg, L., Pedersen,
P, Smith, E. J. and Vasquez-Nuttall, 1982). The original 11 competencies were extended
to 31 competencies in 1992, and in the latest version published in 1998, they were further

extended to 34 competencies.

Helms proposed a racial identity theory and interaction model criticising Sue and
others’ cross-cultural models of counselling in 1984. She summarises the weakness of

conventional models as follows (Helms, 1989: 153):

a) An overemphasis on minority clients as the service recipients and majority of
professionals as the service providers.

b) A view of minority clients as so deviant that the counsellor must possess the
wisdom of Solomon and the patience of Job if he or she is ever to establish a
cross-racial relationship

c) Alack of mechanisms by which to account for the interactions between the
two (or more) cultural perspectives, the counsellor’s and the client’s, implicit
in counselling relationships.

In keeping those points, Helms constructed the theory which built upon Cross’s theory on
Black racial identity development by combining her own White racial identity
development theory. The original model includes six stages for each of the Black identity “
development and the White identity development. After several times of revisions, it is
now called Helms’ White and People of Colour Racial Identity Models which consist of
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six ego statuses for the White racial identity development and five statuses for the People
of Colour counterpart (Helms, 1995). The six statuses for the White are contact status,
disintegration status, reintegration status, pseudoindependence status,
immersion/emersion status and autonomy status. The five statuses for the People of
Colour are conformity (pre-encounter) status, dissonance (encounter) status,
immersion/emersion status, internalisation status and integrative awareness. The basic
assumption of her theory is that racial identity statuses of each participant in counselling
and those dynamics affect a counselling process and outcomes (Helms, 1989; 1995). She
listed four types of counsellor and client relationships, such as parallel, progressive,
regressive and crossed which is regarded as subtypes of progressive and regressive
relationships (Helms, 1995). Parallel relationships refer to the fact that both the
counsellors and clients are at the same or similar level of racial ego status and they “share
similar racial attitudes” about both White and people of colour (Helms, 1989: 159). In
this relationship, both client and counsellor tend “to maintain harmony and deny or avoid
tensions” (Helms, 1995: 194). In progressive relationships, counsellors’ ego status level
is higher than that of clients. In regressive relationship, counsellors’ ego status level is
lower than that of clients. Finally, crossed relationships are characterised by conceptually
opposite statuses between the counsellor and clients. Helms’ assumption is the influence
of specified interactions account for process and outcome of counselling. For instance, in
parallel interactions, both counsellors and clients try to avoid tensions by maintaining
harmony, and in regressive interactions, counsellors experience pain and anxiety in the

relationship with culturally different clients, and their attitudes tend to be incongruent,

which clients can sense -elrrils, -1989; i995). Comparing those four types, the
progressive relationships seem to be the ideal in terms of therapeutic success. In other

words, it is suggested that counsellors should reach a relatively higher level of racial
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identity status before they start counselling for an individual in multicultural settings and
should develop themselves, otherwise when clients reach the same level as theirs, the

relationship type shifts to parallel (ibid.)

Both of the two theoretical models of multicultural counselling had strong
influences on the field. Sue’s model presents implications for counselling strategies and
counsellor training. Although the latest version of the list of the multicultural
counsellor’s competencies includes more than thirty elements, all of them are stated very
clearly and therefore it is easy to organise training programmes for it. In Helms’ model,
the dynamics of racial identity statuses of counsellors and clients are focused on. As she
stated, it enables counsellors from the dominant racial group to “reduce the emphasis on
changing clients who are people of colour to adapt to White theorists’ interpretations of

? <«

such clients’ “aberrant” behaviour” (Helms, 1995: 195-6). It is applied not only by
researchers and practitioners in counselling, but also by those outside of counselling, e.g.,
primary school education, vocational education and everyday group interactions (Helms,

1995; Ponterotto et al., 2000).

It is in the late 1990s when new models and theories in multicultural counselling
are introduced (Ponterotto et al., 2000). In their literature review, Ponterotto et al. (2000)
introduced five newly emerged conceptual models for multicultural counselling. They
are Atkinson et al.’s three-dimentional (3-D) model, Trevino’s model of worldview and
change, Ridley et al.’s perceptual schemata model of cultural sensitivity, Leong’s
integrative model of cross-cultural counselling and Fischer et al.’s common factors

perspective. I would like to reexamine those models here.
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In their model, Atkinson, Thompson and Grant (1993) proposed more flexible
roles of counsellors, criticising a conventional standpoint in which the therapeutic role of
counsellors is emphasised. They argue that there are three dimensions to consider in
order to decide which role a counsellor should take in counselling with minority clients,
i.e., locus of problem aetiology, acculturation level and goals of counselling. Considering
those three variables, a counsellor chooses the roles from a wide range of helping
professionals, such as a facilitator of indigenous healing methods, indigenous support
system, counsellor, psychotherapist, advisor, advocate, consultant and/or change agent.
The counsellors may shift their roles according to a client’s development or changes or

choose more than one role depending upon a client’s needs.

Although the three-dimensionnal model is generated for immigrants, I would like
to consider the case of international students here, for the purposes of presenting an
example of the counsellors’ roles. For the international students, the acculturation level
of the international students are relatively lower than the immigrants, locus of problem
aetiology can be internal or external or both and the goals of helping can be remediation
or prevention or both. According to this model, if problems are more internal and sought
goals are more remediation, an appropriate role of counsellors is that of a facilitator of
indigenous healing methods. To function effectively as the facilitator of that kind,
Atkinson et al. suggest counsellors either refer their clients to healers from their culture or
apply those healing methods to their counselling. For example, a Japanese international
student may find it more helpful to solve her problem with a Japanese Buddhist monk

rather than a Western counsellor. When counsellors use the traditional healing methods

themselves, the counsellors should have an appropriate training for the methods.
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The three-dimensional model was developed from the criticism against the
conventional psychotherapy which sees clients’ problems lying within each individual.
As is often the case with the counselling for minority clients, the clients need supports
from various areas. Parham and McDavis (1987) propose some recommendations for
school counsellors to support Black children and younger generations in the US. To
organise educational seminars for the parents to help them to establish a healthier
relationship with their children and to lead discussion groups which focusing upon
helping Black people to help them to become future community leaders are some of the
examples of those along with traditional therapeutic interventions. This model can help
counsellors to simplify the complicated issues of the situations and problems of minority
clients and to identify their appropriate roles. However, it is also fraught with danger of
misuse of the model. Thus, if counsellors over-rely on this model to choose which role to
take, they may overlook individual differences in each client and what they say they need.
The following statement by the researchers makes this misgiving stronger (Atkinson et al.,

1993: 270):

For example, we believe level of modernity also should be taken into account
when selecting a counselling role for some racial/ethnic-minority clients.
Psychotherapy may be an appropriate counselling role to assume with an attorney
from Mexico City but an inappropriate role when working with a farmer from
rural Mexico, even though both are recent immigrants to the United States. [...]
Certainly, factors such as gender, age, income level, extended family and
community support, and numerous other variables also need to be recognized for
their role in defining the client, his or her problem, and how the counsellor should
proceed in attempting to help the client.

Trevino (1996) attempts to conceptualise the nature of a changing process in.
multicultural counselling using the worldview and change model. She considers that the

worldview mediates the changing process in individuals. In her model, she illustrates the

124



Chapter 2 Literature review

worldview with a double concentric circle: the outside circle refers to a general
worldview which is developed through shared cultural experiences within the cultural
group to which an individual belongs, and the inside circle represents the specific view
which is formed through each individual’s unique experiences. The basic assumption of
this model is that congruency and discrepancy in the worldview between counsellors and
clients are important factors in changing process in counselling. Thus, she hypothesises
that when the general worldview of counsellors and clients are congruent, it facilitates the
relationship between counsellors and clients. This is because when counsellors and
clients share the same or similar worldview, it can “enhance communication and
empathy” (Trevino, 1996: 205). As for the specific view, she hypothesises that when
there is a discrepancy between the two, it leads to change, since it “prompts the

consideration of alternative perspectives and solutions” (ibid.).

Trevino’s model is interesting because it attempts to explain changing the process
systematically. However, I would like to point out two weaknesses in her model as a
model of multicultural counselling. Considering the actual counselling process, this
process is usually observed. Thus, when counsellors try to make a rapport with their
clients, they often try to find something about which they can share their understandings.
This process seems to be related to one of the core conditions in counselling, empathy,
which is described as an ability of counsellors to feel their clients’ feelings as if they
themselves feel. Then counsellors should show their empathy to their clients. Moreover,
empathy should be genuine, another element in the core conditions. To be empathic
‘genuinely, counsellors try to find something they can truly understand in what their
clients present in counselling. Because counsellors and clients have different personal

experiences, they naturally have unique views and value systems as well. With respect to
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genuineness, it is defined as a condition in which counsellors should be genuine in their
feelings and thoughts in the relationship with their clients. Then they should present
some different views from their clients where appropriate. Having said that, counsellors’
focus on their views shifts between more congruent elements to less congruent ones
flexibly. I argue that this process is naturally observed in counselling whether it is

multicultural or not.

Another weakness is an oversimplified conceptualisation of effects of congruency
and discrepancy in worldviews on a counselling process. Thus, although she proposed
that congruency in general views and discrepancy in specific views enhance change, it
may not always be true. For instance, when a White male counsellor meets an Asian
female client, their views on the role of a wife in a family may be quite different, but if
they found both their late fathers used to be a coal miner although they work in different
countries in different cultures, it can enhance communication and openness between the
two. In this case, their views on the role of a wife are more general issues than the views
on, for instance, the father’s job through their unique experiences. As Trevino herself
says, each element or level of the worldview is interrelated each other and more complex.

Therefore, it is doubtful whether the Trevino’s model explains the process.

Ridley, Mendoza, Kanitz, Angermeier and Zenk (1994: 130) defined cultural

sensitivity of counsellors as:

[T]he ability of counsellors to acquire, develop, and actively use an accurate
cultural perceptual schema in the course of multicultural counselling.
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Then, what is the cultural perceptual schema? According to Ridley et al.(ibid.), the
cultural perceptual schema is a cohceptualised system of different kinds of knowledge
about clients and clients’ culture, which function “to process many types of information”
which includes “affect, physiological responses, overt behaviours, language, spirituality,
thoughts and beliefs, appearance, traditions, motivation, customs, rituals, and other
aspects of the sociocultural environment.” The schema is not rigid but rather flexible
and adaptable to diverse situations and sensitive to different kinds of information in the
surroundings. The cultural sensitivity of counsellors is therefore to collect information
from their environments and through interactions with their clients, and to organise
different kinds of information to structure and restructure the schema, and to use the
schemata to support their clients effectively in counselling. Ridley et al. (1994: 131)
propose five subprocesses which enable counsellors to use the cultural perceptual schema

as follows:

Five nomological subprocesses interactively contribute to the counsellor’s ability
to use cultural schemata in multicultural counselling. These are counsellor
cultural self-processing, counsellor ability to act purposively in information
gathering and processing, counsellor ability to apply active-selective attention,
counsellor ability to maintain plasticity in applying schemata, and counsellor
motivation,
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Counsellor cultural self-processing is to examine personal agendas using the
cultural perceptual schema. They argue that the importance of this process is twofold.
Firstly, it is necessary for counsellors to become aware of their self to eliminate
obstructing factors, e.g., prejudice and stereotype to a certain cultural group, derived from
their personal agenda. Secondly, it is a good opportunity for counsellors to examine the

effectiveness of their cultural perceptual schema by using it to self-process.

Purposive application of schemata refers to controlling their schemata
depending upon the purpose of therapeutic interventions which shifts in each facet of
counselling. By doing so, counsellors can collect relevant information, construct
appropriate schemata and use them to support their clients. Purposeless approaches to
clients often lead to meaningless questions which are based on counsellors’ personal

interests and not organised and constructed into the schema.

Maintaining plasticity of the schema is another important factor in being
culturally sensitive for counsellors, since its rigidity is highly related to stereotypical
perspective of counsellors. The plasticity of the schema enables counsellors to perceive

new information and to reconstruct the schema to develop it.
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With respect to active —selective attention, Ridley et al. (1994: 132) describe its

importance as follows:

The degree to which counsellors achieve an understanding of their clients’
idiographic experience relates directly to their ability to attend actively to select
aspects of cultural experience.

They describe the active-selective attention by comparing it to a selective attention to a
watchband, which we employ only when we try to focus on it. That is to say, people
usually do not sense the physical sensation of a watchband on their wrist because they
ignore it for focusing on more important stimuli unless it becomes necessary to be aware

3«

of it. As for counsellors’ “ability to attend actively to select aspects of cultural

experience” of clients, its lack may cause counsellors’ ignorance of cultural information

from clients and cause cultural insensitivity of counsellors, e.g., stereotyping.

Finally, counsellor motivation is proposed. Since all of the other four
subprocesses of their model engage “perceptual and cognitive processes”, counsellors’
motivation, which is either internally or externally derived, plays an important role in
developirig cultural sensitivity (Ridley et al., 1994: 133). Moreover, tiiey suggest that the

motivation should range over all aspects of the subproceeses to encourage counsellors to

129



Chapter 2 Literature review

improve their ability to use the cultural perceptual schema.

The model focuses on cultural aspects of clients’ idiographic experience brought
into counselling, although the process of constructing and utilising the schema effectively
to support clients is generally comparable to other counselling settings. When a
counsellor meets a client, there is an intercultural interaction, even in a case in which the
two participants come from the same cultural background. They have different family
background, knowledge, interests, values, although they are assumed to be more similar
than those between the culturally different. Therefore, counsellors should always be
aware of such differences when they meet their clients. However, when the difference is
considerably large as it is in multicultural counselling, the process of becoming culturally
sensitive for counsellors may be more challenging. Considering that point, I argue that it
is an extra demand for counsellors that a fulfilment of those tasks seems to rely heavily on

counsellors’ motivation and efforts.

Leong’s integrative model of cross-cultural counselling attempts to present more
“integrative, sequential, and dynamic” theory than any other existing theory in this field
(Ponterotto et al., 2000: 659). Ponterotto summarises Leong’s model as follows. Thus,

he presents five elements of personality framework, i.e., outgoing homogeneity effect,
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cultural schema, complexity, complementarity and mindfuiness, regarding interactions
between counsellors and clients, and also within themselves in multicultural counselling
settings, besides the underlying notion of tripartite model of personality by Kluckhohn
and Murray. It claims that there are three levels in personality, i.e., universal; group and
individual. Among those, Leong considers group-level personality is most important
because it involves cultural variables. In his model, the complexity of individuals and of

relationships between counsellors and clients is focused on.

Fischer, Jome and Atkinson (1998) present one of the latest approaches to
multicultural counselling. They argue that the current situation in multicultural
counselling research and practice is chaotic and it confuses many counsellors, helpers and
researchers, and moreover, interferes with the development in this field. That is to say,
there is a tension between two main streams, as the universal or etic approach is often
criticized for disregarding important cultural differences and, on the contrary, the culture
specific or emic approach is often criticized for paying too much attention to “specific
techniques” for helping culturally different clients (Fischer et al., 1998: 578). To solve
this confusion, the authors propose a common factors ﬁafnework, sayjng that
“consideration of the common factors found in psychotherapy and healing across cultures

provides a useful way to bridge the gap between culturally specific and universal
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approaches” (Fischer et al., 1998: 525). In their approach, they provide four main
common factors, i.e., the therapeutic relationship, a shared worldview between
participants in counselling, client expectations and ritual or intervention. I will

summarise each of them here,

Firstly, they found the therapeutic relationship is one of the most important and
commonly accepted factor in all of the helping approaches. The “positive, trusting and
healing relationship” integrated with counsellors’ or therapists’ personality, e.g., warmth,
genuineness and empathy) is vital for effective counselling and therapy (Fisher et al.,

1998: 534).

Secondly, a shared world view between counsellors and clients is raised as a
common factor. It helps counsellors and clients to establish a good therapeutic
relationship and work together about clients’ problems with positive expectations. As a

consequence, the counselling outcome can be prospective.

The next commonly shared factor is client expectations. It is highly related to
the previous factor, shared worldview. Thus, if a shared worldview between counsellors

and clients increases clients’ expectations that counselling will be useful to resolve their
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problems. It is then empirically supported that clients’ positive expectations lead to

successful outcomes.

The fourth common factor is ritual and intervention. The basic assumption for
ritual and intervention is that “all techniques have the potential to be helpful if they are
appropriate to the cultural context” (Fischer et al., 1998: 576). Thus, counsellors and

healers should consider which technique is more effective in a certain cultural context

with each individual who has unique cultural background.

Fischer et al. argue that the common factors framework enables us to organise

existing diverse multicultural counselling models and techniques. By doing so,

counsellors who work for culturally different clients organise the important elements in

each approach and choose or derive more appropriate techniques from them. As a

consequence, they can improve their abilities as a counsellor in a multicultural setting.

They regard the common factors as a skeleton and cultural knowledge as flesh of a body.

Thus, when both of them are needed to construct a body which functions effectively.

As I mentioned before, this approach is innovative in multicultural counselling.

It attempts to provide us with a more integrative and realistic way of counselling the
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culturally different by bridging two extreme perspectives. Although there are many
criticisms from two sides of the bridge (Fischer et al., 198) and more empirical supports
are needed (Ponterotto et al., 2000), I argue that this is a promising approach for future

development in this field.

As I'have reviewed the literature regarding the two leading concepts and the five
newly introduced concepts of multicultural counselling, it is found that those concepts
have been constructed whilst considering the situation of multicultural society in the US.
Therefore, the clients who are targeted in this context are mostly the migrated minorities
and their descendants, and therefore international students are, in a strict sense, not
included in their target or they are perhaps included, at the best, but the uniqueness of
international students is ignored. Because, for most of the international students, their
main purpose to come to a host country is study, their academic goal is one of the most
important tasks. The duration of their stay in a host country is not permanent, it can be
only several years for postgraduate students and one year or less for many undergraduate
level students. After their sojourn, most of them go back to their home countries. Thus, it
is not necessary for them to ﬁnd a space to live in a host country for the rest of their life.
The adjustment to a host country of concern for them is only for a temporary sojourn.

Considering various personal and situational differences between the minorities and the
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international students, more research which specifically focuses upon international

students seems to be needed. Having said that, I would like to review literature which

focuses upon international students next.

Because of an increasing number of international students, counselling for

international students is becoming a more important issue for university counsellors and

counsellor researchers. In their comprehensive literature review, Leong and Chou (1996)

argue that a considerable number of researches have been conducted on client variables in

counselling for international students. However, much of the literature they reviewed is

not precisely from a counselling perspective but from other related fields, e.g., sociology

and social psychology. It shows the recent situation of the counselling field regarding the

international students very well. One of the rare counselling researchers who put more

emphasis on counselling for international students also illustrates that situation by saying

(Pedersen, 1997: 121):

We are still not sure how to define success in counselling international students.
We know that success must be measured according to the goals of individual
growth and professional advancement. [...]

_ The emphasis is not on the home or the new-host culture context but, rather, ofi the
unique and personalised system of values integrated into each international
students’ own unique role and cultural context.
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There are some researchers who suggest useful strategies and reasonable goal
settings for counselling international students. Ishiyama (1995) suggests six implications
for counselling with culturally different clients considering his culturally dislocated
people. Firstly, he emphasises the importance of listening to and understanding the
clients with respect, because this can validate clients who often have experienced being
devalidated in a host society. Secondly, communication barriers and cultural biases
should be overcome. Thirdly, he recommends that counsellors should recognise
beneficial aspects of cultural dislocation, in terms of personal growth, although its
negative aspects are commonly focused upon. Fourthly, he mentions the possibility of
grief work, since many culturally dislocated clients feel “unfinished about leaving their
home culture, if the clients require it” (Ishiyama, 1995: 270). Fifthly, he suggests that
clients’ unique own cultural model should be treated with respect to support the clients to
learn how to cope with the host culture. The final implication is to be sensitive to clients’
help-seeking attitudes in order to support them to maintain their self-respect and pride.
These implications are not so different from the basic rules in counselling when clients
and counsellors share the same cultural background. However, more cultural sensitivity

is focused upon than that.

Hoare (1991: 51) suggest two counselling goals as follows:
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[Olne counselling goal may be to help the client understand the societal causation
of his or her sense of not fitting in, the anxieties born of disjunction between one’s
sense of self and society’s manifest expectations. Another goal may be to help the
client calibrate his or her identity to society.

Thus, it is to support the clients to accept their own self by understanding where the
problem is and why it happens. Then, it is to support the clients to find their own way to

cope with the society which share different values from clients’ original culture.

In addition, Hoare (1991) points out one key issue, i.e., the experience of
prejudice, in counselling in multicultural settings. She argues that the experience of
prejudice causes severe negative psychological reactions in individuals and such
reactions can lead to abusive behaviours to self or others and that “sensitivity, support,

and help in thinking through options may deter abuse of self or others” (Hoare, 1991: 51).

Winkelman (1994) proposed some implications as a counsellor for helping
international students, which he obtained from his counselling practice with those
students. His view of culture shock is based on the traditional explanation of it. That is
to say, it is a stress reaction to various stressful experierzces as a consequence of a
geographical movement‘. He focuses upon negative aspects of culture shock, although, as

he mentions, it is “normal in a foreign culture environment” (Winkelman, 1994: 121). In

keeping this view, he suggests a practical guidance and training as useful support
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strategies for international students who experience culture shock. He says that despite
the commonness of culture shock among international students, most of them do not
recognise its occurrences and it hinders helping approaches from working to support
international students effectively. Therefore, he claims that to facilitate their awareness
of the nature of culture shock and their own conditions is crucial for supporting those
students effectively. After they recognise that they are in a state of culture shock, he
suggests guidance and training of practical strategies to adapt to a host culture, i.e.,

cross-cultural training.

In his article, Pedersen (1991: 15) summarised the basic competence for

counsellors who work with international students as follows:

Counsellors need, first of all, to examine their own values when working with
international students. Counsellors need cultural self-awareness and sensitivity,
and awareness of assumptions or values, openness to and respect for differing
values. Without appropriate attitudes and motivation, there is a tendency for
both the counsellor and the international student to develop unrealistic
expectations, stereotypes and biases which contribute to difficulties.
d’Ardenne and Mahtani (1989) give more detailed examples of cultural
awareness and sensitivity of counsellors. For example, they say that proficiency in
clients’ home language, differences of non-verbal expressions are relatively easy to
recognise. They also claim that counsellors should consider differences in the meanings
of various environmental factors and their impact on clients, relationships between a
counsellor and a client and a counselling process and outcomes. The colour of the wall,

furniture and lightings in and a location of the counselling room are only some of the

examples of those.
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Hoare (1991) gives important suggestions to counsellors who work with clients
from different cultures from themselves. Firstly, she suggests that counsellors must
accept that they are not objective. This is because counsellors themselves have their own
identity which is “inseparable” from their own culture which shapes the identity (Hoare,
1991: 51). Secondly, she claims that it is crucial for counsellors to understand their own
both conscious and unconscious cultural biases in order to develop their “ability to
unimposingly hear and help” their clients. Furthermore, she encourage counsellors to
learn clients’ culture, which is diverse from counsellors’ own, since better understanding

of it helps them to develop the competence as counsellors in cross-cultural settings.

Pederson (1991) also discusses the role of counsellors concerning significant
characteristics of the counselling environment for international students. In his
discussion, Pederson emphasises the importance and usefulness of informal counselling,
which may take place in a corridor, students’ college room, in the street or other various
places, and of which methods varies as well, for instance, “a presentation, discussion, or
daily encounter which might not be perceived as counselling according to standardised
models” (ibid.: 28-9), and suggests counsellors should combine formal and informal

helping strategies.

- This argument will be supported by other researchers (e.g., Mori, 2000) as well as
the result of my research which I will discuss in later chapter. Thus, most Japanese
international students in my study experienced psychological difficulties to a certain
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degree, but they hardly sought help for formal counselling. Instead, they went to have a
talk with their Japanese friends and their school administrators or a nurse who are more
easily accessible in a more informal way. This might be explained by cultural differences
in the understanding of self, in the perception of psychological problems and of having

counselling (Mori, 2000).

Khoo, Abu-Rasain and Hornby (1994) also suggest a shift of conventional
counsellor role to a more flexible one pointing out difficulties of bringing international
students into counselling in their review. They summarise that international students,
especially non-European, often hesitate to approach counsellors with various reasons in
addition to language difficulties. For example, many Asian and African students do not
tend to express their personal difficulties to others because they feel they are looked down
upon or they feel guilty about “divulging family secret” (Khoo et al., 1994: 124). For
those who feel uncomfortable to talk about their psychological difficulties, an alternative
way of expressing their problems is often to complain about their physical problems. As
a consequence, Khoo et al. suggest counsellors should spend more time developing a
close secure relationship with the international students before they approach the core of

their problems.

2.2.3. Conclusion

I have reviewed literature concerning intercultural adjustment from the perspectives of

psychology and counselling psychology. I categorised the section into three subsections.

The first subsection explored psychological explanations of intercultural adjustment. The
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second subsection reviewed the literature which investigates the influence of personality
variables on adjustment process and attempts to derive psychological measurements for it.
In the final subsection, the issues in counselling practice with the clients who come from

different cultural background and especially with international students were examined.

The issues of culture shock and intercultural adjustment used to be the domain of
anthropologists, sociologists and social psychologists, while clinical counsellors, clinical
psychologists and psychiatrists dealt with it as a mere example of psychological problems
of maladjustment. During the past two decades, many researchers from a psychological

perspective have tried to explain the phenomena of culture shock in their terms.

According to the increases in interests in intercultural adjustment and the
uniqueness of intercultural experiences, counsellors and psychologists started to generate
measurement tools to measure people’s adjustment level and intercultural competence
and offer specific support to reduce and training to prevent psychological difficulties of

culture shock.

In counselling and psychotherapy practice, many attempts were reported to build

up a theoretical and conceptual framework for counselling with the culturally different. It
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started in the US as a multicultural counselling approach to the minorities. As for
international students, their differences from the minorities was ignored and treated in the
same context as the support for the minorities. Only a small amount of literature which

concerns counselling for international students is found.

One implication is that the literature tends to regard psychological reactions of
intercultural adjustment as natural and commonly experienced by individuals who move
to a different country. It is also found that student counsellors are gradually widening
their capacity from severer psychologically distressed people to those who have less
severe problems. I suggest that this is partly because many researches report that most
international students experience psychological difficulties during their study abroad and
it affects their psychological well-being and satisfaction with their experience, and partly
because the recent political and economical situation in higher education, i.e., the rapid
internationalisation and rigorous competition among universities in recruitment of
fee-paying international students leads to a certain pressure to provide a worthwhile
service and support for them.

2.3. Research on Japanese students

My initial attempt for this section was to find literature recently published relevant to my
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own research, i.e., psychological adjustment of Japanese international students. However,
very little literature is found in this category. I, therefore, broaden the topic of my
literature review for this section to include all literature which is related to the issue in
question. Thus, I include literature which examines intercultural adjustment of Japanese
younger children as well as the literature which meets to my initial purpose. By doing so,
I would like to illustrate the current situation of the study on Japanese international

students’ psychological adjustment.

First of all, I will review two empirical researches with Japanese international
students. One of them was conducted by Ward, Okura, Kennedy and Kojima (1998).
They used a longitudinal design with thirty-five Japanese international students in New
Zealand in order to test the U-curve hypothesis. They measured the psychological and
sociocultural adjustment level of the Japanese students by asking about their social
activities and interactions with others and psychological depression. The findings show
that both psychological and sociocultural adjustment level are lowest at the beginning and
they become highest at the four months period and remain higher after that period. The
7research was well-dgsigned to investigate the changing process of adjustment of the
Japanese students. However, only one psychological variable, i.e., depression was used

to measure psychological adjustment. The experience of depressed feeling is probably
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the main but only one aspect of a variety of psychological experiences of international
students and therefore, I argue that it is necessary to employ further analysis in order to
understand what the Japanese students actual»ly experienced in their mind. The research
is one of the applications of a series of studies for the purpose of generalising their

hypothesis. Thus, it does not focus on the uniqueness of Japanese students.

Another empirical study is the research which attempts to develop a reliable
scale to measure an individual’s adjustment potential for Japanese sojourners
(Matsumoto, LeRoux, Ratzlaff, Tatani, Uchida, Kim and Araki, 2000). Although the
target of this measure is Japanese expatoriates, they used Japanese international students
in the US for their pilot research. As I have said before the research on Japanese students
overall has been scarce, and the attempt to generate such a measurement tool for Japanese
specifically is anticipated by researchers, counsellors, teachers and other helpers who

work with the Japanese.

Here, I would like to review some studies by Japanese researchers. The interest
by researchers in Japan in intercultural adjustment of the Japanese young generations was
increased by the appearance of “kikoku shijo” in the late 1970s and there was no relevant

research was found earlier that point (Watanabe and Otsuka, 1979). “Kikoku shijo” (a
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child returnee) is defined as a child who stays abroad for a certain period, more than a
year, for the reason of their parents’ job. Therefore, the research participants in such
studies are mostly children in pre-school, primary, secondary and high school level and
the main issue dealt with in there was their readjustment to Japanese school and society
(e.g., Ebuchi, 1983; Hoshino, 1980; 1983; Minoura, 1998). They examined the influence
of intercultural experiences on Japanese children’s psychological, intellectual and
sociological development, and their psychological conflict in the readjustment process to
Japanese culture and society, especially, the education system. The basic assumption of
“kikoku shijo” in the earlier period was that they are educationally, culturally
handicapped because they were deprived of education in Japan, and therefore they should
be relieved (Minoura, 1998). The researchers’ perspective on “kikoku shijo” is relatively
negative and the therapeutic approach towards them is to convert “kikoku shijo” to a real
Japanese child. It was quite ethnocentric approach. However, it is also true that this
relatively early period’s study allows us to open our scientific eyes to culture, the
phenomena of intercultural experience and adjustment to unfamiliar culture. Minoura
(1998) summarises intercultural experiences as to be exposed to a different meaning
world of a diﬁ'ereqt culturg. Bgcau§e t{le -mf:a_ning system of our own culture is like the air

and invisible, we are not aware of its influence on our consciousness and behaviours. By

coming in contact with another culture, we become able to notice that there is another
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world in which our natural rule is no longer effective. That kind of experiences facilitate

reconstruction of our psychological world and, moreover, personal development.

There is some research on the purpose and the motivation of studying abroad.
The studies show that, unlike other Asian international students whose motivations for
studying abroad are often for an academic success or for training for future success in
business, many Japanese international students in undergraduate level mention personal
growth, experiences of different culture and interaction with people in a host country
rather than academic purpose as the purpose of their study abroad (Gainey and Anderssen,
2002; Hayashi, 2000; Yokota, 1997). That is to say, the purpose of their studying abroad
is not so specific and therefore, their attitudes are not directly goal oriented. As for the
motivations, there are not a few students who believe that they want to re-try their life,
e.g., interactions with friends and academic success, again in a different environment
after their failure in Japan (Yokota, 1997). These points are also commonly heard from

my research participants.

In his research, Yokota (1997) investigates the influence of studying abroad on
personal change or growth of Japanese high school students during their study in the US.

He compares the changes between the international students group and control group in
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personality in terms of a 24-item-personality scale in a standardised questionnaire. The
results show that there are significant differences in the scores of the two groups on
thirteen items on the scale. He concludes that there are three types of personality changes.
The first type refers to the changes which occur after the students go to the US, but revert
to previous state after going back to Japan. The changes in this type are related to
assertiveness. In the second type, the changes, which took place while the students are in
the US, continuously happen after they returned to Japan. Self-esteem and the tendency
to depression are in this type. The personality aspects in the third type do not show any
significant changes over the time in the US, but the changes appear after they go back to
Japan. The personality aspects in the third type are shyness and sociability. In addition to
that, he interviewed some of the research participants before and eight months after their
arrival in the US. He says that he had a strong impression of personality changes in those
students. Furthermore, he compares those changes in the high school students with those
in university students through his experiences of interacting with them, saying that he
found some changes in the university students, e.g., they became more extraverted and

more active, but it is not as deep a level as those found in the high school students.

As the researcher himself mentions, personality changes are measured by the

questionnaire, although it is standardised, and therefore, the results do not show more
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detailed explanations of the process of those changes. It, however, gives us rare empirical
evidence on personality changes through Japanese students’ intercultural adjustment
process. The interviews he conducted with some of the research participants
complementary to the results of the questionnaire research showed an interesting
implication. That is to say, he found that the influence of intercultural experiences on

high school students’ personality was stronger than that of university students’.

There are two researches conducted in a similar context to my research. Both of
them conducted interviews with Japanese students concerning their experience of

studying abroad.

Hayashi (2000) interviewed the Japanese students in a technical college who
came back from a 10-month study abroad in the US, in order to reveal the influence of
experiences of studying abroad on non-elite students. The students reported that they
recognised various changes in their personality, a way of thinking, values, a way of living
and a choice of course for study or occupations in the future. They also put a great value
on their different experiences in a host country, new friends through the experience and
the progress of their English proficiency. She also discusses that the experience of

studying abroad gives a good opportunity to the students to think about
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internationalisation and becoming an internationalised person. She concluded that the
experience of studying abroad influences upon a variety of aspects of the characteristics

of the students.

The other research is by Segawa (1998) analysing interviews with female
Japanese international students while they were studying in Canada. She examined the
experiences of her interviewees illustrating their life style and way of thinking of them
from an educational point of view. She notes that many of her interviewees did not
consider academic success as a primary purpose of their study abroad. She argues that
this is a common case not only for Japanese international students in her research but also
for the majority of Japanese students studying in Japan. They consider the period of
being a university student is a moratorium period before they go out to the real society as
a responsible adult. Therefore, they try to experience as many things as possible during
that period since they believe after they graduate from the university and start working,
they may be bound to work and not have time to do such things. She discusses the
primary purpose for studying abroad, which many of her interviewees told her, in the
context of such attitudes Qf Japanfase univer_sity stud?nts. That is to say, the experience of _

studying a broad for them is one the many exciting experiences which they consider they

should have before they finish their education.
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Her interviewees often reported difficulties and problems they were
experiencing in the interviews. Those difficulties include a wide range of issues, e.g.,
food in the cafeteria of the dormitory, the shower facility, interactions with Canadian
students, English proficiency and depressed feelings. She suggests that those difficulties
were connected with each other and often related to their psychological developments.
For example, one student who reported that she could not eat the food in the cafeteria

gradually overcame it according to changes in her view on her experience in Canada.

There are many similarities between the findings of those two investigations and

of my research, and I shall return to this later.

2.3.1. Conclusion

In this subsection, I have reviewed literature regarding Japanese students’ intercultural
adjustment. Ireviewed some empirical research which used Japanese international
students for their research participants, although their primary purpose is not to examine
their intercultural adjustment process. Then, I examined some literature which deals with
the issues of “kikokp V‘shijo,” children of J apanese expatriateg. 'Furthermore, I reviewed

some researches which investigate Japanese international students’ personal changes and

growth through intercultural experiences. As I have pointed out before, the investigations
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in this ‘ﬁeld have been scarce. However, there are some researches which imply that there
is a uniqueness in motivations and expectations for studying abroad of Japanese students.
It is quite possible that the uniqueness in motivations and expectations lead to unique
intercultural experiences and outcomes. Therefore, I argue that it is necessary to
investigate psychological adjustment process of Japanese international students in depth
in order to understand it and to offer more appropriate support to make their experience of

studying abroad more beneficial.
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CHAPTER THREE
Research method: How did I research

with this particular group?

Introduction

First of all, I will provide a map of this chapter. I will divide this chapter into four
sections. The first section will describe the initial stage of the research process of my
study for PhD, i.e., how the study came about and what my research questions are. In
the second section, I will talk about my data collection. How I accessed the people
who participated in my research, why I chose a combination of qualitative and
quantitative research with a longitudinal design, and where, when and how I collected
data will be included. The third section will discuss the data analysis process. 1 will
describe how the collected data were prepared for the analysis, how and when I
analysed the data, and about the issues which arose in the writing of the thesis. In the

final section, I will discuss ethical issues, i.e., informed consent, and confidentiality.

Before I start the main sections, I would like to explain why I am going to
choose a narrative style in writing this chapter and the following chapter. There are
mainly three reasons. Firstly, I chose the narrative style because I consider this style of

writing enables me to convey rich information of my research better than any other
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styles.

Secondly, I choose this style because I presume it enables me to create
‘tracking’ in my research which includes qualitative research, in order to increase
validity of my data. I consider that this style makes it possible for me to provide the
detailed information concerning my research process to readers to evaluate the study as

Strauss and Corbin (1990: 253) stated:

Yet these are essential to evaluating grounded theory studies. If a grounded
theory researcher provides this information, readers can use these criteria to
assess the adequacy of the researcher’s complex coding procedure.

I should mention here that my research is not a genuine grounded theory study, because
I had some themes to focus upon in my mind before I started coding unlike the normal
practice among grounded theory researchers do. They do not have any particular
hypotheses or themes before they start their data collection and analysis. However, in
terms of the process of coding and categorising in analyses, my research is quite similar
to grounded theory. Therefore, I believe that providing as much information on the
process of research as possible is still crucial in order to increase the validity of my

research.
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Thirdly, I choose this style because I regard this is a good opportunity for me to
challenge a totally different style of writing from my past experience of writing research
reports, articles and dissertations. This was the first time [ had used qualitative
methods in my research and before I started, I was ignorant and knew nothing about
qualitative research any more than the name of it. It was scary to try a totally
unfamiliar method for my Ph.D. study. However, I believe, it is one of the important
aspects of Ph.D. study to learn how to conduct research and write up the thesis based on
it under the supervision of my supervisors. Considering that point, there was no
reason for me to reject such a good opportunity to learn a different approach. As the
final part of my challenging work on Ph.D., it is natural for me to make a decision to
write the present chapter which is going to describe the methodology of my research,
and the following chapter which is going to present the outcomes of the whole project,
in the narrative style which qualitative researchers often use to write up the research
report (Cohen, Manion and Morrison, 2000; Janeck, 1994; Van Maanen, 1988). Here I

will begin my story.

3.1. Initial process of my research
My Ph.D. study began by chance, although my interest in psychological processes of

intercultural adjustment has its root in my childhood. I will not go back to my
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childhood here, which I will do later in the epilogue, but I would like to begin with the
time when I started my second MA in the same university where I am doing Ph.D at the
moment. I came to England in 1997 accompanying my husband who was planning to
do his research during his one-year sabbatical leave from a Japanese university. I
decided to take a one-year master’s course in guidance and counselling at the same
university where my husband was doing his research because I thought it was important
for me to do something familiar and interesting for myself to prevent myself from
suffering from culture shock. I had learnt this from my past experiences of living
abroad, from a little bit of reading about culture shock and from my husband’s
suggestions. I also considered the course might give me a good opportunity to have
further training for a future career as a counsellor or a psychotherapist, to make friends
and to improve my English. It was not at all my intention to continue my study in

England more than a year at that moment.

When I found that I needed to write a dissertation as a course requirement, I
privately chose “culture shock” as a topic because I have been waiting for an occasion
to arise to investigate it. Hoyvever, I'had no particular idea what I could focus upon in
the phenomenon and where I could start. I just had a very vague idea that I would like

to do some research with international students in the city where we were living.
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Again, I had no access to the international students except for a few who I met in the
pre-sessional language course and in the M.A. course. The opportunity to access
international students came by chance. I was living in university accommodation for
students with families and I made friends with one Japanese lady who was living in the
same block. One day, we had a chat while we were watching our children playing
outside and I found she was working for a branch of a Japanese university which
accepts nearly 100 Japanese students for a year. Iimmodestly asked her if it was
possible for me to do some research with the students. She very kindly asked the
principal of the branch for a permission for me to do some research. He gave me the
permission and at the same time, gave me a job to teach one intensive course concerning
mental health for two weeks. I simply thought that it might be useful to see the place
and become familiar with the people who I was going to ask to participate in my
research in advance. Regrettably now, I did not observe my research environment so
enthusiastically and take any notes or records. At least I became familiar among the

students there and they helped me to fill in a questionnaire for my research.

My M.A. research examined Japanese students’ psychological experiences,
difficulties and daily life during their study abroad using a questionnaire. Because of

the reality that I had to finish the dissertation within several months with my lack of
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ability and experience of writing a dissertation in a foreign language, I had to
compromise with giving up looking at the phenomena in detail. ~After I finished my
data collection and started analysis of them, I was delighted with what I had in my hand.
They were interesting enough to excite curiosity in myself about psychological
processes of intercultural adjustment. My intention to examine in depth what happens

in international students’ mind when they move to a different country was growing.

What I really wanted to know was something more than I could find through a
simple questionnaire which mostly showed patterned and/or superficial answers. But
how could I do it? I thought that an interview could be a good technique to solve the
problem. But how could I elicit what is happening deep inside of the mind of
international students? As a counsellor, I knew very well how difficult it would be to
ask them to talk about true psychological experiences in a research interview setting.
That is to say, as Rogers stated in his books, people can talk about their feelings and
emotions only when they feel accepted by a person who listen to (e.g., Rogers, 1951,
1959 & 1961). That became a big question in me and was floating in my mind
constantly. I was enjoying wondgring about an answer to the big question, while I was

analysing data, writing up the dissertation and attending the classes those days.
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One possible answer to the big question came up to my mind suddenly one day,
when I remembered my experiences in the personal development class and the
counselling practice class in the M.A. course, which were facilitated and supervised by
Mr. Cook who was one of the tutors in guidance and counselling course. He was
especially interested in the use of imagery and metaphors in the context of humanistic
counselling and the students in our group were keen to learn them. We often practiced
counselling using imagery and metaphors and we experienced how it works by talking
about our psychological experiences using imagery and metaphors in the group. I was
impressed with how imagery and metaphors are treated in the humanistic counselling
approach and how the use of them helps counsellors and clients to explore their feelings
and emotions which they have not been aware of before if they have avoided talking
about them because they are too painful. That is to say, in humanistic counselling,
counsellors do not interpret clients’ imagery and metaphors. Instead, they enable the
clients to explore imagery and metaphors by asking some questions about them. The
counsellors also use imagery and metaphors to convey their own thoughts and feelings
to the clients during the counselling. I thought imagery and metaphors in this context
would be useful to explore what is happening in international students’ minds while

they are studying abroad.
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While I was attending the classes in the M. A. course and writing the

dissertation and other assignments, I was also considering a possibility of continuing my

study in the UK after I finished the M.A. course. There were several hurdles to

overcome to do so. But with my husband’s strong support, I decided to apply for the

Ph.D. here. I wrote my research proposal and revised it many times with the very

useful comments from Mr. Cook and other tutors in the M.A. course. My research

proposal and application were accepted by the university and two supervisors were

assigned. They were Dr. Alred, who I knew from my M.A. course and Prof. Byram

who I had never seen before since my course was organised in the Centre of the Study

for Counselling (CESCO) and although the CESCO belongs to School of Education,

there are rare opportunities for the students in CESCO to meet other professors, lectures

and tutors in School of Education. The summer in that year was very busy for all of

our family. My husband had to prepare for going back to his job in Japan by himself.

My son who was six and a half years old had to understand the situation and prepare for

saying good bye to his father temporarily. I was worried and excited about everything.

But most of all, I was busy thinking how I can actually start the biggest job ever in my

life, the Ph.D. That is the origin of my research question and how my Ph.D. study

began.
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My life as a Ph.D. student began on the 21* of September 1998 with the first
meeting with Prof. Byram. I had no idea what I should talk about and what he would
ask and talk about, thus, how our first meeting would be. I prepared a copy of my
research proposal which I had submitted with an application for the Ph.D. and a plan of
the schedule for my study. I was so worried if I could not understand what he says in
English and if I behaved really rudely in front of a professor. I realised that I was
going to actually experience a life of an international student myself while I was
studying about it. Prof. Byram was not a scary person at all. He was not an
authoritarian at all, which came from my prejudice about “professors” based on
Japanese culture, but a very kind and friendly gentleman. He enthusiastically listened
to me and tried to understand what I was saying in a poor English and gave me some
encouraging suggestions for my study, recommendations for reading, and an assignment.
After I explained what I was thinking and what I planned to do, he told me that we do
research to find a theorizable and generalizable rule in a phenomenon and add it to our
knowledge. It reminded me of a very basic issue for a scientific research. Through
the first meeting with him, I was awakened to the fact that I am standing at the start line
as a future researcher and what I am going to do is not a research project as a course
requirement but a research for my Ph.D. study. My research question which was

derived from my personal experiences and primitive researches in the first and the
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second master’s dissertations now needed to be re-examined in order to satisfy scientific
criteria as well as my personal interest. My tentative research questions which were

stated in my research proposal were:

1. How do overseas students adjust to a new environment and how do they
interact with their environment during their study abroad?

2. What happens to overseas students in terms of their psychological

processes accompanying their adjustment to a new environment and how is

their imagery of themselves and others going to be changed?

Keeping the basic ideas, however, those research questions will be revised to more

realistic and applicable questions through the process of research.

To find answers to those research questions, the research design was roughly
planned at that period. I chose a longitudinal study in which the same group of people
are repeatedly investigated over a period of time.  As I decided an appropriate research
design for my study, I evaluated two research designs, i.e., a longitudinal study and a
cross-sectional study considering these two points: 1) to be appropriate to measure a

change over a year; 2) to be suitable to my research circumstance.
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3.1.1. Appropriateness to measure a changing process

As I have stated in the research questions in the above, examining the changing process
through the period of students’ sojourn is one of the important aspects of my research
and because a longitudinal study is an appropriate design for examining changes over a
certain time (Bijleveld et al., 1998; Cohen et al., 2000), this was one possible option for
my research. Cross-sectional studies are also often used for the purpose. They
compare different groups of people at one point of time. For instance, a researcher
collects data from a group of international students who just arrived in the UK and a
group of international students who started their study one year ago at one time and
compares the difference between the two groups to examine how international students
change over a year. Comparing these two approaches, Coolican (1990) stated that a
longitudinal approach has the advantage over a cross-sectional approach of observing
“genuine changes” (P. 115) and “the stability of some characteristics” (ibid.). This is
because it investigates the same individuals during a certain period, while the
cross-sectional study measures different groups at the same time, it can eliminate the
effect of individual differences on obtained data (Bijleveld et al., 1998; Mertens, 1998),
which is often problematic for the f:ross-sectipnal study. Thus, there are possible
difficulties in identifying cross-sectional groups which are similar enough to compare

and there might be other factors, which the researcher misunderstands as a cause of the
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changes studied. The phenomenon, which is known as the Cohort Effect is one of

those problems. Coolican (1990: 116) describes it as follows:

Where the cross-sectional age difference is large (say 20 years), the different
social changes experienced by the two groups may interfere with direct
comparison on the variables studied.

Besides the purpose of my research, I also considered a lot of criticisms about
the research methodology in this field, which argue the necessity of detailed
examination of the phenomena using a longitudinal design (e.g., Church, 1982;

Furnham et al., 1986).

Having considered the points above, I argue that a longitudinal study serves my

research purpose in terms of the appropriateness to measure a changing process.

3.1.2. Suitability to my research environments
From an economical point of view, cross-sectional methods are more practical since
they normally have more subjects and “few subjects lost during study” (Coolican, 1990),

“relatively inexpensive and less time consuming” (ibid.) and available to be modified

more easily and repeated more quickly if needed (ibid.) than the longitudinal methods.
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These advantages make the cross-sectional studies more effective in the generalisation

of theories because it enables researchers to collect enough data in a relatively short

period.

Although the cross-sectional studies have advantage in terms of time, energy

and expenditure, it was very difficult for me to conduct this type of research because of

my research environment. I had a number of Japanese international students in my

mind, who were accessible to me as potential research participants, near my university.

They belonged to largely two different groups. One group normally comes in spring

and the other in summer to England, depending upon their schedule of study in England.

Most of the students in both groups stay approximately for a year and they go back to

Japan after their period of study. That is to say, when one group arrives in England,

the other has already been in England more than six months. However, there are

considerable differences between two groups, e.g. living and studying conditions, age,

the number of the students. Therefore, I considered that those groups are not suitable

to conduct a cross-sectional design.

In summary, in these two types of studies, it is obvious that advantages and

disadvantages of each study are contrary. The disadvantage of longitudinal research is

164



Chapter 3 Research method

that it is time consuming and the conditions surrounding the participants and the
researchers may change over time. For instance, dropout of the research participants is
one of those inevitable problems and this was indeed one of my experiences during my
research as we shall see later. On the contrary, the advantage of cross-sectional
research is that it can be conducted in a shorter time, therefore, it is easier to obtain

information in the same conditions.

Although I was aware of those disadvantages of a longitudinal research and
that it could be dangerous to try it in my research which has a limit of time as a Ph.D.
study, nonetheless I thought a longitudinal research is the most appropriate way to
closely investigate how the psychological adjustment process is taking place in
international students’ minds and how their self image and images about others change

over time.

3.2.Data collection

The story of my data collection is eventful. I spent two stormy years for my data
collection. In this section, I will talk about how I accessed the research participants,
what my research environment was like and how I collected data, describing what

happened in my data collection process in detail. There are, at least, two problems in
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my data collection, which I would like to discuss in this section. The first problem is
about a failure of data collection in the first year. As I mentioned in the previous
section, I planned one year longitudinal research with a mixed design of qualitative and
quantitative method. Because I could not collect enough data from the first year data
collection, however, I spent two years and did three sets of one-year longitudinal
research. The second problem is about the questionnaire. I will describe it and how I

tried to redeem it following the advice from my supervisors in the instrument section.

In order to describe the complicated process as clearly as possible, I will
organise this section as follows. Firstly, I will talk about the research instruments.
Secondly I will address how I accessed my research participants, who they were and
how the general research environments were. In the final subsection, data-collecting

procedures will be described chronologically for each group.

3.2.1. Research instruments

In the current study, I used questionnaires (mostly quantitative) and interview methods
(qualitative) as rgsearch instruments.  Firstly, I will explain why I chose those
instruments, comparing the characteristics of quantitative and qualitative methods.

Then I will move to describe the structure of the questionnaire and the content of the
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interview.

I considered appropriateness to my research questions in making a decision
about the research instruments. When I reviewed literature concerning research
methodology, I found that there are contradicting advantages and disadvantages
between qualitative and quantitative approaches. Data collected by a qualitative
method are more subjective but contain richer information than those by a quantitative
method (Coolican, 1990). On the contrary, quantitative data are more objective,
generalisable but can be superficial. The research setting in the qualitative method is
realistic and naturalistic contrasting with artificial in the other (Coolican, 1990). In my
research, I collected two types of information, one needed to be more objective, thus,
suitable for a quantitative approach and the other was to be more naturalistic and rich,
therefore, a qualitative approach seemed to be better forit. The demographic
information, psychological adjustment level and past experience of going abroad are
examples of the information which seems to be suitable for collection by quantitative
instruments. However, students’ stories about their experiences of studying abroad
which would contain a number of expressions using imagery and metaphors are more
naturalistic and subjective, as mentioned in the previous section and therefore, I chose a

qualitative approach for collecting the data of this kind, since the qualitative approach
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has an advantage to collect realistic and naturalistic materials over the quantitative

approach.

3.2.1.1. Structure of the questionnaire

Through some readings and learning in the initial stage of my study, my research
questions developed to more concrete ones. Before I developed the questionnaire for
the present study, I re-examined and revised my research questions in order to make

them more operational for the research as follows:

1. What is the psychological process experienced by Japanese international
students, in terms of imagery and metaphor, when those students encounter
new environments during the period of their studying and living abroad?

2. What factors, e.g., a past experience of going abroad, student’s personality,
proficiency in a host language, and stressful life events, influence
international students’ psychological experiences in the process of
adjustment to a host country?

{however, as we shall see in Chapter 4, this question had eventually to be
omitted due to constraints of time and space and can be pursued from the
available data at a later point in time}

3. What are the advantage and disadvantage of studying abroad to those
students?

4._How can we help international students who experience psychological
difficulty to go through their period of study?

I added questions 3 and 4 here. My supervisors repeatedly questioned me to think
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about who I would like to be the readers of my thesis. When I considered that point, I
tried to remember what I had thought at the initial point of time in which my intention
to do this study came up to my mind. Then, I realised that as a counsellor who would
like to work for international students and as an international student myself, questions
3 and 4 are two most crucial questions to the research. As I have already described in
Chapter 1, there is an increasing number of Japanese people wishing to study abroad
with big ambitions, e.g., mastering the host language, gaining further knowledge of their
own field and obtaining certain qualifications. However, I found that such people are
not always satisfied with their achievement through my personal experiences of
interacting with Japanese international students and their supporters. Furthermore,
when I look at the fact that international students are targeted by universities and
commercials nowadays (see Chapter 2), I consider that as a consumer, students should
know the advantage and disadvantage of studying abroad. I would like my work to
enable supporting staff such as teachers, counsellors and student advisers to be able to
support them more effectively to have meaningful experiences during their study

abroad.

In order to collect data to answer those research questions, I structured a

questionnaire considering wordings, the number, length and order of each question, and
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a format of the questionnaire for a convenience of both the students to fill in and the
researcher to operate the data analysis. The questions in the questionnaire cover the

following issues:

Students’ personal demographical information and other information about their

background

e Students’ feelings

e Students’ experiences in the host country

e Students’ self evaluation of adjustment to a host country

e  Students’ self evaluation of their host language proficiency

e Students’ involvement with the host environment

After I designed the questionnaire, I asked several Japanese Ph.D. students and their
spouses to proof read it asking if there were any questions which they found difficult to
answer and how long it took them to answer all questions besides any faults in grammar.
Then, I revised some points commented on by them and conducted a pilot research with
?4 Japanese studgnts at a Japanese university (J Univ.), which has a branch in the UK

and where, approximately 100 students learn for a year, in January 1999. Afier a basic

analysis of the pilot research, an examination of the questionnaires and comments by
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the students, I revised the questionnaire in order to use it in the main research
(Appendix 1). Table 3.1. shows the targeted issue of each question in each

questionnaire for the first, the second and the third data collection.

As is shown in the table, some questions are contained in all of the three
questionnaires and other questions are only asked in a specific period of the research.
For example, the questions concerning students’ background (questions 1, 2, 3, 4, 5 and
6), e.g., past experiences of living or/and visiting abroad and previous feeling before
coming to Britain, motivations to come to Britain, are only asked in the first
questionnaire (Q1). The questions, which only appear in the third questionnaire (Q3),
are comments on the whole experiences during the year and self evaluations after those

experiences (questions 13, 14 and 17).

The questions that are common in all three questionnaires concern images and
perceptions of the host environment, adjustment level, self evaluating English
proficiency, help-seeking strategies, interactions with host people and self-image.
Questions for each category in the quegtionnaires are shown in the table. Of them, the
29 statements on images and perceptions of a host environment, i.e., 7in Q1 (Q1.7), 1

in Q2 (Q2.1) and 1 in Q3 (Q3. 1) were based on the results of my M. A. research with
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Table 3.1. Targeted issues of each question

Chapter 3 Research method

study abroad

Issues Questionnaire 1 Questionnaire 2 Questionnaire 3
Student’s background | Q1,2,3,4,5&6 [N/A N/A
Imagesand | Q7 | Q1 | Q1
perceptions of the host
environment
 Adjustment level Qo 1011& 12 |Q2,3,4&5 | Q2,3,4&5
| Selfevaluation of | Q21 | Q1s | Q16
| English proficiency | e
Help-seeking | Ql2,13&14 | Q6,7&8 Q6,7&8
Strategies e
Interactions witi{ hosthS -------------------- Q 9 ---------------------- Q 9 -------------------
people
Selfimge  1Q17,18,19&20 |Q11,12,13&14 |QIL,12&15
| Self evaluation of NA NA Q13,14&17

The questions Q1.9-12, Q2.2-5and Q3.2-5 ask about the psychological

adjustment level of students.

I adapted three standardised or well validated

psychological tests by other researchers for them. This is because when I looked for a

standardised psychological test for measuring the level of culture shock or intercultural

adjustment.

I found that such a test was not available after searching.all of the

available catalogues of psychological tests on the internet and the university library and

asking specialists in psychology and counselling for advice.
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review on culture shock (e.g., Church, 1982; Furnham and Bochner, 1986; Oberg, 1960),
my M.A. study and my personal experiences, I considered that three kinds of
psychological reactions, i.e., homesickness, absent-mindedness and self perception of
well-being of self, are important factors of psychological difficulties following a
geographic movement. Therefore, they can be used as an indicator of psychological
adjustment level. For homesickness, I chose the Dundee Relocation Inventory (DRI)
by Fisher (1989) because it was well validated by herself and her colleagues (e.g.,
Fisher and Hood, 1987; 1988; Burt,1993) and also most of the statements in the original
were applicable to the situation of my research participants. For absent mindedness, I
used the Cognitive Failures Questionnaire (CFQ) by Broadbent, Cooper, FitzGerald and
Parkes (1982). Although there was no significant evidence that stressful experiences
cause any change in the CFQ score, there were some studies in which the test was used.
In these studies, correlations were found between the CFQ score and life stress
following a geographical movement (e.g., Fisher and Hood, 1987; 1988, Burt, 1993).

Each statement in the questionnaire was suitable to the current study as well.

For psychological well-being, I chose a standardised test which is the
sub-questions of the General Well-Being Schedule (GWS) developed by Fazio (1977,

cited in Robinson, Shaver and Wrightsman, 1991). The aim of this measurement is to
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assess self-representations of subjective well-being, which met my research purpose and
the validity and reliability of the test are accepted (Robinson et al., 1991). Each
statement in the instrument was also examined and it was appropriate to my research.
All of the three psychological measurements were published in English and therefore, 1
translated them into Japanese for use in the current research in order to collect accurate
data from the Japanese students, maintaining the main meaning of each question as
much as possible in order not to decrease the value of the tests. The translation were

checked by a Japanese who was a bilingual in Japanese and English.

Help-seeking strategies (Q1.12, Q1.13, Q2.6, Q2.7, Q3.6 and Q3.7) and
problem solving (Q1.14, Q2.8 and Q3 .8) strategies were also asked about in every data
collection. The questions to ask about help-seeking strategies were adapted from
another set of sub-questions of GWS, and these questions were based on a pilot study
with other Japanese students who learnt at a branch of J Univ. in the previous year. In
the pilot study, I asked several questions concerning their experiences of study abroad
and asked them to answer each question by writing with their own words freely in the
questionnaire. I also interviewed those students about their life in the UK as
international students and also their views towards their experiences. Interactions with

a host environment, in terms of socialisation and friendship, were also asked commonly
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in all of the three questionnaires. For socialisation, the statements in the questionnaire

(Q1.15, Q2.9 and Q3.9) were based on the pilot research that I mentioned above and my

M.A. research.  As for friendship, I adapted questions from a series of studies of the

friendship patterns of international students by Bochner and his colleagues (Bochner,

Hutnic and Furnham, 1985; Bochner, McLeod and Lin, 1977). The self evaluation of

host language proficiency was assessed in each period of data collection in terms of

reading, listening, speaking and writing (Q1. 21, Q2.15 and Q3.16). [ also asked them

to describe freely their experiences in daily life and studying abroad and self-image

(Q1.17-20, Q2.11-14 and Q3.11, 12 and 15).

All of the questionnaires were named in order to match individual data from

three times of data collection. Before conducting the main research, all of the three

questionnaires were answered by other Japanese international students and their spouses

and discussed if there were any grammatical errors or difficulties in filling them in.

3.2.1.2. Interview techniques

Before interviewing the Japanese students in the main research, I tried

interviewing several Japanese students who volunteered for my pilot research. In the
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interviews, I asked students about their daily experiences and their feelings. However,
I found it very difficult for most of the students to express their feelings because they
confused feelings with thoughts quite often. They talk about their thoughts rather than
their feelings. When I asked them to talk about their feelings not thoughts, they looked

confused and simply said, “Wakarimasen” (I don’ know).

When I talked about my experience in a following supervision with my
supervisors, Dr. Alred gave me an article which presents a method which is called
Visual Case Processing (VCP) by Ishiyama (1988). The technique was developed to
facilitate imagery and metaphors of counsellor trainees in a supervision session in order
to focus on their psychological experiences in counselling sessions and analyse them.
The technique involves four steps of activities: 1. Initial non-visual case description; 2.
Visual case description; 3. Case drawing and 4. Case presentation and description.

Each step contains several clear instructions and it seemed suitable to my research. [
translated the instructions into Japanese, prepared different sizes (A3 and A4) of paper
and different colours of pens, felt tips, pencils and crayons to try how the method works.
I again asked some Japanese students to help me. When I asked them to draw
something on a sheet of paper in step 3, almost all of the students reacted in the same

way. They politely hesitated and refused to draw anything, saying, “E wa chotto jishin
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ga naina” (I am not confident with my drawings) or “E wa heta dakara” (I am not good

at drawing at all). I told them that it did not matter but they were never satisfied.

Then, I showed them an example in the article by Ishiyama, which was not very good in

artistic terms but well drawn in psychological terms. Some laughed at it and some

others smiled, but all of them looked relieved and started drawing their visual images in

their mind. The technique worked very well and the students talked about their

psychological experiences much more easily after the VCP than before. I decided to

use this method in my main interview research. For the preparation for the main

interview, I made four cards on which instructions were written for each of the four

steps (Appendix 2). This is because many students asked me the instructions

repeatedly and / or to show my note of them. I also prepared plenty of A3 and A4

paper, pens, pencils, felt tips, crayons as well as a pair of scissors and glue for students

who might want to do handicraft.

The interviews were semi-structured and I asked the students freely about their

experiences, their feelings and emotions, problems, friendships and anything they

wanted to talk about in their daily life and themselves. The length of each interview

was between 45 minutes to one and a half hours. The first interview began with a

description of the research procedure and asking the students to read and sign a consent
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form (Appendix 3). It was followed with a warm-up using VCP which was modified

to apply to my research as described above. After the VCP practice, I started asking

about their daily experience and how they felt about it. For some students who chose

one of their daily experiences for the VCP practice, step 4 in the VCP moved onto the

main interview without any break. For the second and third interviews, the VCP

practice was not included unless it was needed.  All of the interviews were recorded on

audiotape.

3.2.2. Research participants and environments

3.2.2.1. How did I access my research participants?

Data collection was one of the hardest parts of my research. [ initially planned to

spend one year on collecting data. However I actually spent more than two years,

because I could not collect enough data from the first year and since my research was a

one-year longitudinal data. The reasons why I failed to collect sufficient will be

discussed in the current subsection.

Participants
I collected data from Japanese international students in higher education in England

from spring in 1999 to early spring in 2001. As I mentioned above, I collected data
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from two cohorts and for the first cohort, I conducted two sets of one-year longitudinal
research from different groups. That is to say, I collected data from three different
groups:

1. Students at a branch of a Japanese university in 1999 (J Univ >99);

2. 2. Students at a British university in 1999 (B Univ. *99) and

3. Students at a branch of a Japanese university in 2000 (J Univ ’00).

For the first year of my data collection, finding the research participants in my
research was not so difficult since I had already conducted the research for my M. A. at
the same university. I informally made overtures with_the student advisor, who also
did a job as a secretary to the principal, for the permission for the research for my Ph.D.
She had talked about my request to the principal in advance when I actually visited him
to bring my research proposal at the end of 1998. Obtaining permission to access the
research participants was not so difficult except for some practical details. For
example, the number of occasions and time for the data collection, contents of the
questionnaires and so on. Everything except for one point was accepted. The one
thing suggested to me was to reduce the number of data collection in relation to their
timetable. I planned six times of data collection during the year, because I considered

it was better to collect data as often as possible in order to observe changing process
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closely. After a negotiation with the principal, the number of the data collection was

reduced to three:

1. within a couple of month after students’ arrival;
2. in the middle of the year and

3. one month before their departure.

My proposal for the research was approved by the principal with full support for my
research. Other Japanese stuff at the university were also very friendly and I felt I was
accepted me as if I was one of their colleagues. They talked about how the students
spend time, what kinds of problems they have and many other things casually. They
tried to help me as much as they could, although they were very busy with their own

job.

This group (J Univ. ’99) consists of Japanese students who belong to a branch of
a Japanese university, which is located in B University and stayed in England from April
in 1999 to February in ?.000. They were all first year students and stayed in England as a
part of their course requirement. Although the J University has its own curriculum and

the students in this group attend classes within their own university, the students were
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living in some of the colleges of B University and encouraged to interact with British
students or students from different countries of B University. For example, they had
some opportunities to join circles or societies in their resident college and parties held in
those colleges. The number of this group is 29 (male 7, female 22) and average age at

their arrival is 18.7 years old (male 18.9, female 18.7).

After the second data collection from J. Univ 99, I realised that I might not be
able to collect enough data from this group, because I failed to contact students for
interviews although I made my best effort to do so. I needed to have more Japanese
international students who agreed to have my interview. I decided to go to the B
University language centre where newly coming international students attend
pre-sessional and in-sessional English language course, hoping I can find more research
participants. I emailed the director of the language centre to make an appointment to
talk about my research proposal. After a discussion, he suggested I come back to their
morning tea break when he was going to introduce me to the students and I could talk
about my research to ask for research participants. Following his suggestion, I went
back to the language centre with some slips that told about myself, my research and
asked for their help. I arrived about 10 minutes earlier than the tea break and waited

on the sofa beside a long table where tea, coffee and some assorted biscuits were
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awaiting. It was a hall beside the staircase and no one was there. After a few minutes,
a couple of students came out of their classroom to have tea, but they were not Japanese
students. I was thinking about how effectively I can address Japanese students to find
as many participants as possible, while I was waiting. After a while, other students
who finished their class came into the hall and soon it became packed with a number of
international students. I saw several Japanese students who looked still anxious and
nervous in the crowd, but waited until I was introduced by the director. My eyes met
with some of the Japanese students’ by chance. I smiled at them and some of them
smiled back to me, but most of them looked away from me. Soon, the director came
into the hall and found me. He gave the students a brief important notice and talked to
especially the Japanese students about me and my research.  After his introduction, I
greeted the Japanese students and asked them if they could help me by answering some
questionnaires and having interviews during their stay in England. I gave them the slip,
described my research and asked them to help me. There were six students who

agreed to be involved in my research. I obtained their contact email address and made
an appointment for the first interview. I also gave them the first questionnaire to fill in
and bring in to the first interview or send back to me with an addressed envelope by the

University’s internal mail system.
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This second group studied at a British university for one year from the summer

of 1999. Of them, one student is a M.A. student, the others undergraduates. They

were living in a college or a university student accommodation and attended several

classes in different departments, which they chose, with host students and international

students from various countries in B Univ. The number of this group is 6 (male 1,

female 5) and average of age at the point of arrival was 22.2 years old (male 29.0,

female 20.1).

After the failure of obtaining enough data, I asked permission to repeat my data

collection for another year. My request was accepted by the principal and other staff at

J University. However, there were some changes in the research environment. There

were some changes of the staff and the number of the whole staff was also decreased.

Therefore, I was told they would not be able to help me as much as they did because of

the decrease in the number of the staff. However, I was given more freedom to do

things myself in the University. It was fortunate enough for me that they gave me

space, time and freedom to do my research. They were still friendly and I still often

sat in their office and had a nice chat with them, although it became less often because

we became too busy to do so.
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The third group consists of 43 Japanese students at the same branch of
Japanese University (J Univ.”00) who stayed from April in 2000 to February 2001 in
England. The conditions of the students in this group are all the same as those of the first
group, except for the accommodation. They were living in the colleges of B University
for the first three months and they were accommodated in the halls which belong to J
university after the summer holiday until the end of their stay. The opportunities to
interact with British students in daily life were relatively less than those who were the
students in previous year. However, they were still accepted by circles and societies and
had meals in the colleges where they used to live. The halls are located in the campus of
B University and there are some British students at B University who are accommodated
too. That is to say, the students in this group still had some chance to meet British
students. The number of this group is 43 (male 21, female 22) and average age when

they arrived in England was 18.4 years old (male 18.5, female 18.2).

3.2.2.2. What were my research environments like?

The first place I conducted my data collection is a branch of a Japanese university (J
Univ.) which is located in a British university (B Univ.) in England. Every year
approximately 80 first-year Japanese undergraduate students come and stay for a course

requirement from the beginning of April to the end of February, since they follow a
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Japanese academic calendar which begins in April and ends in March. During the year,
the students attend classes within their own campus. The classes they attend are
English language classes and a few other lectures, e.g., European history, European
economy and international relations. Although J University has its own curriculum
and all of the classes are held within their own university being separated from B
University students, those Japanese students are living in some of the colleges of B
University and encouraged to interact with British students or international students
from different countries of B University during the terms. For example, they have
some opportunities to join circles or societies in their resident college and parties held in
those colleges. During holidays, the students attend many activities. They go on
school trips to Europe, attend local language schools, doing home-stay with British

families.

When I visited the university, I often sat on a chair by the wall near the counter
in the office. It enabled me to observe students talking to staff and chatting with their
friends during a break. There were also many British teaching staff there. Although I
did not have so many opportunities to talk with them closely, they were also friendly
and supported me when they could. For example, when I needed to talk with the

students, they found some time in the end of the limited briefing times and asked the
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students to listen to me.

The research participants from B Univ. (B Univ. *99) attended a pre-sessional
language course at the language centre attached to B Univ. before the new term began.
Because the university colleges close during holidays for the students and open only for
guests from outside, they stayed in some of the colleges as guests temporarily.
Therefore, the language centre was the place they felt they belonged to. For the initial
data collection, all of the students asked me to use one of the classrooms in the language
centre and I obtained permission from the director. Then, after the term began, I
conducted interviews with the students in this group where they felt comfortable, i.e., a
sitting room in my flat, a common room in a student’s college or a student room in a
college. For the questionnaire, it was not difficult at all to collect from them. They
either returned it by university internal mail or handed it in when they had an interview

with the researcher.

3.2.3. Data-collecting procedure
This section is divided into two subsections. The first subsection will describe the
procedure of questionnaire research and its detailed process for each group

chronologically. The second half will address the procedure and detailed process of
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interview research in the same way as the above.

3.2.3.1. Procedure of seeking entry and conducting questionnaire research

1) J Univ.”99 Group: Japanese students at a branch of a Japanese University in England

I firstly introduced students to the research in a briefing hour (Seikatsu Guidance) at

their school in May 1999. The invitation letter was handed out to each student

accompanying the Q1. I explained the purpose and the plan of the research, as being

to investigate what they are experiencing in everyday life during the year in England

and that the questionnaire research was going to take place two more times, i.e., the

second one in the second term and the third one before they leave for Japan. 1 then

described the contents of the questionnaire and how to fill it in, skimming through the

questionnaire with the students. After that, I asked the students to return a filled

questionnaire to a box, which was placed near the counter in the office where the

students often go to see the students advisor and the nurse. The students were told that

participation in the research was not compulsory. Although the students should put

their name on the questionnaire due to the need to match the second and the third

questionnaires, confidentiality was guaranteed. The number of the attendants at the

meeting was approximately 60. After the introduction to the questionnaire research, I

checked the collecting box many times for a couple of weeks. The returned
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questionnaires were only 9, despite repeated encouragement to return the questionnaire.
I had some opportunities to discuss the difficulty of collecting the questionnaires with
the student adviser, the school nurse and my supervisors. The staff at the J. University
told me that some students tend to forget to submit even important documents or term
assignments and it was likely to happen for them to forget about the questionnaire,
although they agreed to take part in the research. They advised me to reconsider the
administration of the research. My supervisors also suggested I ask students to fill in

the questionnaire immediately in the classroom and collect them there.

Following their advice and suggestions from my supervisors, I changed the
procedure of the second and third data collections so that the students were asked to fill

in the questionnaire in the classroom and submit it when they leave.

For the second data collection, I modified the original questionnaire to collect
information, which I was supposed to obtain in the first questionnaire. Thus, I asked
the students to recall their experiences between the point of their arrival and one month
after that. I notified the date and the place of the second questionnaire research to the
students by a poster on the information board near the entrance of the J University

building one week before the data collection. The data collection took place at the end
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of September 1999 during the weekly briefing for the students in one of the lecture
theatres at J University. After all of the announcements by the staff was over, I handed
out the second questionnaire to each student and invited the students to fill in the
questionnaire carefully and return it on the main desk when they left the room. I gave
them time to ask me any questions concerning the research and the questionnaire and
stood by to answer. I also told them that the participation in the research is not
compulsory and confidentiality is guaranteed, although they should put their name on

the questionnaire. The number attending was 66 (male 34, female 32).

As I described in the section about the research instrument, I used three
psychological tests in my questionnaires. Of them, I had trouble with the GWS. 1
firstly found the test in a book which evaluated many different kinds of psychological
tests with an actual copy of the test. Since I knew that it was a basic rule to obtain the
questionnaire from the original source, I ordered an article which was shown in the
book by interlibrary loan. It took more than several months to obtain the article and
meanwhile, the planned date for the first data collection was drawing near. I examined
the copy of the questionnaire in the book, and I decided to use it because I considered it
was the most applicable and accessible standardised test for my research. Of course, I

was always ready to refer to the original article when it arrives. However, it had not

189



Chapter 3 Research method

arrived before the date of the first data collection. I could not prolong it because the

time was a crucial factor in my study.

At the end of November, the original source paper of the General Well-Being

Schedule arrived. Examining it carefully, I found there were some disagreements in

the choice of three sub-questions between my questionnaire, which I cited from another

source and the original. The differences are shown in Table 3.2. Iimmediately

discussed this problem with my supervisors. Several issues to solve the problem were

raised in the discussions. Firstly, it was agreed that I needed to correct the three

sub-questions above for the third questionnaire. This is because, although it is against

the basic rule of a longitudinal research that the research instruments are to be the same,

it is also important to use the right measure to obtain reliable data.

Secondly, the possibility to collect the data again using the corrected

questionnaire was considered in order to replace the data collected using the old

questionnaires. I decided not to do so because, at that moment, more than 8 months

had already passed since they came to Britain and it was doubtful that the students could

recall how they were when they arrived in England and at the end of summer well

enough to analyse potential changes in them through the period.
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Table 3.2. Differences between the original and the another source

Original Another source
Have you been bothered by 1. Extremely so...to the point A. Very much so
nervousness or your “nerves’? where 1 could not work or B. Quite a bit
take care of things C. Some

2. Very much so D. Alittle

3. Quite a bit E. Notatall

4. Some...enough to bother me

5. Alittle

6. Notatall
Have you been under or felt you | 1. Yes...almost more than I A. Yes quite a bit
were under any strain, stress, or could bear or stand B. Yes, some more
pressure? 2. Yes...quite a bit of pressure C. Yes, about same

3. Yes...some, more than usual D. Yes, alittle

4. Yes...some, but about usual E. Not atall

5. Yes...alittle

6. Not atall
Haw happy, satisfied, or 1. Extremely happy...could not A. Very happy
pleased have you been with have been more satisfied or B. Fairly happy
your personal life? pleased C. Satisfied

2. Very happy D. Somewhat dissatisfied

3. Fairly happy E. Very dissatisfied

4. Satisfied...pleased

5. Somewhat dissatisfied

6. Very dissatisfied

Having considered the above points, I decided to correct those sub-questions

for the third questionnaire, as they are in the original and compare the results from the

second and the third later, to see if there were any significant influences from the

corrections,
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The third questionnaire was conducted in the middle of January 2000 during
the same briefing hour, following the same process as the second. After I collected the
returns, I compare them with the first questionnaires to find out if any students who
filled in the first questionnaire failed to answer the third questionnaire. I sent the third
questionnaire with a letter asking them to answer the questionnaire and return it by post,
and a stamped and addressed envelope to those students and waited for their returns for
a couple of weeks. Meanwhile, I checked each questionnaire to see if there were any
major mistakes or omissions in them. The number of the complete set of the returns at

the final point was 29 (male 7, female 22).

2) B Univ. Group: Japanese international students at a British University

I was firstly introduced by the director of the language centre in B University to Japanese
students who were taking pre-sessional English course at the language centre during a
coffee break in August 1999 as described above. I handed out an invitation letter to my
study and invited them to take part in the research. The students who came forward had
a further explanation about the aim, the procedure of the research and the ethical issues in
person, prior to decision. After consideration, 6 students agreed to take part in the study.
I asked 6 students to fill in the first questionnaire, which is mostly the same as the one,

which I used for the J University students in May 1999, and return it to me by mail or in
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person when I had an interview session with them. This was because I also interviewed

those 6 students as well as the questionnaire research. As for the interview, I will

describe this in the later section of this chapter.

For the second questionnaire, I corrected the three sub-questions which I

corrected for the J University students. I handed it to each student when I interviewed

him/her with an addressed envelope and asked them to return it by B University internal

mail.

For the final data collection by the questionnaire, I followed the same procedure

to the previous survey. All of the 6 students completed the questionnaires three times.

3) J Univ.”00 Group: Japanese students at a branch of Japanese University in England

In the middle of April 2000, I was introduced to students by the staff at J University in

the briefing hour (Seikatsu Guidance) at their school in advance of the actual data

collection. I had an opportunity to explain about my study briefly and to invite the

students to participate in my research, which was supposed to take place in a few weeks

time. The same invitation letter to the one which I used in the previous year, was

handed out to each student. I explained the purpose and the plan of the research, as
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being to investigate what they are experiencing in everyday life during the year in

England and the questionnaire was going to take place two more times, i.e., the second

one is in the second term and the third one is before they leave for Japan.

I conducted the first questionnaire research in the beginning of May 2000 in the
briefing hour. I notified the date and the place by a poster on the notice board at J
University one week before that. After a brief description of the procedure and the
schedule of the research, I handed out the first questionnaire, in which the three
sub-questions in General Well-Being Schedule were corrected. Then, I described the
contents of the questionnaire and how to fill it in, skimming through the questionnaire
with the students. The students were told that participation in the research was not
compulsory. Although the students should put their name on the questionnaire due to
the need to match the second and the third questionnaires, confidentiality was
guaranteed. I asked them to leave the answered questionnaire on the table beside the
exit of the room. The number of returned questionnaires was 71 (male 43, female 28).
This year, J University gave me the roll of all students. It made it possible for me to
check who was absent from the meeting and to send to them the questionnaire with the
letter and the stamped and addressed envelope to ask them to take part in the research,

as I did in the previous year.
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For the second data collection, I notified the date and the place of the second
questionnaire in the same way as the previous time. The data collection took place in
the same lecture theatre in the same weekly briefing for the students and after all
announcements from the staff were over. I followed the same procedure to conduct the
research. Again, I compared the collected questionnaires with those in the first survey,
if there was anyone who participated in the first survey and failed to do it for the second.

I asked them to answer the questionnaire in the same way as the previous time.

For the third questionnaire survey, I carried out the process as I did in the
previous data collections, collecting the data in the classroom and by mail. The

number of the complete set of the returns at the final point was 43 (male 21, female 22).

3.2.3.2. Procedure of seeking entry and conducting interview research

1) J Univ.’99 Group: Japanese students at a branch of a Japanese University in England
I introduced students to the interview when I conducted the first questionnaire research.
I explained the purpose of the interview and procedure to the whole class briefly and
ask them to come forward after filling in the questionnaire. 8 students (male 6, female
2) volunteered for the research. I gave them more details of the research procedure

and made an appointment for the initial interview with each of them. I used a student
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common room in the Japanese university. It is located in the end of the corridor and

relatively quiet. I put a notice to ask not to be disturbed while we had interviews. 1

interviewed 3 male and 1 female students individually. For the rest, I interviewed 2

male and 1 female students together for the first interview. For the second interview, I

interviewed 3 male and 1 female students. 2 students (male 1, female 1) did not turned

up on the day we had an appointment and I was not able to contact them although I tried.

The other student had some difficulties to cope with the life and would like to have

counselling from me. Therefore, I stopped collecting the data from him and changed

my role from a researcher to a counsellor. For the third interview, only 2 male and 1

female students turned up. Among those three students, 1 male student did not have

the second interview and as a result, I obtained two sets of the complete interview data.

2) B Univ. Group: Japanese international students at a British University

I asked each student who volunteered for the questionnaire research if they could have

interviews as well.  All of 6 students (male 1, female 5) agreed to have three times of

interviews during the year. For the first interviews, a group of 3 female students and

another group of 2 female students asked me to interview together. So, I had two

group interviews and one individual interview for the male student. For the first data

collection, I interviewed all interviews in one of the classrooms in the language centre.
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For the second data collection, I contact them by email and made an appointment for the
interview. I interviewed all of the students individually this time. The places where I
interviewed varied depending upon each student’s choice. I interviewed two female
students in my flat, three female and the male student in their college room. For the
final data collection, I contacted the students and made an appointment for the interview
in the same way as on the previous occasion. I interviewed all of the students in their
college room individually this time. I obtained 6 complete sets of interview data from
the current group. However, I decided not to use one of them since I found the
condition of the tape recording was not good enough to transcribe in many places.

Therefore, I had 5 sets of the data from this group.

3) J Univ.”00 Group: Japanese students at a branch of Japanese University in England

I introduced the students in the present group to my interview data in the same
procedure as the J Univ.’99 group. I had 10 male and 6 female volunteers. 1
interviewed each student in their college room individually. For the second interview I
had 5 male and 5 female interviews and they also had the third interview. Therefore, I
obtained 10 sets of complete interview data from the present group.

After all the effort of two years, I had 17 sets of complete interview data.
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Table 3.3 Number of the informants for questionnaires

Volunteered Completed (i.e., Analysed)
Japanese British Total Japanese British Total
University | University University | University
Male 77 1 78 28 1 29
Female 60 5 65 44 5 49
Total 137 6 143 72 6 78

Table 3.4 Number of the participants in interviews

Volunteered Completed (i.e., Analysed)
Japanese British Total Japanese British Total
University | University University | University
Male 16 1 17 6 0 6
Female 8 5 13 6 5 11
Total 24 6 30 12 5 17

3.3. Data analysis

3.3.1. Questionnaires

I used computer software SPSS to analyse the data of the questionnaires. In order to
run this programme, I entered the data into SPSS using a Data Editor in this software.
I used only descriptive statistics for this time and have not used all the possibilities of
looking for causal relationships among any factors, for example, previous experience

and adjustment. I would like to leave this for the future study.

198




Chapter 3 Research method

3.3.2 Interviews

Before I actually started analysing data, I made some preparations for handling my data
safely. I copied each interview tape to another tape to prevent the original from being
damaged through the transcribing process. Each master and copied tape was labelled
with the informant’s code name and the date of the interview. The original tapes were
stored in a secure place in my room at home which no one else was able to access
without my permission. I tried to start transcribing interview tapes as much as possible
as soon as I finish each interview. However, it was often very difficult to find time for
me to do so while I had to prepare for other interviews and questionnaires besides my
daily routines as a mother. I really wished I had 48 hours per a day or I could work
without sleep or rest. I often felt it was overwhelming and realised that if I did not take
enough rest, I could not concentrate on listening to the students’ story very well, and
deal with a lot of different kinds of data carefully. To minimise the disadvantages of not
transcribing the interview tapes immediately after each interview session within a
limited time and energy, instead of transcribing the interview tapes, I always sat and
recalled what happened in an interview session for a while in my car or alone in the
room which I used for the interviews and jotted down in my research journal whatever

came up my mind right after each interview.
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Therefore, it was when I had almost finished all of my data collection that I
actually started transcribing the tapes. I typed the transcripts using a computer listening
to tapes using a transcriber with which I could play, stop, rewind, forward and replay a
tape relatively easily with a pedal switch. Although the transcriber enabled me to
shorten time to transcribe the tapes, it still took several months for me to finish more
than 500 hours of interview tapes. I printed the transcripts and made a few copies of
each transcript for analysis. I kept two sets of original copies of the transcripts as well as
two sets of copies of floppy discs in different places ensuring that no one could access

them without my permission.

One more thing which I would like to discuss here is an issue of language. I
conducted all of my research in Japanese since it is the first language for both my
research participants and myself and then, in order to meet the regulation for the thesis
submission in my university, which states that a thesis should be written in English, I
had to translate my data when I need to cite them in my thesis. As Spradley (1979)
suggested, it is very important for qualitative researchers not to impose their own
meanings on their participants’ stories, but to make an attempt to find specific meanings
which were personally intended by each individual. I was concerned that translation

from Japanese to English might change the original meaning of the data and that I might
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impose my meanings on the participants’ statements especially when they contain

metaphors and imagery as is often the case in my research. Therefore, I decided to wait

to translate all of my data until I started writing my thesis. This enabled me to keep the

original meaning by analysing the data in my participants’ words unless I needed, for

instance, to discuss it with my supervisors or other Ph.D. students in seminars or

conferences. After that process, I finally started analysis of the interviews.

I actually started analysing data after I finished transcribing a few of the

interview tapes referring to the methodological textbook (Strauss & Corbin, 1990) and

others’ work. I read through the transcripts taking notes in the margin and underlining

words, phrases and sentences which I thought interesting, fascinating, meaningful, or

remarkable in some way. It was an exciting experience because I found so many

interesting words and sentences in the interviews and when I looked simultaneously at

the interviews with different students, I noticed that there were some similarities, which

I could look at more carefully later.

I applied the methods of thematic analysis and grounded theory analysis for

analysing the interview transcripts. In the initial plan of my research, I proposed to

conduct a grounded theory approach to analyse my qualitative data. Strauss and Corbin
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(1990: 23) define grounded theory as follows:

A grounded theory is one that is inductively derived from the study of the
phenomenon it represents. That is, it is discovered, developed, and
provisionally verified through systematic data collection and analysis of data
pertaining to that phenomenon. Therefore, data collection, analysis, and theory
stand in reciprocal relationship with each other. One does not begin with a
theory, then prove it. Rather, one begins with an area of study and what is
relevant to that area is allowed to emerge.

Thus, I read through the interview transcripts making notes and memos in the margin or

in a notebook. Considering the aims of my research, i.e., to examine psychological

experiences of Japanese international students and to attempt to generate a theory from

the collected data, the grounded theory seemed appropriate to my study.

However, when I looked at the amount of my data which I have obtained after

a two-year data collection and a limit of the time of Ph.D. study, I realised that it is

almost impossible for me to accomplish data analysis if I stick to the initial plan. After

the discussion with my supervisors, I decided to reorganise the subquestions for the

research which 1 presented before and focus on one of them for my Ph.D. study and

leave others for later. Otherwise, analysis would be superficial which I would like to

avoid.
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Therefore, as I stated in the previous section, I again revised my research
questions to more realistic and applicable keeping the basic ideas (see in data
collection). 1 decided to focus upon the first subquestion in the list which I stated
before (in data collection), “What is a psychological process experienced by Japanese
international students, when those students encounter new environments and during the
period of their studying and living abroad?” The second subquestion will be omitted
this time. The third: “What are the advantage and disadvantage of studying abroad to
those students?” and the fourth subquestions: “How can we help international students
who experience psychological difficulty to go through their period of study?” will be

discussed in terms of implications for a further analysis.

After I revised the research questions, I selected the relevant part of the
interview data. Then it was necessary to give clear criteria for the selection which
helps to avoid a researcher’s bias and also enables me to find answers to the research
questions more accurately. My supervisors suggested me to employ the thematic
analysis method for the selecting process. 1 soon dashed to the library to look for
literature concerning to the data analysis method and found a copy of book by Boyatzis

(1998).
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Thematic analysis is a widely known qualitative analysis method which was

introduced by Boyatzis who argues (1998: vi):

...thematic analysis, is a process that many have used in the past without
articulating the specific techniques. It is a process used as part of many
qualitative methods. In this sense, it is not a separate method, such as grounded
theory or ethnography, but something to be used to assist the researcher in the
search for insight.

Those two approaches, i.e., grounded theory and thematic analysis, have similarities to

and differences from each other. A main difference between them is that, on one hand,

in the thematic analysis, researchers firstly decide themes to look at and then select data

which are relevant to each theme before analysis; this enables them to focus on what

they are looking for. The weakness of this method is that it was originally invented to

transfer qualitative data into quantitative data and therefore, there is no further

technique to analyse the qualitative data in depth. On the other hand, in grounded theory,

researchers do not have any assumptions or predictions to examine prior to analysis, but

a systematic analysis method leads them to discover the theory (Strauss & Corbin,

1990). Thus, this method leads researchers to “break through assumptions and to create

new order out of the old” (ibid.: 27). It includes a higher level of analysis than the

thematic analysis and therefore, I consider that it is suitable to analyse my data in depth.

The disadvantage of this method is, as I mentioned above, that it demands a lot of time
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and patience.

As for the similarities, both of the methods are for analysing qualitative data

and involve coding, categorising and linking data by comparisons in basic procedure.

Considering those points, I decided to adopt these two analysis methods for analysing

the qualitative data.

After the initial reading, I compared my notes, underlined words, phrases,
sentences and paragraphs, tried to group the similar phenomena and put a possible label
on each group. In this process, I actually cut lines and paragraphs of each interview out
and glued them on a sheet of paper titled with a possible label. It was not so simple to
find an appropriate name for grouped occurrences. Strauss and Corbin (1990) emphasise
the importance of conceptualising, saying that it is crucial for further analysis, i.e.,
categorising, linking and discovering a theory behind the data. Therefore, the names of
each category should preferably be abstract rather than descriptive.. The names I gave to
each category were often descriptive at the beginning, but gradually became more
conceptual. I changed names whenever I found better ones, as Strauss and Corbin
suggest. Strauss and Corbin (1990: 198) also emphasised the importance of memoing

and diagramming as follows:
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Memoing and diagramming are important elements of analysis and should
never be omitted, regardless of how pressed the analyst might be for time.

Open coding is the first step of analysis process. It is regarded as the process of
breaking down of data. That is to say, I read through the data analysing line by line,
putting a conceptual label on whatever I found fascinating. There were more than ten
pages of a list of the conceptual labels. I compare each of them and categorised
depending upon their similarity and put more abstract categorical labels on them as
Strauss and Corbin (1990) suggested. Then, the categorised data were developed by
identifying their properties and dimensional locations. It was when I was doing open
coding following grounded theory method that I decided to adopt the thematic analysis
method for the reasons which I described above. In order to increase the reliability of
the selection of relevant stories, I adopted the criteria of a thematic code. Boyatzis

(ibid.: 31) lists five elements of a good thematic code as follows:

1. Alabel (i.e.,, a name)

2. A definition of what the theme concerns (i.e., the characteristic or issue
constituting the theme)

3. A description of how to know when the theme occurs (i.e., indicators on
how to “flag” the theme)
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4. A description of any qualifications or exclusions to the identification of the
theme

5. Examples, both positive and negative, to eliminate possible confusion

when looking for the theme.

I consider that thematic analysis can define each theme clearly and it is easy to
track the process of selection of appropriate data. Then it enables me to decrease the
amount of data to analyse increasing the reliability of the data. But because this
approach was originally introduced for converting qualitative data to quantitative ones,
it has a disadvantage when analysing phenomena in depth and revealing real meanings
of them, which is one of the most important aspects of my research. In order to
overcome this disadvantage, I decided to adopt analysis techniques of grounded theory

approach combining the thematic analysis.

The following step is axial coding which refers to putting those categorised
data together in different ways by “making connections between a category and its
sub-categories” (ibid.: 97). In my case, I compared each category to find similarities
and connections. Then I worked out a large chart of those categories and links. It

looked like a complicated family tree. Through this process, the categories developed
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further by specifying the conditions in which a phenomenon occurred. The conditions
consist of three elements, i.e., the context in which a phenomenon takes place, the
strategies by which the phenomenon is dealt with, and the consequences of the
strategies. Those elements are regarded as subcategories of the phenomenon.
Although a potential structure of the theoretical formulation becomes more apparent, it

is still premature and has to wait for the final process.

Selective coding is the final process of the grounded theory. In this final
process, the data which were broken down in the open coding and categorised in the
axial coding are put together to find out “a grounded theory” (Strauss and Corbin, 1990:
116). This process requires researchers to do more hectic work. I tried to rearrange
and reconnect all the categories I made in the axial coding process. The process was
like completing a jigsaw puzzle; you never know what it will be like when it is
complete. Sometimes, I felt so excited because all the pieces seemed to fit in and soon
I was disappointed because I found the last piece did not fit in. Then, I started it again
from the beginning. I repeated this going back to the former coding processes, i.e.,
axial coding and open coding, from time to time or even to the original data. It was
when I found satisfactory answers to my research question that I decided to stop the

selective coding. I had to remember the time limit for the doctoral study.
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3.4. Ethical issues
In this section, I would like to describe how I consider ethical issues throughout the

present research.

3.4.1. Research instruments and methods

When I constructed the questionnaires, I carefully chose questions and wordings to
reduce the possibility of harm to the research participants as much as possible. As for
the interview research, I employed Ishiyama’s Visual Case Processing method since this
method had been already used many times by Ishiyama and his trainees and proved the
safe of its use. When I interviewed the research participants, I consider not to impose
my opinion to them or not to control them psychologically by analysing or interpreting

their imagery and metaphors.

3.4.2. Informed consent

When I invited the students to the present research, 1 handed over the written format of
the detail of the research which includes the purpose of the research and the methods
and also described it in person. Before the first interview, I asked each of the research

participants to read the consent form (Appendix 3) and to sign it if they agreed to
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participate to the research.

3.4.3. Rights of not being involved and dropping out

When I invited the students to participate in the present research, I announced to them

that they have the right not to be involved in the research and also to drop out at any

point of the research when they feel so. I repeatedly announced the issue before I

conducted three times the data collections. Especially for the interviews, I told the

students to contact me in case they feel they are affected by the interview. I also gave

my contact phone numbers and e-mail address for further inquiry.

3.4.4. Confidentiality

For the questionnaires, I kept them in a safely locked place and therefore, no one was

able to access without my permission. The data for the computing were also kept

safely from others.

As for the interviews, I carefully chose a room for each interview, where it is

safe for the interviewees to speak private issues. When I used the student common

room in the Japanese university’s campus, I put up a notice which asked not to disturb

while the interview was held. I put a code name for each recorded tape and
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transcription. I used western names since it was difficult to find Japanese names for
each of the interviewees, which did not belong to any of more than the one hundred of
Japanese international students in the city where I collected the data. I kept master
tapes, copied ones and transcriptions of all interviews in a locked safe place where no

one were able to access without my permission.

3.5. Reflections

Through the present study, I obtained a great amount of data which were also very rich.
The result of the questionnaires showed me a map or an outline of the inner world of
Japanese international students. Then students’ narratives invited me into the world
which was filled with the unique experiences of studying abroad of each individual. It

was a really exciting trip.

However, the research I conducted, which is a longitudinal research with a
combination of qualitative and quantitative research, was a time and energy consuming
method. Through this study, I have learnt not only a practical method of research but

also a way of being researcher, which you cannot find in a textbook.
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CHAPTER FOUR

Data presentation-Overview of the Year

Introduction

In the present chapter as well as following three chapters: Chapters 5, 6 and 7, I am
going to present the findings of my research. As I discuss in Chapter 3, I revised my
research questions to make them more operational and realistic. The final version of

the research questions is as follows:

What is the psychological process experienced by Japanese international
students, in terms of imagery and metaphors, when those students encounter new
environments during the period of their studying and living abroad?

What are the advantages and disadvantages of studying abroad to those students?
How can we help international students who experience psychological difficulty to go

through their period of study?

This chapter will deal with an overview of adjustment and how Japanese
students respond to it. It also examines how they sought help when they had

difficulties to cope with their new life. The contents in this chapter are being
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published in Ayano (in press) ‘Japanese Students in Britain’, in Byram and Feng (Eds.)

Living for Study Abroad.

4.1 Adjustment levels over the year: Stress, fatigue and homesickness

The first research question was “What is a psychological process experienced by

Japanese international students, when those students encounter new environments and

during the period of their studying and living abroad?” and thus the first stage of this

chapter will be to look at the question of adjustment.

First of all, I will present the results of the three psychological tests which I

used in my questionnaires and which are described in Chapter 3. They are the Dundee

Relocation Inventory (DRI, Fisher, 1989), the Cognitive Failure Questionnaire (CFQ,

Broadbent, Cooper, FitzGerald, and Parkes, 1982) and the General Well-Being Schedule

(GWB, Fazio, 1977). The first test measures a degree of homesickness, the second test

measures a level of psychological fatigue and the third test measures the individual’s

well-being on the whole.

The score for each test was worked out following the procedures in the original

test documentation.

213



Chapter 4 Data presentation Overview of the year!

Figure 4.1. DRI score in Japanese international students over the year
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Figure 4.1. presents the average score of the DRI for the students over the year.
The average DRI score of the research participants in the middle of the year was 32.48.
Comparing it with the average DRI score (17.5) in Fisher’s (1989) study of
homesickness in students, this clearly shows that the Japanese students suffered severely
from homesickness. The students in Fisher’s study entered university in their own
country, therefore they only moved from their home town to the town where their
university is located. My research participants moved from Japan to a different country
very far from their home country. It is natural that differences and unfamiliarity for the
students in the current study are greater than those which the students in Fisher’s study
experienced. The result implies that the distance from home and the degree of
differences and unfamiliarity in a host town are positively related to the degree of

homesickness.
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Figure 4.2. Time-based changes in score on CF(Q during the studying abroad in
Japanese students
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Figure 4.2. shows the changes in the Cognitive Failure Questionnaire score during the
year. The higher the score the stronger the indication that an individual experiences

more failures in perception, memory and motor function and is thus psychologically
tired (Broadbent, et al, 1982). The CFQ score for the middle period was a mean of 42.74.
This was higher than the CFQ score in Fisher and Hood’s study in 1987, where the

score was 39.46 in the sixth week of the autumn term. This suggests that the participants

in my research experienced psychological fatigue more severely and for longer.

The following Figure 4.3 presents the General Well-Being Schedule scores for
the Japanese students over the year. The higher the score, the stronger the indication of
good conditions in psychological well-being. Comparing the Japanese students’ scores

to the standardised score of the GWB, shows that the scores in all of the three periods
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reached problem-indicative stress level. Especially the scores at the arrival and in the

middle period indicated severe problem-indicative stress level.

Figure 4.3. GWB scores in Japanese students over the year
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The GWB score is divided into three levels depending upon the score. The
lowest level is from O to 55 and it is labelled “Clinically significant distress.” The
middle level is from 56 to 70 and it is called “Problem-indicative stress.” The top
level is from 71 to 110 and it is named “Positive well-being.” Each level is further
divided into three to five sub-levels. Here I have just presented the lower and middle
parts of the scale within which the students’ score fell. The black line is the average
score of the Japanese students. The lower grey horizontal line is the border between
severe and moderate in “Problem-indicative stress” level and the upper pale horizontal

line shows the border with mild Problem-indicative stress level.

According to the above indications, the scores of the Japanese students over the
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year fall the middle level, “Problem-indicative stress.” In fact, scores at the arrival
point and in the middle of the year are both in the severe level. At the end of the period,

scores slightly went up, but were still not so high.

All three psychological tests imply that the Japanese international students in
the UK suffered homesickness, psychological fatigue and their general well-being level

was very low over the year.

Through examining the results of these tests, it is possible to grasp the students’
psychological conditions in general. Now, I would like to investigate what actually
happened in their minds when they felt so tired, lonely and unhappy. To do so, I would

like to examine students’ narratives and the metaphors in the following subsections.

4.2. Narratives and metaphors of stress, homesickness and fatigue

In this section, I will explore students’ narratives focusing upon their imagery and

metaphors in order to investigate their psychological experiences in depth.
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4.2.1. Arrival and the following weeks: trapped, restrained

4.2.1.1. Kago-ni haitta nezumi (a mouse in a cage)*

Kago-ni haitta nezumi-mitaina-mono. Jiyu-ni mie-te jiyu-ja-nai- yo-ne....
Koko-ni kite-ne, 1-shuukantte sugoku hayai-tte omotta-kedo, kekkyoku
onajikoto-no kurikaeshi-dakara-sa, koyatte nezumi-ga gara-gara hashitteru-
janai, anna kanji-dayo (Ted 1: 286-287, 304).

I am like a mouse in a cage. We seem to have more freedom but we don’t.
Since I came here, I felt a week has gone so quickly. But I just repeat the same
things over and over. I feel like running in a wheel like a mouse in a cage.

(* the interviews were conducted in Japanese, transcribed and then translated
by the researcher)

This narrative was told by a male student. He said that he had looked forward to
studying abroad very much before he left Japan. His heart was filled with a lot of
expectations of a new life in a foreign country. In particular, he was determined to
improve his English language skills while he was staying in the host country. In contrast
to his expectations and wishes before arriving, however, his situation in the host country
was like living in a small cage, and like a little mouse he keeps running in a wheel. For
international students, the first several weeks after arrival are hectic. They have to sort
out a lot of things, e.g. moving into accommodation, registering for the academic course,
learning about basic rules for living, settling down into a new environment. Furthermore,
they had to use English to do all these things. During these busy weeks, the students feel

that they have to run in a wheel all the time. Furthermore the metaphor of a cage seems
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to represent the idea that international students have only a limited amount of

information about experiences in the host environment and therefore, feel trapped in a

small cage.

4.2.1.2. Tasuketee! (help!)

Soo-desune. Yappari Nihon-towa chigatte, jibun-no sukinakoto-ga dekinaitte-
yuuno-ga.... Iya nanka taihentte-yuuka, jyujitukan-wa nai-desune. Aa,
doronuma-ni hamatta-kibun. Aa, tanbo-no naka-de ashi-ga... nagagutsu-haite
nagagutsu-ga nukenai-mitaina hagayui-kanji-desune. Chotto iyadana-tte-
yuuteido-de. Jiyuu-ga kikanaitte yuno-wa arimasu-yone. “Tasuketee!”
desuka-ne (Tom 1: 47-48, 52-53, 97-99).

Well, here, I cannot do what I want unlike myself in Japan. I don’t feel I am
fulfilled. Well, I feel like being trapped in mud. In a muddy rice field, I cannot
pull out my feet... wearing a long boot...I cannot pull out my feet in a long
boot and I feel impatient with it. I feel uncomfortable quite a bit. I cannot move
freely. “Help!” That is my feeling.

In his narrative, Tom complained about a situation in which he cannot do what

he wants and expressed his impatient feelings with the word “Tasukeftee!”, ‘Help’ in

Japanese. His non-verbal expressions also indicated that how hard his struggles were

and his image of being held down by a muddy rice field was his way of expressing the

sense of despair, for we cry out “tasuketee” or “help”, when we have almost given up

trying to help ourselves after much effort. There were many other students who

described their situations and feelings using metaphors whose theme was similar to the
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stories above, i.e. trapped and restrained.

The next narrative does not express difficulties and struggles directly. However,
it implies subtle psychological strains in every day life in a host environment. Andrew
complained about food, the bath and shower in his college and described his feelings as

follows.

4.2.1.3. Kokoro-no yori-dokoro (spiritual anchorage)

Ma hyomen-teki-niwa sonnani kinishite-naindesu-kedo, jissai, tabun,
seishin-teki-niwa tashoo eikyosuru-tokoro-wa aru-to-omoi-masune.

Uun, nanika...soko-made ima-wa ishiki-shite-nai-desukedo, tabun, nagai- aida-
toka iru-to, ato-ato arun-janaikanatte.

Ma, itte-mireba kokoro-no yasuragi-tte-yuu bamen-demo tsukaware-te-ta
-tokoro-nande, o-furo-toka shokuji-tte-no-wa. Sore-ga nakunaru-tte-koto-wa
dan-dan sutoresu-toka tamatte-kita-toki-ni, hassan-suru-basho-ga nai-tte-yu-ka
(Andrew 1: 153-155).

(English translation)

Well, consciously, I do not mind it, but I think probably I am mentally affected
by this. I am o.k. now but I will feel it stressful after a long time. Bath and
meals are often considered to be kokoro no yoridokoro (spiritual anchorage)
and if you do not have them enough, you would not have anything to control
stress.

According to Andrew, there is something which they usually use or do to comfort or
unwind themselves. For him, this was food and a bath. By moving to a host country,

international students lose such things. The effect seems subtle and many of them may
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not notice it. However, as Andrew said it can cause severe problems in a certain period

of time.

4.2.2. In the middle of the year: fatigue
Five to six months after the students’ arrival, I conducted the second data

collection, at the beginning of the second term after the holidays.

4.2.2.1. Tsukareta (I am tired)

[...] Yappari sugoi tukaretan-desu-yo. Mo, sutoresu-mo tamatte-kite, un,
tanoshi-kedo yappari nihonjin-tomo iru-koto-mo oi-desu-kedo, eigo
shabera-nakucha-naranai-koto-mo okute... Sutoresu-toka, shiranai-hito-to
ikki-ni ippai attarishitan-de, mo... Hito-to sonna-ni zutto issho-ni
irutte-koto-ga, nihon-de-wa nakatta-kara. Jikka-dattan-de. Ima-wa, nanika
asa-kara ban-made, dareka-ni awanakucha ikenai-kara, soyu-no-de, sugoi
sutoresu-ga tamattet-te. Mo, kekko, sakunen kaeru-chokuzen-gurai-wa, kekko,
bakuhatsu-shiso-na-hodo-ni tsukarete-te, de, nihon kaetta-kara, nihon-wa
iina-to omotte. Zutto, kaette-kuru-no sugoi iyadattan-desu-kedo (Nancy 2: 9).

(English translation)

I felt so tired. The stress was cumulating and ...it’s fun, of course, I spent a lot
of time with Japanese friends, but I had to speak in English a lot...that was
stressful and I’ve had met a lot of strangers at once and...

I haven’t previously spent so much time with someone without my family
because I was living with my parents back in Japan. Now, I have to meet
people from morning to night. That is stressful, too. Then, I was so exhausted
that I was almost bursting with my emotion, before I went back home to Japan
during the holidays. I felt so relaxed in Japan that I really didn’t want to come
back here.

This interview took place six months after Nancy’s arrival in England and she had just
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gone home to Japan during the Christmas holidays. Nancy talked about how her daily
life has been stressful during the first term.  As she said, to meet someone for the first
time and speak in English with them were exciting experiences for most of the Japanese
international students. It is obvious from these results that to learn English and to
make friends with British people were the top two purposes for study abroad for the
Japanese students. You can find the result from the questionnaire research about this
point in Chapter 5. Even so, keep speaking in a foreign language and meeting strange
people can make international students very tired. That is to say, difference between the
old environment and the new for her was so overwhelmingly large that she was not able
to handle it efficiently and needed to go back to the old for a while. This therefore is one

explanation of the tiredness indicated in the CFQ test described above.

4.2.2.2. Issen-o hikare-teru (draw the line)

Honto-wa mo, doppuri tsukatte, ko, kaero-to omottetanda-kedo, nanka...
Nante-yundaro. Aisoreto-sareterutte-yu-ka. ..

(Igirisu-jin-no-gurupu-ni hairo-to doryoku-shita-no?)

Un, shita shita. Shita-kedo yappa- nanka, soremadette yuka... Issen-o
hikarerutte-yu-ka. ..

[...] Igirisujin-no naka-de-no tukiai-kata-o, watashi-ni taishite, onaji-yo-ni
shitekure-nai. [...] Tatoeba kurabu-toka-ni itte-mo, hanashi-kaketari
shite-kureru-kedo, minna, yappa, jibun-no motto kyomi-no-aru hitotachi-to,
atsumattecchau-kara, jibun-wa, don-don, don-don, oite-ikarechau. Karera- wa
soyu-fu-ni, ishiki-teki-ni yatterun-ja-nai-to omounda-kedo. Nanka,
jibun-teki-ni-wa imaichi sono-naka-ni haitte-ike-nainatte-yu...(Sandy 2: 5-7).
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(English translation)

Honestly, I wanted to be immersed into British students’ groups. But, the
reality is...I feel isolated.

(Did you try to join a British students’ group?)

Oh, yes, yes, I did. But, I felt they draw the line between them and me. For
example, if [ went to a club meeting, they came to talk to me kindly but they
soon left me and went to someone else with whom they can talk about
something more interesting. So, I felt left behind by them. They may have not
noticed but I felt I couldn’t join them.

Contrasting with Nancy, Sandy had difficulty to make friends with host students. Like
Sandy, international students often realise that there is a line between host students and
themselves. Similar phenomena are also reported in studies of friendship patterns
between international students and host students (Bochner, Hutnic and Furnham, 1985;
Yokota, 1991) and this is considered stressful for international students. This example
also brings out another important point, for when we look at the first sentence in the
quotation, “I wanted to be immersed into British students’ group”, it is clear that this
was her expectation, but the reality was that she “felt isolated.” There is thus another
factor which makes Sandy’s case different from Nancy’s case, the gap between

expectations and reality.

4.2.2.3. Fuan-desu-ne, tsune-ni (I feel anxious all the time)

Un, hiru-ma-wa issho-kenmei nanika-o yattete, sore-dokoro-ja-nai-kedo,
yoru-ni-naru-to nani-mo suru-koto-ga naku-naru-kara, hen-na-koto,
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kangae-chaunda-to omoun-desu-kedo.

[...] Eigo-wa jotatsu-suru-noka-tka, fuan-kan desu-ne. Tsune-ni.
[...]lya...Nihon-ni iru-toki-mo atta-to-omoun-desu-kedo. Demo, sore-wa,
Nihon-dewa kontororu-dekiteta-mono-ga...nandaka, mo, wake-ga wakara-naku,
sugoi ochikon-dari-shiterun-desu-ne (Martha 2: 100-101, 168)

Well, I am too busy to think about anything during the day, but I start to think
about a lot of things in the night because I don’t have anything to do. For
example, I am wondering whether my English can be improved or not...I have
anxious feelings all the time.

I think I also had such feelings when I was in Japan, but I could control my

feelings at that time. But I cannot manage it. I don’t know why but I feel so
depressed.

This is another example of psychological distress experienced by the students in this

period. Martha was a hard worker and joined a few clubs and circles including two

orchestras and a swimming club besides classes in university. She seemed to be

enjoying her life in the host country on the surface. However, inside her, it was not so

easy. She was afraid of having free time because she started thinking of something not

constructive and getting depressed and so she tried to make her schedule very busy. She

also said that she felt anxious continuously and was suffering from depression. What

she was anxious about were all sorts of things but first of all, it was about her English

proficiency.

4.2.3. At the end of the sajourn: going home and cultural learning

In the third and final interviews at the end of the year, it was time for the students to
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think about and to prepare for going back to Japan, and to plan a new life in Japan.

Mo hayaku kaeritai. Hayaku kaette, hayaku moto-no seikatsu-ni modoshite,
subete-0 moto-ni...risettotte-wake-demo-nai-kedo. Suggoi iyana-no-ga,
yappari kocchi-no-go-hantte futorimasu-yo-ne. Suggoi, sore-ga, suggoi iya-de,
yappari, Nihon-ni kaettara, are-yatte, kore-yatte, sore-de, ko-yatte
yaserutte-yu-no-ga, yappari mokuhyo-dakara. Dakara, hayaku kaette, hayaku
moto-ni modoshi-taitte-yuka (Julie 2: 3-62-63)

Oh, I want to go home soon. Then, I want to return my life style to a former
one and return things as they were before I came here...something like reset
things. What I hate most here is that food is very high in calories and I have
gained a lot of weight. I really hate it. So, first of all, I do everything to lose my

weight when I go back to Japan. That is my goal. So, I want to go back to
Japan soon to make things normal.

Julie talked about what she was planning after she went back to Japan in the final

interview. She was so bubbly and kept talking about what she planned to do to lose

weight, e.g., going for swimming lesson, eating Japanese food and so on, and also to

rejoin a social group of Japanese in her generation in Japan, for example buying a

mobile phone, going to a hair dresser and buying new fashionable clothes. At the end of

the study abroad period, students’ longing to go home seemed to become much stronger

than before. The feelings were not vague and subtle anymore but clearer.

Having seen Japanese students’ narratives, and what they were feeling and

thinking during their study abroad, it became clear that their psychological conditions
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were not so positive. Examining the findings from the quantitative research and the
qualitative research, I found that the results of my study were different from what
influential culture shock theories discussed in Chapter 3 said (e.g., Oberg, 1960;
Lysgaard, 1955). Oberg (1960) argues that when individuals encounter a different
culture, their reactions in the initial period are optimistic and he named this the
honeymoon period. Then, such positive reactions gradually turned into negative ones.
After a while, as people become adjusted to the new environment, their negative
reactions towards the environment turn into more positive ones again. Lysgaard and his
colleagues described individuals’ adjustment levels towards unfamiliar environments
using a u-shaped line (1955). Thus, the adjustment levels at the beginning and the end

of the sojourn period are higher than that in the middle.

The Japanese students in my study suffered from psychological strain almost
throughout the year. There was no optimistic honeymoon period or significant
adjustment period. The experience was difficult for much of the time although there
were high and low moments reported in the interviews, even though the quantitative
results showed a general tendency to experience diﬁ'léulty. The question thus arises

what help they could find and what further help they needed.
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4.3. Seeking help

One of my research questions focuses upon the question of how to help students. This

was question 3: “How can we help international students who experience psychological

difficulty to go through their period of study? In this section therefore I will introduce

data which give insight into the issues of how students seek help for the stress and

fatigue described above, and how more help might be offered.

To obtain data on this issue from the questionnaires, I asked students to pick

the first five people whom they considered important for them in their host environment.

This shows that establishing and maintaining relationships with other Japanese and also

with local students are large concerns for many students. I asked the students to select

five individuals who they thought were close to them. Figure 4.4 shows the results

concerning the first three choices.
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Figure 4.4. Friendship patterns of Japanese students
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It is quite obvious that most of the students selected other Japanese people (about

70.0 %) as their first three closest persons over the year and only a few selected British

people (less than 20.0%). The result is very similar to the research by Bochner et al.

with international students in England in 1985. The difficulty of establishing friendships

between international students and host students in Japan is also reported by Yokota

(1991). Despite the fact that the students experienced psychological distresses and

difficulties in establishing friendships with host students, most of the students did not

find currently available support systems helpful and struggled to cope with the

situations by themselves.
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Figure 4.5. shows how many students visited current available supportive

professionals. Only 20.0% or under students sought the professionals.

Figure 4.5. Help seeking patterns of the Japanese students
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So they had to find other ways to solve their problems and Figure 4.6 shows their
strategies to cope with difficulties. The most common strategy is to listen to music in
their room. The second most common strategy is to talk to Japanese friends in England
and the third is to phone someone in Japan. So here again it is evident that students
tended very much to rely on people of their own nationality, around them or at a

distance.
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Figure 4.6. Coping strategy with psychological distress (average of three periods)
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What are the implications of this for offering more systematic support? There are
three which can be discussed here;
e Host students as friends

e Japanese network

e Listener

4.3.1. Host students as friends

For my participants, one of their main concerns was about relationships with others,
which include other Japanese students and British students. As for the relationship with
British students, to make good friends with them is one of the main purposes of coming

to England for many Japanese students. They want to establish an equal relationship,
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not a helper-and-help-seeker relationship. However, most of the time, they found it very

difficult to even say hello to host students, and many said that the host students were not

as interested in them as they expected they would be. There are however some host

students interested in the international students. For example, someone who is learning

the international students’ home language comes close to them. Some Japanese students

who had interactions with such students said that they were glad to have contact with

British students, but they had mixed feelings because those British students came to see

them to practise their Japanese, and therefore, they tried to speak in Japanese. This was

not good for them because they could not practise their English. Some other Japanese

students also said that they are not very happy to be with host students who are learning

Japanese because they came to them for their own purposes not for their genuine

interest to be friend with them.

Another group of people who tend to be kind to the Japanese students is those

who have a religious background. For example, a Christian student who tried to help an

international student was motivated to be a Good Samaritan. Although they tried to be

kind to the Japanese students from their heart, and the Japanese students appreciated

their kindness, they gradually became dis-satisfied because they realised their

relationships were not equal. They felt themselves inferior because they were always
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helped by these host students and they wanted to have host friends on equal terms.

Martha expressed her thoughts about a Friend in her story:

O-tomodachi-wa. ..etto. .. koko-no furoa-no hito-ga, kekko, minna yasashiku-
shite-kure-te... Karejji-ni-mo sugoi shiriai-wa fuetan-desu-kedo, demo,
tomodachitte-yu-to, nanika chigai-masu-yo-ne, chotto. Minna, attara, ‘hai’ toka
‘a yu oraito’ toka itte-kureru-kedo, sore-ijo-wa nanka, anmari...

A, demo, sono-hen-no hito-wa, ki-o tsukatte-kure-terunda-to omoun-desu-kedo,
mada... Tomodachi... dototte-yu-kanji-ja-nain-desu-kedo.

[...] yappari tomodachi-ga hosi-desu. Furendotte ieru hito-ga (Martha 2:50-53).

(English translation)

A friend...well...the students on this floor are all very kind to me. I know more
people in my college than before. But they are something different...from what
I call friends. They say “Hi” or “Are you all right?” to me when we meet, but
not more than that. I know they try to be kind to me but it is not like a

friendship...not an equal relationship.
[...]1 really want to have a friend. Someone I can call a “Friend.”

Therefore, it is desirable that universities establish a support system for both
international and host students to interact and build good friendships. This would need
some kind of intercultural education for host students and would be a good opportunity
not only for international students but also for host students to learn a way of surviving

in a rapidly growing wave of internationalisation.

4.3.2. Japanese network

The other relationship which the students were concerned with was that with other
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Japanese students within their own group. For international students who have difficulty
in building a good close relationship with the host students, it is crucial to have a
supportive relationship within their own national group, and it is even more important
for their survival in daily life in an unfamiliar environment (Bochner, 1982). The
participants were very much concerned about other Japanese students’ perceptions of
them and seemed afraid of being isolated from them. Since the community of the
Japanese students was very small and limited, they became very close friends in a
relatively short time. However, at the same time, the dynamics among the members
sometimes became very tense. Jack’s story tells vividly about such tensions within the

Japanese group:

Dakara, nanka...anmari gohatto-desu-toka-yu-kanji-no (laugh). **
Nihongo-gakka-de manna-deru hito-to tomodachi-ni naru-to, nihonjin-ga 3,4-nin
atsumaru-kara, butsukaru-wake-desu-ne. ... Tomodachi-tokat-te  2-tai-1-ja-naku-te,
1-tai-1-janai-desu-ka, akiraka-ni...ano...hanasu-toki. Demo, aru-teido-no nihonjin-
dousi-no kiyaku.. kiyaku-kankei-ppoku, futari-de hitori-no tokoro-ni ikut-te yuno-ha,
akiraka-ni, ano, sore-wa kizuke-nai-desu-ne, tomodati-kankei.

...toriai-toka. ... "nani hanasi-ten-da-yoo aitsu” ... toka, nari-kane-nai-desu-ne.
(Jack 3:123-128)

(English translation)

...So, it’s something like a taboo...to make a friend with a (British) student in
the Japanese language course.

Because...because if you make a friend with a (British) student in the Japanese
lahguage course, 3 or 4 Japanese students interact with one (British student). It
is obvious that a conversation goes better if you are a pair (with a British
student), not two (Japanese) to one (British). It’s not good to come between
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other people’s one-to-one relationships by tacit agreement within the Japanese
students’ group. It disturbs other’s friendship.

[...] Scrambling for a British friend [...] or searching how others are

doing. .. something like, “Hey! What are they talking about together?”

** Words in parenthesis were added by the researcher.

As some students said, it is crucial, but very difficult for them to establish a close
relationship with British students on the one hand, while maintaining a friendship with
other Japanese students on the other hand. These two kinds of relationships are often
incompatible with each other. This is because to have a British friend often causes other
Japanese students to be jealous, which often leads to exclusion from the Japanese

network,

To ease such tension within the Japanese group and release their psychological
stress in daily life during the year abroad, some interview participants said that the
researcher played an important role as a listener from outside their group. For ethical
reasons, I asked my interview participants after each session, if they felt uncomfortable
in talking about their experiences and feelings to me, and if they had any comments on
my research. All of the interviewees said that they felt good after each session or at least

they did not have any difficulties to explore their problems and feelings with me.

One female student said that she talked a lot and felt so good every time
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because she could talk about what she never felt secure to talk about to her friends, and
longed to see me next time. She saw me as a visiting listener who came round regularly.

To clarify what is meant by ‘a listener’, the following points need to be considered:

e I am a Japanese and we can talk in our own language.

e I am an outsider to their group and I am not influenced by their group dynamics.

e I am not a counsellor for them but nonetheless a trained counsellor and they can
feel secure about exposing their emotional problems to me without recognising
that they have a psychological problem and they are being helped by a
counsellor.

e I asked them to participate in my research and they volunteered and contributed

to it. Therefore our relationship was on equal terms with each other or they were
even in a higher position as people to whom I was in debt.

In short, it is important for the effective support system that people work together from
different directions, including host students who support international students to
perform effectively during their study abroad. This process of working together is not
only important for the international students but also for host students and staff who

interact with them in terms of development of intercultural perspectives.
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CHAPTER FIVE

Data Presentation —The initial period

Introduction

I am now going to deal with the first research question: “What is the psychological
process experienced by Japanese international students when those students encounter
new environments during the period of their studying and living abroad?” in more detail
using both quantitative and qualitative data to look at the stages in more depth. In the
present chapter I will explore the Japanese students’ experiences in the initial period of

study abroad.

I developed the criteria for the theme, ‘experience’ as follows, using the

approach described in Chapter 3.

1. Alabel: Experience

2. A definition: All activities and incidents which students were involved in
during the period of the study abroad. All psychological experiences, i.e.,
feelings, emotions, thoughts and images and metaphors of the experiences
are also included.

3. Indicators: When students actually say what they did and when they
actually say how they felt and what they thought about those incidents and
activities. When it is clear for which experience images and metaphors

are being presented.
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4. Qualification or exclusions: All the experiences should have happened
during the study abroad. If an experience happened before that it should
be excluded. Ifimages and metaphors are about the student themselves,
they should be excluded and dealt with in the subsection of self image and
perceptions of self.

5. Examples:

Tonikaku benkyoo wa sezu ni, tada minna to issho ni atsumattari
shabettari shokuji o shitari...Moo tonikaku minna to zutto issho ni ite,
benkyoo ja nakute asobi de kiterutte iunoga aru kanjide, atashi no naka
dewa. Dakara, Ryugaku dewa naku, nagai shuugaku ryokoo tteiu kanji.
(Anna 1-15)

Without studying, we are always being together and sleeping, chatting
and eating. Anyway, I feel like we are always being together not to study

but to have a good time.  So, this is not Ryuugaku (studying abroad) but
Shuugaku ryokoo (a long school trip).

After the selection of the relevant parts to the theme, I repeatedly read all the
selected stories, paragraphs, lines and words about their experiences in each period of
data collection making notes and categorised them by comparing to each other, that is,
open coding. This time, searching of the similarities was more precise than the last
time, that is, I analysed the data line by line and coded.  As explained in general terms
in Chapter 3, each coded concept was, then, categorised and labelled. When there
were some similarly labelled categories, I put them together and put a more appropriate
name on the merged category. When I found a relation between categories, I linked

them together. During this process, I drew a lot of sketches and diagrams.  Although
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I worked with category labels and codes, I often went back to the raw data and read it to

find the real meaning of it.

When categories would not fit in a diagram, I changed

links and relations between categories repeatedly until everything seemed to be settled.

This process, i.e., axial coding, enabled me to build up a new link from the broken down

data in the open coding. After consideration in greater depth with the theoretical notes,

I identified 19 categories (Table 5.1).

Table 5.1 Axial Coding ~Initial Categories in the initial period

1. Separation

2. Awareness of a
new environment

3. Moving into a
college

4. Making
interactions with

Japanese people

5. Having
interactions with
non-Japanese
people

6. Establishing daily

routines

7. Academic work

8. Speaking in
English

9. Eating British

10. Psychological

11. Personal growth

12. Physical

food experiences conditions
13. New 14. Comparison 15. Making my 16. Image of

experiences space Ryugaku
17. Disappointment | 18. Future planning | 19. Trouble

While I was doing axial coding, I noticed there were some logical interactions
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between each of the above categories and so, I tried to illustrate what I found with a

diagrammatical form (Logic diagram 1).

In the logic diagram 1, the time is shown on the top of the diagram as a
representation of the distance of travelling from temporary accommodation to a final
one. The main experience when the Japanese students left Japan is separation from the
old/familiarity. The main experience when they arrived in the UK is encountering the
new/ unfamiliarity. Both the new and the old contain the same factors such as
environment, family, friends, pets, food, daily routines, English, academic work and

values.

The main mental experiences accompanying the separation were expectation
and anxiety. What happened in the students’ mind when they encounter the new is
shown as a process of five different psychological activities: ( i ) awareness of the
surroundings; ( ii ) comparison of the new and the old and of the reality and the
expectation; (iii) recognition of the differences; (iv) evaluation and ( V ) negotiation

to make my space in the new environment.

Furthermore, the negotiation involved two different activities; adjusting the self

and modifying the other factors. This process recurrently occurred and whenever they
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were aware of something new and unfamiliar until they made their own space in the
new environment. Once they made their own space and felt secure, their main
psychological activity moved on to future planning for the forthcoming year. It was

when they moved into the final accommodation and the main academic work began.
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Then, I moved onto the final step of the analysis called selective coding. The

selective coding is defined by Strauss and Corbin (1990: 116) as follows:

The process of selecting the core category, systematically relating it to other
categories, validating those relationships, and filling in categories that need
further refinement and development.

As an inexperienced investigator, I considered that I should follow their step by step

instructions in their text in order to accomplish this complicated process. Thus, my

attempt in this process was to reconstruct a new linking in order to find a central

phenomenon of my study and a theory buried in the mountain of the students’ stories,

thus applying the grounded theory analysis. Strauss and Corbin (1990) suggested to

begin this final stage of coding process with explicating the story line. They (ibid.:

116) defined the story and the line as follows:

Story. A descriptive narrative about the central phenomenon of the study.
Story line: The conceptualisation of the story. This is the core category.

As they suggested, I will begin with the story line here.

5.1. Story line

The main story here seems to be about how Japanese international students in

England manage to make their own space in order to settle down in their new
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environment,

There seemed to be two different periods in the beginning of the studying
abroad. The first period began right after their journey started and ended around when
they moved into their main accommodation in the host country and the second period
followed it. Their studying abroad began when they left their family and friends who
came to see them off and went through a departing gate at an airport in Japan and they
were alone among strangers. They were separated from their parents, family and
friends, familiar environments, important objects, food, daily routines, rules, values and
so on and such experiences affected the students’ psychological states. Some felt they
were relieved from their parents’ observation and some others reported they missed
someone or something very much. Most of the students had a very mixed feeling at
this point in time, such as excitement, sadness, loneliness, worries and happiness.
Besides, they were physically tired after a long journey. Colourful psychological and

physical events underlay experiences of studying abroad in this period.

The first thing that many students regarded as a crucial factor of successful
studying abroad was making supportive relationships with people. Therefore, they had

actively worked to make friends in the waiting room, on the plane and first couple of
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weeks in the host country.

The primary experience in the first period was to encounter a new environment.

Right after the students arrived in an airport in UK, they became aware of all sorts of

things in their new environment. They compared what they found in the new

environment with counterparts in the old environment. Then, they evaluated them

whether the differences between the two were acceptable or not.  They also compared

what they recognised as the reality with what they expected to be the experience of

studying abroad over the initial period of study abroad. When it was not acceptable,

they felt uncomfortable and tried to improve it by negotiation between the self and the

environment. That is to say, they attempted to make themselves feel better by

compromise with the reality in order to make their own space in which they could feel

comfortable and secure in the new environment. By the end of the first period, most of

the students recovered from the fatigue of a long journey from Japan and the

preparatory activities for the year were over.

The second period began after they moved into their own college room and the

academic course, in other words, the main activity began. In this period, the students

had already established a supportive link among co-students or with other international
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students. They became accustomed to daily routines, basic cultural rules and their
surrounding environments. That is to say, the Japanese students seemed to be settled
in their new environment although it was just at a shallow level. Instead, they became
aware of what they did not notice before. Many of the students had negative opinions
about their surroundings and situations and they thoughts that they did not do what they

wanted as they liked.

Comparing those two periods, in the first period, the students seemed to be less
anxious but busier settling down in order to make a good start of the year abroad, than
in the second period. Although the experiences in the two periods were similar in
terms of psychological process, i.e., awareness, comparison and evaluation, they
changed in terms of the level, and thus, their interests became wider and deeper in the
second period than in the first. In both periods, they had a tight schedule and had to
encounter a lot of newness and differences every day. Through the time, the students
were quite busy and active and their psychological states were often unstable. Their
main experiences in those early periods were of making their own space and preparing
for the forthcoming challenging days. Psychological states in these periods were often

unstable and the negative feelings seemed to be more dominant.
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5.2. Further analysis

What I shall attempt now is to validate the story line above by presenting
appropriate stories from the interview data as well as linking the questionnaire data to
them. The reasons for linking two different kinds of data here are twofold. One is to
examine the students’ experiences in the beginning of studying abroad from a more
general point of view in order to discuss and demonstrate its plausibility from the

interview data (Fielding and Fielding: 1986).

The other is to employ triangulation of method to increase the validity of my
research. Triangulation is a method to increase trustworthiness of a naturalistic inquiry
by “checking information that has been collected from different sources or methods for
consistency of evidence across sources of data” (Mertens, 1998: 183) and as Lincoln
and Guba (1985) argue, triangulation is crucial in naturalistic studies to develop enough
trustworthiness for considering the data seriously. There are four different kinds of
triangulation, i.e., triangulation by research methods, sources of data, investigators and
theories (Lincoln and Guba, 1985). Of them, I employed triangulation of data
collection methods in my study. That is to say, I will present the interview data and the

questionnaire data in order to illustrate the phenomena better and to check the
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consistency of the two.

5.2.1 First stage

Studying abroad for the Japanese students began when they said good-bye to their
parents, other family members and close friends at an airport in Japan on the day when
they left Japan. The separation from the familiar people, places, food, rules, value
systems, attached objects and so on and the encounter with the unfamiliar counterparts
are significant experiences of the beginning of the studying abroad. For most of the
students in my research, this was the first time to leave their home and parents except

for short periods of time, which means less than one month.

5.2..1.1. Mixed feelings

Here, I will present the result of the question how the students’ feelings were in
the first period. Table 4.5. shows the frequency distributions of the responses to the
eleven statements concerning Japanese students’ feelings at arrival. Many of the
students answered, “I was tired” (73.1 % appropriate; 15.8 % inappropriate) and more
than a half answered, “I was nervous” (51.9 % appropriate; 27.3 % inappropriate).
However, at the same time, not a few students said “I was glad” (64.5% appropriate;

7.9% inappropriate), “I was thrilled” (60.5% appropriate; 14.5 % inappropriate) or “I
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was cheerful” (42.1% appropriate; 17.1% inappropriate). From this result, we can see

that the students’ feelings when they arrived in a host country were not simple but

complex with negative feelings and positive or optimistic feelings.

Table 5.2 Students’ feelings at arrival point

Statements Appropriate Unsure Inappropriate
% % %
I was nervous 519 20.8 273
I was in a bad mood 13.2 26.3 60.5
I'was tired 73.9 10.5 15.8
I'was glad 64.5 27.6 7.9
I was cheerful 42.1 40.8 17.1
I was excited 355 447 19.7
I was relieved 38.7 373 240
I wanted to go home 30.3 10.5 59.2
I was abstracted 342 24.1 447
I was thrilled 60.5 25.0 14.5
1 felt lonely 329 31.6 35.5

Exploration of the interview data provides us with more detailed illustrations of

the students’ situations in this period.

One male student expressed his complicated feelings during the first couple of
weeks after the arrival using a metaphor of kumori-zora (cloudy sky) and haiiro-gakatta

(greyish colour). Furthermore, he described his féelings of sabishisa (lonesomeness),
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munashisa (emptiness) and sukoshi no kitai (a bit of expectation)' when he was on a
coach trip to the final destination with other students and university staff as a symbol of

his psychological state at that moment as follows:

Sabishisa

Nihon ni kanojo ga irundesukedo, maa, maenohi toyuuka, wakarete kita
kotomo atte, iroiro kangaeru tokoromo attande. Betsuhi fudan dattara, jibun
kara hanashi-kakeru kotono nai yatsunimo, hanashi-kaketeita... Betsuni, nanika
hanashitai wakedemo nainoni, hanashi-kaketeru jibun ni, chotto,

nandesukanee ... “Nani yattenda roo” tte kanji mo kanjitarishite ... (Andrew 1:
24).

I have a girlfriend in Japan. Since I separated from her on the previous day, I
was thinking of that. I spoke to a kind of people who I normally do not talk to.
I did not want to talk particularly. I was confused myself and thought “What
am I doing?”

He described that his feeling of sabishisa was influenced by the separation from his
important person in Japan because of his studying abroad. Furthermore, he described
that such feelings provoked unusual behaviour like speaking to people who he saw on

the plane first time although he did not want to do so very much.

Munashisa

...zutto onaji michi ga tsuzuite iru janaidesuka, koosoku-dooro tte. De,
mukishitu na kuruma ga zutto hashittete, de, ma, mawari mo sokomade
shitaslgiku nainde, toritome mo nai hanashi o shitari, mattaku hanasanai yatu

mo itarishite, maa, shanai no funiki mo sonnani ii kanji dewa nakattanode,

! As an exercise of Modified Visual Case Processing explained in Chapter 3, the student wrote down
three words, i.e., sabishisa, munashisa and sukoshi no kitai on a sheet of paper to express his
feelings when he was on the plane for UK and during the following days.
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warito hitoride soto o nagameteru yatu ga ookatta to omoundesukedo (Andrew
1: 27).

A motor way was something inorganic and endless. I saw cars which were
also inorganic running on the motor way. And, on the coach, people did not
know each other well and some of them were talking ramblingly and some

others kept silent. Well, the atmosphere in the coach was not good. I
remember many of us were just idly looking out of the window.

His narrative illustrates the inactive and static atmosphere among the students on a

coach. As he told before, this situation reflected his psychological experience at that

moment as well. Let us move on to the third word, sukoshi no kitai (a bit of

expectation).

Sukoshi no kitai

Sekkaku Igirisu ni daibun, sugoi kitai to omottetande ... Korekara nani ga okoru
nokana tteyuu, sooyuu kitai wa mochiron arimashita (Andrew 1: 28-29).

Since I had been longing to come to England for a long time, I had been
expecting what was going to happen to me.

Here, Andrew talked about his expectations for his experience of studying abroad.

Andrew’s narratives clearly illustrate his mixed feelings in this period. ~Although he

had positive view of his future experiences in the host country, feelings like a cloudy

sky dominant in him as a general mood in the first period.

Another male student, Ted said that he had become homesick because he could
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not do what he wanted to do in Japan, while he was in the host country.

Nanimo seiri shitenai uchini kicchattakara, suggoku chuuto-hanpa nanone.
Dakara, suggoku, Nihon ni taishite, mada, kimochi ga arunda-yone. Dakara,
chotto, 10- kkagetsu ga tsurai kana to omoinagaramo ... Dakara, saisho kita hi
kara, hoomu shikku kakatte ... Nihon no koto bakkari kanaa... Iyaa, juken de,
iroirona mono gaman shitekita kara.  Iatoeba, mukoo dato, 18 dato, kuruma
no menkyo mo toreru-shi, baiku toka nimo kyoomi arukara, sore o totte,
hashitte mitakatta-shi. Sorega, kocchi kuruto, mata, chigau menkyoni
nacchau wake dakara. Mata, 1-nen nobichautte yuunoga arushi...(Tedl:
61-65).

I came here before I prepared myself for studying abroad. 1 feel I left an
unfinished job in Japan. So, I was reluctant to come here, thinking 10 months
istoo long. So, I was homesick since right after I arrived here. My mind is
filled with what I left in Japan. I had postponed doing what I wanted because
of juken’. For example, you can get a driving licence at 18 years old.
Because I am interested in bikes, I want to get the licence and ride them over
there. But I came here and the licence here is different from that in Japan and
I have to wait for another year to get it.

For Ted, studying abroad was his dream and that was the moment when his dream came
true. However, that exciting event did not help him to stop thinking about what he
wanted to do in Japan before he came to England. It made him feel homesick from the
first day of his studying abroad. He became absent-minded from time to time and

daydreamt about what he wanted to do in Japan.

2 In Japan, high school students normally have to have an entrance examination to go to university.
It is sometimes highly competitive and they spend at least one year to prepare for it. Juken means
to have the entrance examination in Japanese. Therefore, the final year of high-school is called
Juken no toshi (a year of Juken) and students in that year called Juken-sei who are expected to
concentrate on nothing but studying for the examination.
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5.2.1.2. Making friends

One of the most common experiences among the Japanese international students in this

period was to make friends with other Japanese students. Right after they became

alone after the separation from their familiar people, they started making friends with

immediate people, thus, other Japanese students. Many students considered that

making good friends, in other words, a supportive circle with other Japanese plays a

vital role for surviving in the host country. Not a few students told how they were

worried about whether they could make friends with other Japanese students and how

they desperately tried to establish a circle among the Japanese students. These are a

few examples.

Student (S): Tomodachi dekirunokanaa toka...
Interviewer (1): Tomodachi ga dekiruka dookatte, sugoi ookina mondai?
S: Ookii (Andrew 1: 61, 62).

S: Well, if I can make friends. ..
I Is whether you can make friends or not such a big issue for you?
S: It is big.

For many students, making friends with other Japanese students was one of the biggest

concerns.

Kaze hiichatte, de, moo nandaroo... hitoto, sontokini, minnade hanashite
wadaini haitte ikanakya ikenai noni, koega zutto denakunacchatte, moo nodoga
tubure chatte ... sabishii kanji data. Aa konomama, nanka, minna hanashi toka

moriagatte, tuitekenaku nacchatte daijoobu nanokanatteyuu, fuanna kimochi
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ga ate...(Julie 1: 48)
I had a cold and...well...when I was to talk with people to join them, I lost my

voice and could not speak. Iwasisolated. I was thinking, “Oh, what should
Ido. I would drop out of the group if I couldn’t speak now.”

When she arrived at a British airport, Julie already found some people who she could
talk to casually by a great effort of talking and playing games with them without any
rest all the way during the flight. However, when she could not join her fellow
students’ group because of her illness, she became quite anxious about her relationship

with others.

Noru chokuzen ni mo, narubeku hanashitandesu kedo, sore wa nanika, “koko
doosuruno?”’ mitaina, sonna kanji dakeno kaiwa dakede. Shukkoku no
tetuduki ga wakaranaikara, “kooyuufuu nandayo” toka, sonna kanjidakede.
(Matthew 1: 83)

O-city no seikatu desuka? Moo shonichi kara, ima no tomodachi wa sokode
tukucchattatte kanji desu (Matthew 1: 91).

Before we got on the plane, I had already started trying to speak to other
Japanese students. . like, “What should I do with this?” Since I didn’t know
well about the procedure for the emigration, we taught each other, something

like, “Do this,” or “Do that.”
I had already made my friends on the first day in O-city.

Matthew spoke to others at random at the Japanese airport to interact with them,
although he did not need to do so. In the interview, he proudly talked about how he
successfully made friends while they were in O-city for sight seeing and cultural

learning for two weeks.
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5.2.1.3. Initial encounter

Another significant experience for the Japanese students in this period was to encounter
a new environment and to make their immediate surroundings comfortable in order to
start working on their targeted tasks, e.g., academic work, language learning,
interactions with host people and cultural learning. The interviews show that the
students had to encounter a lot of newness through a wide variety of activities. Those
activities were, for instance, moving in and changing accommodations, sight seeing,
language training, unpacking luggage and parcels which were sent by themselves or
their parents before they left Japan, arranging things in a college room, making friends
with other Japanese students and international students from other countries, finding
information about the new environment, learning a new way of living, establishing a
basic daily routine.

One female student said:

Saisho ni kuukoo (ni tsuita toki)...um...nanka ..., Tokyo no kuukoo ni kurabe te,
zuibun, shinmiri to shita kuko danatte. Sabishii natte omotta. Nanika,
nigiwai ga naitte iuka...(Julie 1: 34).

When I arrived at the airport... well...comparing to Tokyo airport, I thought, it
was very quiet airport. I felt lonely. It was not lively but static.

Her statement shows an example of the process of psychological experience clearly

when we encounter a new environment. When she walked into the airport in UK, she
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looked around the surroundings, and noticed something unusual immediately. Then,

she became aware of the atmosphere by comparing with that in Japan. What she

recognised was that the British airport was quieter than the counterpart in Japan and she

evaluated it according to her criteria of how airports are supposed to be. Then, her

evaluation of the British airport affected her feelings, thus, she felt lonely.

As we saw in the example above, right after they encountered the new

environment, the students became aware of all sorts of differences between their old

environment and they evaluated them by referring to their old regulations which they

learnt through past experiences. For example, when they arrived at the airport, they

looked around inside and outside of the buildings, observed other people, smelt the air,

heard the noise, felt the temperature, and compared them with those in Japan. Then,

they evaluated what they had noticed using their own standard which they built through

their past experiences. This evaluation often affected their feeling as well.

5.2.2 Second stage

5.2.2.1. “Shuujin” (a prisoner)

A few or more weeks after, the students moved to the second stage of the period. By

this time, they had moved into their permanent accommodation and initial preparatory
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activities, e.g., pre-sessional language training, shopping for daily goods, exploration of
the immediate surroundings was nearly over. Although they were gradually getting
used to the daily routines, they still did not behave as freely as they would in Japan and
felt restrained. Through some metaphors expressed by the students we can see

students’ such feelings.

Dorifi’ no shuujin-konto tte shittemasu? Shimura Ken ga rooya ni haitte
irundesu kedo ne, rooya ni irundakedo nanika sono rooya wa okashikute.
Dene, Takagi Buu no kanshu gane koo hakonde kurundesuyo, gohan o. De, a,
shooyu ga naiya tte yuunde, shooyu o torini ikundesuyo. Soshitara ne,
Shimura Ken ga saku o norikoete sakuno kotti hiraiteru gawa kara. Sonde,
gaatte kakerundakedo, “Are, okashiinaa” tte kizukazu ni zuutto irundesuyo.
Sonna jootai. Sono, saku wa arundakedo, dokka hiraitete, soreni kizuite deiri
shiterundakedo ... nukedaseru noni kizuite naitteyuu...sonna jootai kana (Jamie
1: 221-223).

Do you know a famous comic skit by Dorifu called Shuujin konto (prisoner’s
comic)? Shimura Ken who was playing a prisoner was behind the bar. A
guard played by Zakabi Boo brought a meal for Shimura. Then, Shimura who
wanted to have soy sauce went to get some soy sauce. There was an opening
in the bar and he actually went out of his cell from the opening and poured soy
sauce on his dish and came back to his cell quickly while the guard was
watching somewhere else. After he went back to his cell, Shimura did not
know about the opening and was puzzled how he could have done it, although
he actually did it. My situation here is something like that. There is an
opening somewhere and I actually go through it but I don’t notice it yet.

Using a metaphor of a prison, Jamie described his situation in the host town. The

prison had an opening. Answering my questions, Jamie said that a prison for him was

* Dorifu is an abbreviation of the name of one of the most famous comedian groups in Japan,
Dorifutaazu. Shimura Ken and Takagi Boo were members of the group.
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the building of the branch of Japanese university and going out of the prison meant
going to see British students. He knew that there were ways of going out of the prison

but he stayed in there, although it was not a pleasant situation.

There were many other students who described their situations and feelings
using metaphors whose theme was similar to the stories above, i.e., trapped and
restrained. For example, one male student talked about his situation using a metaphor
of swimming. He added that he did not like water and was not confident with

swimming,

Futsuu no hito ga boku to onaji yooni oyoidara, tabun moo chotto susumeru to
omoundesuyo. Demo, honto, ima no jookyoo de, hoka no hito to onaji yooni
yattara, kitto, hoka no hito yori mo susumanaide.... ~Boku wa motomoto
oyoguno wa anmari tokui ja nain desuyo. Ma, futsuu ni katachi tokawa maa,
Sfutsuu nan desu kedo, sonna ni oyobenai to omoushi. Dakara, mizu wa honto,
karada ni matuwaritsukutte yuuka, sugoi, jibun ni totte wa atsukainikui mono
desune (Andrew 1: 195 & 204)

If ordinary people swim like me, I think they can possibly go forward a bit
more than I.  But now, if I go like other people, I cannot swim as fast as others
do. In the first place, I am not good at swimming very much. My swimming
form is not so bad, but I cannot swim very well. So, water is what I cannot
deal with at all. I feel it clings to my body.

As I argued in previous chapters (Chapter 2 and 3), my intention is not to
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analyse students’ metaphors with interpretations in the light of psychoanalysis, but to
treat them as a vehicle which conveys the feelings and emotions of the students.
Therefore, I asked the students a lot of questions about the metaphors and discussed
them together. By doing so, I encouraged the students to talk about their metaphors

and feelings with their own words and avoided imposing my ideas on them.

As the students felt they were not able to behave freely, they constantly noticed
or sensed a lot of things in the new environment and compared them in two different
ways. One kind of comparison is between the new and the old and the other is
between the reality and their expectation, and they evaluated them in terms of those two
different criteria, i.e., the old standard and their expectations. Then, they tried to
minimise discrepancy between the two, i.e., the new and the old or the reality and the
expectations, when they felt not very happy with what they found in the new
environment. There seemed mainly two ways to do so. One is by adjusting
themselves to the new environment and the other is by making the new environment
closer to the old environment.

Here, I will show some examples of this.

Maggie (M): Shuumatsu wa daitai zenjitsu made yotei ga naindesu kedo,
chotto koo seikatsu-yoohin, mada sorottenai kara kaini ittari ..
Interviewer (I): Donna mono ga hituyoo nano?

M: Ima wa beddo- kabaa ga, sore to kaaten to... kaaten no nuno. Dakara
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chotto nannka sugoku iyanandesuyo.
Anmari kinishinai hoo nandesu kedo, kore wa chotto am