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Abstract

Previousresearch has investigated challenges facing international second language (L2)

first year undergraduate students in their attempts to adapt to the norms of academic writing
at higher education (HE) institutions with English as the medium of institution)(EM

However, there does not seem to be a great deal of longitudinal research that investigates
academic disciplinspecific writing experiences of such students in New Zealand (NZ) in

the early 21 century. Therefore, the main aim of the present reséstorexplore the

challenges that international L2 speakers encounter throughout the first year of their
university studies and the strategies they employ to deal with these challenges. The study
details the changes i n agesahethetascOmpangingc ept i o
changes in strategies over the period of an academic year. Furthermore, the research

i nvestigated studentsod earlier | earning ex
such as IELTS, and discusses the usefulnessofcsachr ses f or student so

academic writing.

This study uses the academic literacies approaalttasoretical framework as this

approach recognises the influence of the sociocultural context in which students undertake
university study on the delmment of their academic writing skills in HE. The design of

the research is informed by a social constructtams|dview and adopts an embedded
multiple case study approach. The data collection method involved interviews with the
study participants atet times during the academic year and the scrutiny of assignment
instructions, marking criteria, students completed assignments and lecturer feedback. The
data was analysed using the NVivo software which allowed for the rise to the emergent

themes.

Thisresearch identified key challenges that international second language (L2) first year
undergraduate students encounter with regards to their writing practices in HE institutions

in NZ. They involve challenges following academic writing conventions, clggken

Vi



understanding and following assignment requiremehi@alienges interpreting feedback,
andchallenges involved in completing assignments on.tBhedents identified that

although some of the skills and knowledge acquired in their English for Academic
Purposes courses and the Foundation Programme, such as the knowledge of the APA
norms, were somewhat relevant to their current undergraduate writing practices, the
knowledge and skills acquired in IELTS courses was not seen as relevant. Furthermore,
the findingsshowthe importance o$ociopsychological phenomena, it udent s6 s e
efficacy, agency, and motivation, when dealing whtgir writing challengesThe research

findings also indicate the relationship between these gssiohological phenomena

and the time constraints under which most students operate.

The research contributes to empirical knowledge by identifying the challenges that
international L2 first year undergraduate students encounter in HE institutions in NZ and
suggests practical §ie that may assist students in better preparing themselves for the
academic writing demands of English academy. The research offers insights to university
lecturers, as well as for paegree educators as to how and when, during their first year of

study,these students could best be helped.
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Chapter 1. Introduction

1.1 Background and I ntroduction

The inspiration for this study arose from wrygoingpersonal experiensavith
academic writingAfter completinganundergraduate degree in teaching English
2008 at a Russian universitydecided to travelo New ZealandNZ). Once there, |
was able to secure work as a second language teacher of Eamglishs able t@pply
theknowledgedeveloped throughout my uadyraduate qualification. Academiciting

was one of thenorefascinatingareaghat | had taeach during this period.

In 201Q I decided tcenrol in aMastefs programme at ldZ university.However,
before moving on to post graduate study, | veapiired to completa Graduate
Diplomainvolving a selection of secondnd thirdyear paperérom an undergraduate
degree Given my existing qualification,thought that Iwould bewell preparedor this
kind of study however, | was quickly disappoirddy my low gradeslt became
apparent thatvriting in aWesternacademic contextasnot simply amatter ofusing
correct English grammar and sentence strudiutévolvedthe ability todeliver

knowledge through textlevant taa particuladisciplinaryand institutionatontext

This experience as an international L2 studgnttedmy interest in thdield of

academic writingandl becameparticularly interested in how2 studengdprior
academidknowledge angbracticesincluding their knowledge ofacademic English

writing practicesywererelevantto the context of NAighereducation HE) institutions

| was also interested in how ttpsior knowledge createparticularperceptiongbout
academic writing that resulted in certain challenges and demands, and how overtime
these challenges were negotiated pecteptions changed, so that L2 studentdd

successfully complete their universgiudies

Motivated bytheseintereststhisstudy records the experience of four international
students who are all second language speakers of English (L2) enrolled on

undergraduate programs at three NZ universities. The redeacekthe challenges



they encountethroughout the first year of tivestudy as they attempd meet the

academic writing standards demanded by these instituiongermoreandin order to
represent the cultural diversity of the student body now found iNZhtertiary context

as a result ofhe increasing massificati of HE, the four students selected as

participants for thistudyaredrawn from a range of different backgrounds such,
theybring with thema varietyofi e st abl i shed i dentitie-s, di
economic backgrounds, personal hist®rigast learning and schooling experiences,

i ndi vidual |l earning strategies and writi.
89).

Underpinning this study is trecknowledgemerthat academic writing is no longer

viewed as a technical sktthatcan be transferred unproblematically from one context to
another Insteagdacademic writings conceptualised here akaped bynulti-layered

and complexnstitutional practices. These practices include power relations within
institutions, beliefs about velh constitutes knowledge in writing, and the way in which
studentsod sense of identity and agency pl
2013; English, 1999; Il vani |, 3.8%xa8esultLea &
thedemands oimternatbnal L2studentsstudying in an English medium universdye

high. They are required to critically reflect on the relevance and usefulness of their prior
knowledge they need to establistppropriatgpersonal study strategies, andytimeed

to establishspecific kinds of knowledge necessary for their particular academic contexts

- muchof which takes place in the early stagesinternational_2 studenis

programmeof study

In orderto learn more about this complex and multifaceted process of créitlie
developmentthe studyof these four students takes the fornfianfr in-depthcase
studieswhichtrace the trajectory of the academic lives of these international L2
students as they negotiate their first years of academic Stbdgase studiemclude
an examination of the t u d assessmémequirementstheir written assignmenisind
thefeedback they receivieom their lecturersalong with indepth interviews with the
students as their academic year progreaBout the responses ttheseacademic

practices and the ways in which they are negotiated.

Thefollowing sections in this introduction provide a backgrouoodtextfor the study
It first explains the concepind emergencef massification ands role in bringing the

type of stidents who are the subjects of the case studies to study abroad in cultures
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which are not their owThe chapter then discusses the factors involved in these

st udent sunivershies and te sodiwultural challenges they encounter once
they begirtheir studiesFollowing this,the chapter discusses various pathways which
international L2 students may throughin orderto enrol at HE institutions with
English as a medium of instructions (EMds well ashe mainproblems related to

each Thechapter goes on to introduce the academic challehgestudents facen
particularthoseof academic writing. It conclugdy identifying the primary aims and

research questions for this stualyd provide an overviewof the subsequent chapters.

1.2 Massification of Higher Education (HE)

Over the past few decadtm student population has transformed from being
homogeneous.e. largely local students from higher social and econeomamunities,
to being culturallylinguistically andsociallydiverse(e. g.Altbachet al, 2010,2017;
Lillis, 2003;Tran, 20B; Turner,2011a). Thisis primarily the result othanges irthe
participation policy irhigher educationHE), commonlyunderstoods massification
(Altbachet al, 2017;Lillis & Turner, 2001; Marginson, 2036Trow (1973) whowas

one of the first researchexs speak abounass HEclassified it intathreegroups:

1) 6 e | HEfwhiéh provides placest HE institutiongor 1-15% of the school
leavers,

2) 6 ma B which provudes placesit HE institutiondor 15-50% of the school
leavers,and

3) 6 uni vHErwhiahl povides placest HE institutiondor above 50% of the

school leavers

Foll owi ng Tr owarginsenl(2816@dudd itheiratiheieariyn 197QHE
was considered elite because only 9.9% of the Wwoskthool leaver age students
enrolledin postsecondary educaticandthosestudents generally came from higher
social and economic groupgdowever by the beginning ofthe 215 century the numbers
had increased considerably. In 2013, 32.9% df e = wszhobl kaveyentered post
secondary education, either vocational or tertiary (Marginson, 20t#8) brought the
status of HE tavhat Trow referred to as énas®level. However by 2019 this figure
hadsoared to 70%reachingwhat Trav described as @aniversabcategory. Currently
there are more than 250 million pasicondary students worldwide (OECD, 2019)

3



studying in more than 22,000 universities and other HE institutions (Altdaadh
2017).

The growth in student numisan HE has nobccurredwithout the participation of
international students. Since 2012 number of international studemisridwide has

more than doubledrom over 2 million in 2012 (OECD, 20bBto over 5 million in
2018(Unesco, 2019)A majorpart oftheforeign student populatian universities,

including those in Asia itselgrefrom Asian countries (UNESCO, 2019) and make up
NR55% of OEGGDIi nstteurdreanttisoo ( EuBEhGrbhore,2 018, p.
governments in countries suchBazil, Egypt, Indonesia, India, Pakistan, Mexico,

Saudi Arabia, Russia, and Vietnastablish scholarship programesencourage their
students to study abro@éngberget al, 2014) The OECD (2013) predicts that the

number of international students worldwide is expected to rise to 7.2 million by 2025.

The most recennajor disadvantage &tudent numbers in HE has beenrigid

worldwide outbreakof the contagious disease COVID, known as severe acute

respiratory syndrom8ARSCoV-2 (Chinazzi et al., 202@50onzale et al, 2020;

Rumbley, 2020; Tian & Liu, 2020T.he disease has spread from Wuhan, China in 2019
andhas takerives of millions ofpeople worldwide. Chinazzi et al. (202&)ncluded

that travel quarantine delays the overall epidemic progression on the international scale,
where case importatiomsto Chinawere reduced by almost 80%bjust one month in

early 2020As the result, mangountries worldwide stopped inward and outward travel,
which greatly affected academic mobility worldwide (Rumbley, 2080kh travel
restricionshave already affected many countryods
(Rumbley, 2020; Tian & Liu2 0 2 0 ) . For example, the resul
(2020) indicate that 48% of inbound student mobility had been affected in European
countries.The researcher attributed such modest nugtbehe timeline of the event,

when incoming students had alreadyived at European universities in early 2020.

NZ, internationaleducatiorhasexperiencd a substantiatirop in student numbefsom

around60 thousandnternationalstudents in 2019 taround 50 thousand in 2020

(Wilson & Fry, 2020).

Shifts in student funding s driver ofmassification. Rcently,governments and
universities worldwiddnave questioned@hether education should be a public or private
concern Altbachet al, 2010,2017), with the outcome being thBIE isincreasingly

seenby governmentas of value primarily to individualsather than the wider



community Consequentlyin many parts of the world government fundfiog HE has
significantly decreasedith fee-payingbeingdelegated to studentaltbachet al,

2017; Marginson, 2016; Tight, 2019his has meant thatternational students have

become one of the main fiscal resourmeHE institutions and soworldwidethey
haveendeavouretb attract themTo achieve thisHE institutionsneed tgorovetheir

statusand positionit he 6&Goadsd Uni versityoetf(aWCU) sys
2017).

1.2.1 Primary reasons formassification

While massification brings financial rewards to HE institutions ttineemost
prominentreasondor massification in HEare globalisatiopneoliberalismandEnglish
asa Lingua FrancéELF). These are discussed in the following sdetions

1.2.1.1 Globalisation

One of theprimary forces shaping massification and the resulting shiffirom an

elite to a mass student populatisrglobalisation Altbachet al, 2010;Mok, 2016).

Globalisationi s fit he process by whsationbdeelos i nesses
international nf |l uence or start opelerido.comg2020)n an
Globalisatiorreferstoit he real ity shaped by an incre
new information and communication technology, the emergence of an international
knowledgenetwork, the role of the English language, and other forces beyond the
control of acade metal 2010,97)i Thethteenmst graminénA | t b a «
processes of globalisation that impantthemassification of HE artheknowledge

based economy, labour market needs, latetnational Student Mobility (ISM)

Theknowledgebasedeconomy

As the primarysource of wealth creation and productismowincreasinglyrecognised
as 0k n oAithaehetagle 2010;Hénard 201Q Schwartzet al, 1999)other
resources, such as capital, labour, land, and natural resaueaeften viewed as
secondaryAccordingly, there isnow a higher demand famployees witlpost
secondary education in those workplastere HE qualifications were not previously
required.(Altbachet al, 2017) Hence the shift towards &nowledgebased global
economy has raised the status qutedfary educatiomaking itmore important tan
ever befordHénard 2010)



Labourmarketneeds

Labour market needs algloive the increasingly globalising econonhy.order b meet

the growing demand for highly educaiegp r of essi onal s wi th high
and creati vityo0.78), tHMeekpankion\bitHbecanted reecessary

(Marginson, 2016)Furthermore.d ensur e their graduateso ¢
create courses thptovidestudents withthe types ofransferable skillsequired tomeet

thework skills and customéibcused competencies demanded by d a&mpiogers
(McMurray et al, 2016).These demands involtketailoring of curricula by changing
thelength, content and mode of delivery of their traditional courses (Kalfa & Taksa,

2015; Ruh, 2018). In turncompletedqualifications certify the kind of knowledge and

skills acquired by potential employees (OECD, 2018).

International StudentMobility (ISM)

I nternational Student Mobility (1 SNY), th
takes place within a studentds progr amme
Education Funding Council for England, 2011), is one of the main characteristics of
globalisation (Mok, 2016; Tran, 2016) and can be discussed as resulting from an
interplayof social, economic, and cultural variables. There are several motivating

factors that encourage students to leave their home country and seek HE education
over seas. Firstly, students may be infl ui
Since HEeducation is mainly supported by parental wealth, parents tend to make

deci sions regarding their childds educat

even if the HE institution does not appeal to the student (Brown, 1990).

Secondly, students are matted to study overseas because they may be aspired by the
future acquisition of intercultural competencies, such as autonomy, independence

(Corddn, 1997), resilience, or initiative (Papatsiba, 2005).

Thirdly, ISM can be related to political and econogircumstances (King &

Raghuram, 2013), in that the political and economic negative forces of a home country,
such as | ow economic statwus, political i
choice to study abroad (Li & Bray, 2007).

Fourthly, studentmay also feel oppressed in their home country due to their particular

religious views and, thus, wish to leave (Li & Bray, 2007).



Fifthly, the desire to learn English which is recognised as the most influential global
language (Graddol, 2010), and studyan English medium institution is another
contributing factor that powers student s

universities (Crystal, 2003).

Finally, students may be motivated to leave their home countries because of the
prospect for future improwkesocial status, and financial success and wealth as the result
of international education (Li & Bray, 2

hire those with an overseas education (Wilkins et al., 2011).

1.2.1.2 Neoliberalism

The second most prominent reason for massificatiargisbalchange in ideology
towardsneoliberalismNeoliberalism can be best described as an umbrella term
addressing a range of cultural, social, and political changes that prioritise a-market
based eanomy, encouraging individuals to become more competitive, flexible,
productive and efficient(Flubacher & del Percio 201Gray, 2016; Roper, 201&uth,
2018).Neoliberalgovernments are responsible famanber of changes in pest
secondary sector. Thmore significant of these aredacline in funding for public

educationthe privatisation of HE institutions, aralshift inteaching orientation

Decline infunding forpublic education

Public education has experienced a massive reduction in fundimggii subsidies,
universitiesworldwide have to contribute tthedevelopment and stimulation of
economic growth (Gray, 2016). Governméntding of universities are now often
based on the number of falime students enrolled afparticularinstitutionand the
ratings given to theircourses (Boston, 1999). Withedecline in government support
for theeducation sector, tuition fees for ftilne studiedhave greatlyncreased and
have become theesponsibility of the studentsather than t governmen{Shaw,
2017).

Privatisation of HEnstitutions

In the context otheglobaleconomic crisis, neoliberals were able to successfully
propagandise education apersonal responsibilityather tharacitizers ght (Gray,
2016;Roper, 2018)Many universitiesworldwidewere privatised and corporatiseks
a result, they have been reconceptualisesklimng services to studentistomerswho
arepurchasing goods on a competitive market (Heller, 2016).



Teachingorientation

Universitiesin most countriefiave orientedmoretowards vocational educatiom order
to answethe needs diabour marketwhich includeghe quick replenisling of the
workforce.As a result, some researchers hswggestdthat eaching shouldow
deliver a mix of skiltsets for the studengndstimulatetheiremployabilityin order to
increasea ¢ 0 umationalweat{Goodnightet al, 2015;Gray, 2016)One
consequence of this has been thisteibutionof government fundt focus on the
STEM subjects, i.e. Science, Technology, Engineering and Mathenwétlts,
humanitiesschoolssufferinga significantloss of studenénrolmentgGray, 2016
Roper, 2018)As number of humanésstudents declineetching staff ithe
humanitiesareencairagedo takeearly retirement or voluntary redundancy (Roper,
2018).

1.2.1.3 English as a Lingua Franca ELF)

Another main driver of massification is the global rise of English as a Lingua Franca
(ELF) . ELF is fAany use of Etngllasduagong .
(Seidlhofer, 2011, p. 7, as cited in Cogo, 2015). Traditionally viewed as the language of
thesecal l ed o6l nner Circled, i.e., belonging
UK, Ireland, Canada, Australia, and NZ, the English languaghis@sically spread to

the 60Outer Circleb6, i.e., colonised couni
other territories. Preseday English is becoming the language of power and prestige in
many countries, and hence its importance is now resednn counties from the
OExpanding Circleé, such as China, Japan
Coupland, 2010). For several decades now English has been used by raoagveon

than native speakers in various contexts (Crystal, 2003; Silfakis).Z0dr8

international students coming to study in HE institutions with English as the medium of
instruction (EMI), the knowledge of English, and specifically academic English, is of

paramount importance.

As indicated above the importance of English is wesbgnised with Graddol viewing

| anguage as a fAbasic skil [Soentunesooety 610,y f o |
p. 10). Phillipson (2017) suggests that many regard ELF as a language divorced from
societal power and native speaker norms. Howéhan (2019) points out that the state

of affairs is not this straight forward. ELF has now entered a state of multilingualism

where interlocutors adopt various semiotic resources in their interactions. Their focus is



more on their fellow interlocutors than the linguistic code. This multilingual status

that Toh describes has fegaching implications for English academic writing.

1.2.2 Benefits ofmassification

Themassification of HEhas certain benefit&irstly, it producesighly educated
professionals, who are important for tirewth of revene in the knowledgérased
economy.The knowledge component of capital that has become more sophisticated
than in the past (Stromquist & Monkma, 201ercesindividuals to acquire HE

qualifications.

Secondly, one of the most important paylssafkmass HE for graduates is better
employment and payment opportunit{@gght, 2019).Completionof HE means better
prospects in the labour market for graduates compared to those without a degree (Mok
& Jiang, 2018)Indeed, theemployment rate for graduates with a tertiary qualification

is about 9 percentage points higher than for those who dslnoessfully completdE
(OECD, 2019). Furthermore, HE graduates attain on average 57% higher earnings at
their jobs compared to their counterpai®k & Wu, 2016;0ECD, 2019).

1.2.3 Barriers of massification

Despite the benefits of the massification of HE, it appears that there are nevertheless a
greater number of drawbacks for all sectors. Firstlih the vast numbers of students
striving for HE qualifications, only a limited number of students are alijaitodegrees

from highly ranked universities, such as Harvard (Tight, 2019). Consequently, low
sociceconomic status students may only gain access to institutions that sit at the bottom

of university ranking (Marginson, 2016; Tight, 2019).

Secondlywith many neoliberal governments encouraging the development of a greater
number of HE institutions, and at the same time privatising existing univergiges,

guality of education has deteriorated (Yang, 2008)heir chase for government and

public fundirg HE institutions have become more prdiitan educatiomriven

(Holdsworth, 2009). Furthermore, the increased demand by universities to employ
academic staff to meet the needs of a gr

decline of the averagequaf i cati on f or academics i n mar
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2010, p. 19). Consequently, the level of skill and knowledge now acquired at

universities varies greatly.

Thirdly, anumber of interationalstudentéchoice of HE provideis based on their

intention to migrate to the host country after gradua#@a resultsome home
countriesmayfacethe risk of being deprived of highlgducated individuals(tbachet

al,2010) This 6ébrain draind i n cercongibutes st at e
to theeconomic growth of mainly Western countriddtipachet al, 2017;Yang, 2003).

Finally, because massification of HE has resultedhighly-educated workforgeand a

highly competitive labour markéMok & Jiang, 2018)manygraduates in developed
EastAsian as well as Westerrountries experience difficulty in finding employment

(Lauder, 2014Chan &Lin, 2016 Mok, 2016;Mok & Jiang, 2018Mok & Wu, 2016;

Vedder ¢al., 2013Wu, 2011). Veder et al. (2013joundthat 48 per cent of graduates

with four-year degreesereunderemployed, i.e. hired in the positions that do not
require a degree. I n ot her wqevehafter gr adua:
gainingqualifications from highly rated university and colleges (Breawal, 2011).

1.2.4 Massification of HE in the NZ context

Massification of HE is also taking placeNZ. Statistics provided by thdZ Ministry

of Education indicate that international student numbers increased from 92,995 in 2012
(Ministry of Education, 2013) to 118,300 in 2017 (Ministrykofucation, 2018)The
majority ofthesestudentsarefrom China and India (Ministry of Educatio2Q17)and
enrolin Auckland institutionsEducationNew Zealand alsoontinues to strategically
invest in the growth of studesfrom South East Asian countri@acludingVietnam,
Indonesia, and ThailajdEuropean countriggncluding France, Germanyard the

UK), and the USA (Ministry oEducation, 2017, 2018NZ educatiorfunds are

invested in specific projects in Chile and Saudi Arabia (Ministrigchfcation, 2018).

NZ also sees lorterm potential for growth in students coming from Mexico (Ministry
of Education, 2017).

As with NZ, HE providers andelated government ministriéisroughout the world
employ a range afftencompetingmarketingcampaigngo encourage the selection of

their particular country as the destinationifdgernational students. Nonetheless

10



studend s thioiceaflcountry and academic provider for their sestondary studies

is the result oBnumber of complexactors These will be discussed in the next section.

1.3 Factors involved in the chote ofhost country andHE
provider

Ultimately there are three phases that international students go through in choosing their
overseas HE provideFirstly they make &hoice to studybroad, rather thaocally,

secondly thexhoosethe country they want tstudyin, and thirdly theyselect theiHE
provider(Mazzarol, 1998Mazzarol& Soutar 2002). The easonsvhy a student might
decideto studyabroadwere described iBection1.21.1 This section examingbe

factorsthatinfluenceinternationas t ude nt s 6 ¢ h o and BIE pvovideh o st ¢C

131 Criteriai nfl uencing internahostoonry student

According to Mazzarol et al. (1997he ¢ h oi c e hostfcousrymaydbe nt s 0
defined bysix factors Theyare:

1) Overall knowledge and awareness of the destination cowtrigwledge about
a country, such as ifger capita incomand whether it offerfuture employment
can i nf | ue merisionas tosvhether Aosttcaurstry is suitable far
lengthy stay (Perkin& Neumayer, 2014) Other information, such as whether
the qualificatiors from a particular countrgire recognised itheir home country
is also crucialMazzarol & Soutar, 2002Such information is ofteobtained
through social or other media sources (Be26i4) and the ease with which it
can be foundlso pays a role in the selection of a particular host country
(Mazzarol & Soutar, 2002).

2) Personal recommendations from parents, fricredatives or others Students
tend to chooseountriesthatthey or their relativebavevisited beforeThey
also choose countries about whiblkeyhavereceived informatiorirom by
someone whbasstudied there beforéncluding their relativesr friends
Information fromrecruitment agentsan also [ay arole in the choice o host

country(Mazzarol & Soutar, 2002)
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3) Costs including study feghbving expenses, and travel cosssudentgrefer
choosing countries where the visa proce$sss complexn comparison to
other countriesor whereliving costsare relatively low Dimmock & Ong Soon
Leong, 2010;Jon et al 2014).Students also look farountries where there are
opportunities to financiallgupport themselveshile studyingvia parttime
work. Safetyand racial prejudices another dimesion (Ahmad & Shah, 2018;
Jon et al., 2014 Additionally, gudents also tend to choose countries where
there is population frortheir home countryas thismay potentiallyhelp them to
form social groupsvith peoplefrom their own cultural backgroursd Mazzarol
& Soutar, 2002).

4) Type of eavironment Students make choices about their host country according
to the quality of itphysical climate andtandardf living, as well agshe quality

of its academic environmeiiMazzarol & Soutar, 2002)

5) Geographical proximity to their homeland. Mastydentgpreferto study in
countries relatively close to their horoeuntries so that dy canvisit their
families during semester breaks at the end afheacademic yeaiJon et al.,
2014;Mazzarol & Soutar, 2002)

6) Social linksto social networks, friends or relatives living in the destination
countrymayalsod ef i ne student sd cNwaozarcletalof t he
1997).

These six factorkelp to understand the reasons why a student wanting to study
internationally might boose a particular country over anothdowever, the six factors
described above should be considered in conjunction with the factors, mentioned earlier
in Section 1.2.1.1Since massification of HE is most pronounced in countries where
English is a firstanguage, the rest of the Introduction focuses on these countries in
particular.Thelast phaseis t u d e n t sniakindy@orassoi stuaying abroad
involvesthe choice of overse&$E provider.

132 Factors infl uenci ngchoicedf ldErprowdderi o n a | stu
The selection of a particular university may be defined by a number of factofh&o.

are:
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1) HE i n s t reputatibniandvoiddsanking. Students prefer émrol in leading
universities which offer a variety of coussnd have renownedighly-
knowledgeable stafiAhmad & Shah, 2018; Choi, 2013; Dimmock@ng Soon
Leong, 2010; Jon et al., 2014; Li & Bray, 2Q00fazzarol & Soutar, 2002
Students alsecefer to the world rarikg system as they see more poterital
obtaininga jobandahigher salaryf they have graduatedom an elite
university(Perkins & Neumayer, 20}4international students who seek
migrateaftergraduating also tend to choas@versities whasupportgraduates

to find employment in the hosountry(Li & Bray, 2007).

2) Availability of ascholarship from the host institutioAl{mad & Shah, 2018;
Choi, 2013 Li & Bray, 2007;Mazzarol et al., 1997Even in casg when
students were not able to secure scholarships from themwestsity, their
existanceattractsanternational studestandenhancesae ni ver si t yés pr

reputation(Mazzarol et al., 1997

3) Englishenguage r equi r eabkytd nseet thosd (Pexkinsi& ent s 0
Neumayer2014).With Englishas the global languageiniversities incountries
with English as a first languag#racta larger number ahternational studest
than countrieswith otherfirst languages (Perkins & Neumayer, 2014)those
cases whes t u d Englishdadguage proficiency does not méet English
languageequirements of a chosen HE institutidme &bility of the host
university to offer preparatory language counsesr to the major studiemay
influenceas t u d e nt GastudyendhatsnstitutioPerkins & Neumayer,
2014)

4) The existancef astudent population with languagéamiliar to the student
may ease the anxiety of many international students (Perkins & Neumayer,
2014). Studentare more lilely to choose institutionghen they are able to form
groups and cliques with others from thaivn cultural and linguistic background
(Dimmock & Ong SoorLeong, 2010Perkins & Neumayer, 2014).

Even after careful selection of their host country and HE institutibenvehanging
from a familiar sociecultural environment to their new environmghe majority of

international L2 students face a number oflleinges, whichrequireinternal re
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adjustmen{Choi, 2006;vins et al., 2017Koval et al, 2016; Lauwet al, 2019).These

challenges will be discussed in the next section.

1.4 Challenges for international students

The major challenges thetternational L2 students face as they adapt to their new
environment and attempt to successfully engaigie their academic studiesan be
grouped into three areashallenges with thianguage, challenges withe academic

environmentandchallenges in the social cultural domélinto, 1993).

1.4.1 Challenges withthe language
Englishplays a crucialrolein nt er nat i o nsaccessfudapsatiododtlein t s 6

new environmenfThey facechallengesvith the Englshlanguagen boththe academic
environment and in the soeaultural environmen{Butcher & McGrath, 2004; Holmes,
2004; Ward, 2001; Ward & Masgoret, 2004).

1.4.1.1 Languagechallengesn the academic environment

Insufficient command of English is one of timain reasons why international L2

students struggle to adjust academic@lyang& Klinger, 2006)and can affect their

ability to engage withwritten assignment®yral presentationgxaminations, and class
paticipation. A number of researchers (e.g. Guan & Jones, 2011; Holmes, 2004;

Paltridge et al., 2009) confirm that even after meeting university language requirements,
international L2 students are not fully prepared to riesdcademic demanas

universties and sumeedin their studesRead and Hayes (2003) no
students who gained the minimum band score for tertiary admission were likely to

struggle to meet the demands of Englsédium study in a New Zealand university or

pol ytechd.ico (p. 1

Many wniversity staffin Australian universitiebelievethat international students
requirepose nt ry | anguage s upandsudentyti@ddeloedsg h!l i n,
view their proficiency in the language @site low.AshtonHaya et al.(2016)

conducted a study with 140 international students from 79 countries studying in
Australia. The findingsshowed that 69% of the students at the time of enrolment

viewed their language abilities as average or in need of improve@ibet. sudies
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conducted in Australia andZ foundthat, once enrolled into HE, international students
expect more help and language support ftioeir HE institutions Neverthelessn most
caseghis is viewed asinrealistic (Barrettennard & Bulsara, 2008; Sherry et,al

2004).

1.4.1.2 Languagechallengesin the socio-cultural environment

In thesociocultural domaijpal ow | evel of English profici
attempts to socialise with their loqaersor other internationastudentsywho use
English as a foreign languagdauild relationshipsexpand theisocialnetworls, and
develop social and interculal communication skillsA large number o$tudies(e.g.
Ho et al, 2007; Holmes, 2004£oyrazliet al, 2002 Zhang & Goodson, 201Xpnfirm
acorrelation between English competenayciccultural adjustment anahigh level of
interaction with locals. At the same time, lower level of English proficienéyundto
result in acculturation stress, homesickness and depreBsore( al., 200/Duru &
Poyrazli, 2007Poyrazli et al., 2004Robertsoret al, 2000;Sumer et al., 200 eh &
Inose, 2008

1.4.2 Challengesin the acalemic environment

Languagss not the onlychallengeacedby international L2 students the aademic
environmentDooey and Oliver (2004nterviewedinternationalundergraduate students
from diversenon-Englishspeaking backgroundsho wereadmittedto universitieson

the basis of their IELTS scarg0%of all studentacknowledged that problerbgesides
languagempededtheir academicstudies These problems arelated tounmet

academic expectationthe quality and efficiency otampusservicespedagogical

conventionsandclassroom norms

1.4.2.1 Unmet academic expectations

International L2 students become disappointed when they discover that some courses
are not as challenging as they expected thelbe thin & Schez, 2014). Additionally,

they find that course structure and content delivery are sometimes different from what
they read in the program description befeneolling inthe course (Lin & Sche,
2014).They see very little relevance in thphescribed readings what is taught in

lectures They also discover their lack of ability for critical reading and writing (Beaver
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& Tuck, 1998; Campbell & Li, 2008; Holmes, 2004; Johnson, 2008; Skyrme, 2007,
Ward & Masgoret, 2004; Zhang & Brunton, 2007)

1.4.2.2 Quality and efficiency of campusservices

Several studies confirm that quality and efficiency of university services are important
for international L2 studentsdo adjust menit
(Andrade, 2006; Bista, 2015; Korobo&aStarobin, 2015)Campus services mde

related tahe following three areas

1) academic (academsupport academic staff),

2) nonacademic (counsellors and advisers, administrators, student health centres,
career centres)

3) social (social suppodervices, student organisations)
(Bista, 2015; Korobova & Starobin, 2015).

Students whalo not havesuitablesupport services on campstsuggleto develop
analytical and critical thinking skills compared to studenigstitutions thaprovide
such serices Furthermore, students campuses withosuitablesupport serviceare
less committed to their education atelelopfewer positive social links with their

peers and academic staff (Korobova & Starobin, 2015; Severiens & Wolff, 2008).

1.4.2.3 Pedagogical caventions

International L2 students studyiinga foreign country face a set of academic norms and
conventions that are unfamiliar to them (Cartwright & Noone, 2d8&ang & Brunton,
2007). The most challenging of these avesternapproaches tteaching and learning.
Many international students finddifficult to transition fronthe type ofrote learning

that takes placat high schodin their home countryto the emphasis ocritical

thinking and interactive learninfpundin Westernuniversitieg(Liberman, 1994
Torenbeelet al, 2011). In addition, student® Western universitieare expected to

work independentlyvith minimal lecturer conta@nd reduced feedba¢kawash et al.,
2019, andto explain, discussand provide their opinions on questions that may be
asked by theirteaché8t udent s6 i nabi | i tcgntrademvirenchgrdu st t
with an emphasis on learner autonomy and critical thinkiag be detrimental for their
academic succeskif 2007; Skyrme, 2007Zhang & Brunton, 2007
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1.4.2.4 Classroom norms

International L2 studentgspecially from Chinajote several differencéetween
classroom norms arekpectedehavioursn their home countries and western
universities. Firstlyywesterneducation classes are more inforng&tldents are expected
to be active participants in discussions and debates (Hu#tigger, 2006).Secondly,
studentsareexpected to be prepared for lectures, i.e. read the prescnivgdatedoe
ready to explaithe material that is being taugiituang& Klinger, 2006. Believing
that they have poor command of Englistternational studentsftenrefrain from being
active participants in class (Zhang, 2Q28hich can result iltow maks, afeelingof
isolation from their classmatemnda sense ofnconspicuousnegZhang, 2016; Wu et
al., 2015)

1.4.3 Challenges in the scio-cultural domain

A number of researchehsivesuggestdthat academic challenges faceditgrnational
students are interrelatedths t udent s & s o c icdtdral challéengeery. and
Choi, 2013Mori, 2000;Smith & Khawaja, 2011)The focus on the socicultural

domaincan bedivided into twomainareassocialchallengesand culturachallenges

1.4.3.1 Socialchallenges

Socialchallenges that hinder international studéstgecesses inclugerental
expectationsfinancial difficulties a lack of time for events outside their westidy
life, limited social supporgifficulties fosteing relationshig and enhariag social
networks discriminationand physical and mental health

Parental expectations

Parens, being the main sponsors for i1internat
on their children. These students feel obliged to maximally improve their knowledge of
English and complete their education in the shortest time possibbiat they can beagi

their career This parental pressure raises the anxiety level in students and may have

detrimental outcomes (Choi, 2013).

Financial difficulties
Although some students may have full financial support from their faonily
alternatively receive acholarfip, alargenumber of international students struggle to
makeends meefChoi, 2013) Insufficient funds ione of themainfactorsthat
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negatively influenesi nt er nati onal st u@hem2086Huarmg& a d e mi ¢
Klinger, 2006;Mori, 2000;Poak & Love, 2001) In order tosupport theistudies these

students seek patime employmenton or off campuswhich may or may not be

related to their majofHuang& Klinger, 2006) Having increased responsibilities that

are not related to their studiesnnegatively effecs t udent s academi c S

Lack of time for events outside their watkidy life

Studentswho experience financial constrairitsd it difficult to find an oppaotunity for
social activities, such dagveling around the country they study, or attending social
events with their peers. This createsense of alienation and distance from other
studentsChoi, 2013).

Limited social support

International2 students oftetack social support frortheir family and friends
(HechanovaAlampayet al, 2002 Smith & Khawaja, 201)land as a result can
experience lonelinesmndisolation(Huang& Klinger, 2006 Wu et al., 201p Students
from colledivist cultures, such asArab countries mayadditionallyexperience guilt
issuesdue totheirinability to spendheexpectedime with family membergTawash et
al., 2019).International L2 sudent®sense ohlienation maylsobe strongly felduring
their nationalor family holidays when theyare required tde intheir lecturesnstead of
celebrating with their familieHuang& Klinger, 2006).Such feeling®f loneliness and
isolationmay result in depression (Mori, 2008)s a resultintemational students
cannot concentrate on their study materials (H&akdnger, 2006).

Difficulties fostering relationshigpand enhancing social networks

Building a new social network is a vital
successMost international L2 studesbelievethat their culturalreligious,and

linguistic differencesmpede theiability to make friends with their local pediduang

& Klinger, 2006;Ho et al, 2007;Li, 2016;Li & Campbell, 2010;Thomas, 2012;

Vaccarino & DresletHawke, 201). Li (2007, focusing on th&lZ HE contextfound

that onlythree out oherfour respondents had some kind of interaction with New
Zealanderswhile the fourthone nevemadeNZ friends.Being restricted financially
international L2 studentsohave limited chances socialise withocal students

outside campus€si, 2007, Sato & Hodge, 2009)rhese challenges slow down

internato n a | L2 studentsd accul tur(duang&®& n i nto

Klinger, 2006)and may result in depression, anxiety and alienation (Chen, 1999).
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Discrimination

Students may feel discriminatadainstn their social and academic lilecause of
limited informationabouttheir cultureand prejudicérom locals(Wu et al, 2015)
Feeling marginalisednternational students mdgecomeexcluded andlevelop a

diminished sense of belonging

Physical and mental health

International studentsho experiencestressvhile adjusting to their new environment
maydevelop symptomaffectingtheir physical and mentatellbeing(Leong & Chou,

1996; Mori, 2000. Physical symptoms magcludeincreased blood pressure, heart and

pulse rates, high body temperatureadache loss of appetitdoss ofsleep and low

energy leved (Ammigandet al, 2019;Mori, 2000. Students maglsoexperience

fatigue and mental burnobecause ofonstantogntive work (Mori, 2000 Stewat et
al.,,2019)Thi s emoti onal and physi caducatbnngac o mf o

negative way (Huan& Klinger, 2006).

1.4.3.2 Cultural challenges
Cultural challengemayalso negativelgontribute to international2 studenté
acalemicsuccesgHolden 2015).These may beelated to unfamiliarity witkcultural

normsand religion.

Unfamiliarity with cultural norms

For many international L2 students, adaptatman unfamiliar culture malye long and
difficult due todifferentculturalrules and behavioarA common example is gift
giving. It is commoplaceto open a gift in front of the giver in Western cultuyet this
createsawkwardness$or students fromfor example Asiancultures(Wu et al., 2015).

Religion

Religion and its impact on the cultural norms of a country can preseajoachallenge
for international L2 studentfnternationalArab studentsfor examplestudying in a
Western countryface challenges with croggender interaction in and out of class. They
may also be shocked by the informality and openness of sexual relatiansthipis

host countryincluding theblatant sexualitghat is sometimesvidenton campus
(Alsahafi & Shin 2017; Rabia & Hazza, 2017).
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While the challenges and difficulties described in the sections aleotanlyaffect
internationall 2 s t w@dhptatian $odhienew environmenand ultimately academic
success in their host institutidine greatest challenge that international L2 students face
is inthe specific area oAcademiavriting, the primary assessment tool in most HE

courses.

1.5 English language proficiency and athission to HE

In order toprove theirfEnglishlanguage proficiencinternational studentsre required
to meefcertainlanguage requirements prior to being admitteBriglish mediunHE
institutions.This is oftencarried out througmternationaEnglish language proficiency
tests,such aghe International English Language Testing Sys{éeh.TS), Foundation
Programme (FP),or English for Academic Purposes (EAP) courdds following
sections examine thetereeareas irmore detdifocusingpredominantlyalthoughnot
exclusively, on theNZ university context.

1.5.1 IELTS as anEnglish enrolmentlanguagerequirement

The Test of English as a Foreign Language (TOEFL), the First Certificate in English
(FCE),or theacademic format of thimternational English Language Testing System
(IELTS) areall used to determine whether the language proficienayt@fational_2
students is suitable for their admissittmEnglish medium universitieThese high
stakes tests are purposively developed
and play a crucial role in tiveacceptance or neacceptancé HE institutions in the

West (Uysal, 2010).

Of these testAcademidELTS is preferrecasthe entry requirement for those who
intend to study or work ilNZ (Uysal, 2010)The AcademidELTS test is separated into
the evaluation ofour macro skillslistening, writing,reading,and speakingeach of
theseskills is evaluated according to a®band score system, where 0 stands for non
users and 9 for an expert user. A certain band scateedrcademic IELTS test is
required from nofEnglish language speakers for university studies in Engpsiaking
countries (IELTS, 2013)lhis admission score is determined by universities and varies

from institution to institution. However, IELTS developéiemselvesvarn institutions
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to interpret the test scores with cautias the state that afELTS testresultonly
indicatssa ¢ a n dlevel aflanguagproficiencyat a certain point in timeandthis
may decrease if not actively maintained (IEL2813).

While thespeakingcomponent of IELTSs importantfor boostingst udent sd ¢ on f
in communication with their peers and lecturéngwriting skills component of IELTS
remainsthe main concern for international students during the courseseBsgrprg for

the Academic IELTSWriting Task 2, which requires students to write an essay of about
250 words in order to Apresent the sol ut
compare and contrast evidence, opinions and implications; evahchthallenge ideas,
evidence or an argumento (I ELTSsfor2005, p.
writing in, whatis presented as formal, academicegistersuitable for university

assessment purposssEMI universities

1.5.2 Other pathways to HEadmission
Althoughthe AcademiclELTS test score is the primary indicatoraodtudend s

preparedness for HE studiesknglish mediumnstitutions,NZ universities have
recently provided otheasptionsfor the development and evaluation of internatiortal L
student8English proficiency. These include tReundation Programm&P),
Diagnostic English Language Needs Assessment (DEL&I#A) English for Academic
Purposes (EAP) classes

1.5.2.1 Foundation Programme (FP)

In order toincrease their number ofternational fegpaying studentd\Z universities
havedeveloped a number of other pathways to degree courses for studerms mdto
meetEnglishlanguageproficiencyrequirements via higbtakes tests such as IELTS

One ofthesepathways ishe Foundaon ProgrammégFP). An FP is a bridging

programme that facilitates studentsod enr
NZ (Bahr, 2010; Merisotis & Phipps, 2000; Nasser, 2012). The FP course offers
different programme options dependingonastudérs e xi sting | ELTS s

academic qualifications from their home country. For example, dréadt course,
which typically admits students with a minimum overall IELTS score of 6.0, might only
require one semester of study, while studentssetoverall IELTS score is 4.5 might be

required to study for three semesters. Depending on the duration of the course, students
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are offered an English for Academic Purposes (EAP) class, and a choice of up to four

el ective subj ect s edffulue majdr,lsuech as accodnéng,tbisldgy,i nt
Information Technology (IT), mathematics, physics, or art (Taylors College, 2020; UP
Education, 2020).

While the EAP class expands studentsd pr
reading, listening,meaking, and writing, some of the main foci are spelling,

punctuation, grammar, and the use of correct lexis (Taylors College, 2020). The class
typically also targets developing and strengthening a range of writing skills, including
notetaking, composingaragraphs, and preparing research reports (Taylors College,

2020; UP Education, 202Q)Ynfortunately, the approach adopted by many Foundation
Programs appears reminiscent of the banking style of education identified by Freire
(2005) . Educaaconobedemesi fiamgo (p. 72) wi
accept all that they are taught. The only action allowed to the students is limited to
receiving, filing, and storing the deposits of knowledge communicated by the teacher.
Teachers adopting this appiah bestow their knowledge on those they consider to

know nothing of any real significance. While this deficit approach has been strongly
challenged, it still exists on many programs that seek to equip students for the kind of

writing required at EMI instutions. Students are effectively robbed of their voice.

The pamphlets of Foundation Programmes guarantee university entrance once the

course has been completed, however, in actuality, certain conditions apply (UP

Education, 2020). For example, dependinglee intended major, students are expected

to gain a pass grade of at least 70% on their English course and they must also pass each
of the subjecbased foundation classewhether compulsory or electivevith at least a

50% grade (Taylors College, 2DB2JP Education, 2020). Nonetheless, success in their

FP course does not necessarily guarantee their admission to every university in NZ
because there may be some additional requirements set out by universities, such as a
portfolio or an interview. FP praders additionally warn that universities reserve the

right to deny places even to those students who achieved the English language

requirements (Taylors College, 2020).

1.5.2.2 Diagnostic English Language Needs AssessmeBHLNA)

To provide students with additial language suppotheUniversity of Auckland in

NZ, for example, encouragell theirstudents to take a Diagnostic English Language
Needs Assessment (DELNA) at the start of their HE stud@iles test intends to indicate
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student so6 r e aattherUniversity 6f Aucklaofbhe Ursversity of

Auckland, 2026). Although the tess voluntary andirst year studentare advisedo

take itafteruniversityadmissionthe tesis a compulsory language requirement for

those whacompleted their previous education at a different tertiary prowdsZ and

achieved 60 points or more (TheiMersity of Auckland, 2028). Achieving less than a
0sat i sf aonthe DELRA tesenmyeduire the student to enrolan

compulsory language enrichmerdn-creditbearingcourseduringthes t udent s 6 f i
months of study (The University of Akiand, 202@).

1.5.2.3 English for Academic Purposes (EAP) classes

Incasewherest udent s do gowtd ddemesmudttrsatoed G he DE
encouraged or will be requiredeéarol inand pass an academic English languame
creditbearingcourse during their first year of study at the University of Auckland (The
University of Auckland, 2026 202&¢) . Thi s cour se enhances s
language skills in oral and written formscludingfinding and interpreting relevant

sourcesn their field of study communicatingspecialist knowledge in an effective, clear

and coherent manneanddevelopingwriting skills in various rhetorical style@he

University of Auckland, 2020).

Although preparatorypathwayg (IELTS, FP, DELNA and EAP classegjaim to
developst udent sé6 | evel of | anguage proficien
preparedned®r academicstudyin an English mediununiversity, eachalsocomes with

a number ofssues.

1.5.3 Problems with university preparatory languagecourses

A range of studiefCho & Bridgeman, 2012; Fakeye & Ogunsiji, 2009; Feast, 2002;
Green, 2006James, 200Keefe & Shi, 2017Storch & Tapper, 200%ang & Badger,
2015 havefounda positiveimprovement in English proficiency amopge-university
students studying towardse international languagests or enrolled inuniversity
preparation classebleverthelessand as discussed in the following sections, these
programmes also present a number of isflues & Street, 1998; Lumsdest al, 201Q
Moore & Morton, 200%.
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1.5.3.1 Issues withinternational English languageproficiency tests
Issuedound with the international English language proficiency testd in particular
the courses used to prepare students for theseitettisienegative washback on

teaching, negative washback on learnangd teacher anxiety.

Negative washbaabn teaching

One of the overriding issues wilfiternational language tests, suchAaademiclELTS
and TOEFL andby extensionthdr associategireparatory courseis thatthey can
oftenresult innegative washback on teachif@reen, P07).Negative washback occurs
whenteaching practices develop an effective apprdachenerating higtscoring
results within the test timefran{&reen, 2007)but are ultimately constrained by a
narrowfocus d language ability assessed by specific sgietasks (Chan, 2@0). For
example, if writing is assessed by multioleoicequestionsteachers prepare students
for the tesby practising this type of tagid aylor, 2009.

The testfocused nature of IELT8nd TOEFL, for exampldias areffectonthe
curriculumdesign approaches to teachingndthetypes of resources uséelg.
Alderson & Wall, 1993Chan, 2@0;, Hawkey, 2006; Hayes & Read, 200Rashidi &
Javanmardi2011;Sadighi et al., 200)8Indeed manylELTS and TOEFLinstructorsdo
notview thar course aspreparing their students for university studies, but rdtirer
writing successful test essaydlderson & HampLyons, 1996Green, 2006)As a
result, much of the timgpentin suchpreparatory coursas devoted tdamiliarising
students with the test formaindproviding usefulstrategiegor obtairing the highest
test resultsultimatelydisregarding wider skillsRashidi& Javanmardi2011;Read &
Hayes, 2008 This negligence can be seen in a studylierson ad HampLyons
(1996)who found thar OEFL teachersimitedtheir curriculum to the skills and
knowledgerequired by students pass thd OEFL test As the resulttheteachersvere
not particularly creative with the choice of study matearalmostly followed
textbooks In another studySadighi et al., 2018)pre-universityEnglish as a Foreign
Language EEFL) teachersn Iranalso confirmed that they mostly focusededemens
that were to be testedhich, in their contextwas mainlygrammar As the result
teaching was limited to particular tygpef grammarbasedexerciseswhile the
development of other necessary skilasneglectedSaglamandFarhady(2018)also
investigatedvashback fronkEnglish language proficiency tesinteaching practices
Theyfoundthat the majorityof teaches 6hoice of teaching matergalvasgeared
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towards preparing students for tlest mosty involving the use of the types of multi

choice questions used in the proficiency test.

In NZ, Read and Hayes (2003) investigated the impact of IELTS preparation on
learning among language schools nationwide. The results of the questionnaire revealed
thatlELTS teachers limit their teaching practice to familiarising students with the test
format and contenThe authors extended their research by conduabithgf-up

interviews. ThdELTS teacherstated thatheir choice of curriculunvasdriven by

therst udent sé6 motivation to pass the test a

Negative washback on learning

Similarly, negative washback can also impact on student leamNegative washback
on learning leads to surface knowledge (Shepard, 2006)ewhetents are néilly
engagingor interacting with the contemtf the curriculumHarlen& James, 1997). A
plethora of studies confirm that students preparing for an IETLS test expect tbegain
necessargtrategies and knowledgequiredto gainthedesired test score, rather than
learning a wider range of language skills (Edani, 2011;Hawkey, 2006Lumley &
Stoneman2000;Neil, 2018;Turner, 2004

Erfani (2011) for exampleconducted researchvolving 220 participants studying

towards IELTS and TOEFL iBT teststato language institutes in Tehragrfani found

that the majorityof students preparing for an IELTS t€38%) focused on improving

their test scores, and only 79.8%tloé student péicipantse x pect ed t o fAcapt

i ntegrated nature of the use of skills i1

Teacher anxiety

Roza (2019Joundthatmatureinstructors withat leastwo-y e ar s 6 deaghiegr i e n C ¢
IELTS or TOEFLhad developed certaindegreeof anxietywhenteachingstudents

younger than themselveBhe teachers believed thatunger students weggoficient in

using tedate sourcessuch ashe Internet and mobile applicatioosntaining glethora

of general knowledgevhile teachers are still guided LTS and TOEFLtextbooks

So, teachers have to keep updating themselves with the test forms, exam questions, as
well as newtechnologyto feel more advanced than their students. Roza (2019) argues

that studentsvho feel smasgr than their teachetswderestimatéhem, consequently,

studentgdo not feel motivated enough to continue learning.
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1.5.3.2 Issues with EAP

While EAP coursesilsobear a certain amount of negative washb#ek major issue

with such courses is that thaye usually taught by teachers, whwerly focus on
surfacelevelfeatures, such as grammar and punctuation. Students, on the other hand,
come from various disciplary backgroundsand are interested in developing
disciplinarylanguageknowledge to facitate their successful participation in their
subsequent studieAnothermajorproblem is thaEAP courses are usually shert
spanneand aredriven by time constraint.hese issues are discussed in the following

sections.

Lack of disciplinary knowledge

EAP courses deal with the domain of knowledge that not every native speaker is
familiar with (Basturkmen, 2010Neverthelessnost EAPteacherslo not require any
specialdisciplinarytraining EAP teachers usually complete their degrees in the field of
apgied linguistics and transfeheir general English teaching knowledgkills, and
experiencdo the EAP context. However, continuing to teach EAP classes based on
general English topics and general academic writing, t2&Bherdind themselves at
oddsw t h | e ar Alexandep2010rCGevensherénge of disciplines students
wish to study after the EAElassesEAP teachers may find themsehasside their
primary disciplinary expertise, lacking specialised language and disqgiphéces
(WoodwardKron & Jamieson, 2007).

Lack of genre knowledge

Generally, eaclcademidiscipline has a particular way of dealing with textisgenres

(Lillis & Scott, 2007) thatisaisoci al |y recogni s éylandiay of
2007, p. 114)n aparticular contextGenres assist in organising knowledge, beliefs,
values, and ideologies (Johns, 2008). Each geasspecific vocabulary and grammar
practices that may overlgplyland, 2008) Since EAP courses are usually offered to L2
speakers outside specific disciplinE#&\P instructors reduce their teachinditmuistic
features, such as grammar, punctuation, and strucatiner than dealing with different
disciplinary genres and epistemologfelocking & Toh, 2010; Wingate, 2018;
WoodwardKron & Jamieson, 2007

Lack of @ademicvocabulary knowledge
Another issue for EAP courses is the specificity of disciplinary vocabutary.

academia, peopleave createdhared ways of talking about their field of expertise
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(Boggs, 2015)consequentlylevelopinguniquelanguags, eaclrelated to a particular
domainor subject fieldRogers, 2000)As Hyland (2013) has statedijph y si ci st s d
write | ike phil osophep6d).Nonethelessafarthemost | i k e
part EAP hastraditionally divorcedhe teaching of academic vocabulémym specific
disciplinarycontext (Wingate, 2015Normally, EAP students are advised to learn the

most frequent 2,008,000 general English words (Durrant, 2Q18sed on the
assumptiorthatthegeneral academic vocabulary list is mostly sufficient for facilitating
student s 6 phairpariicaampademidisaipline. Rlowever, due to the

specificity of disciplinary vocabulary, this assumptioay ultimatelyunderprepare

students (Hyland. Tse, 2007)Ultimately, the investigation angcquisitionof

vocabulary from specific disciplinesdelegated to the studentemselves

(Basturkmen, 2010).

Time pressure on teaching and learning

EAP courses are quite short and inteddexander 2010). Usually EAP teachers start

with a quick induction into management issues and overall course content. The rest of
the course mainly follows textbook materials withitedo ppor t uni t i es f or
contribution Alexander 2010; Roza, 2019%tudentsand teachersftenwish that the

time for preparatory courseselonger (Green, 2007).

Teacher anxiety

As with the international English proficiency test instructors, EAP teachers also suffer

from anxiety. This is largely because mB#&tP teacheran addition tobeing

6ungqgual EAPteacdiny Aléxander 2010;Maley, 1992 WoodwardKron &

Jamieson, 2007), receive little induction into thele. InAlexandeb s (2010) st u
most of the novice teachers learnt to teach EAP thrpughessional courses lasting

one or two days, by using EAP textbopésthroughselfsearch in their teaching
context.Alexanderfoundthat EAPteachersvith less tharfive years EAP experience

stated that it took themess than a year to feel confidéeaching EAPwhile teachers

who had over five years EAP teaching experience claimed that they needed two to five

years of teachin§AP to feel confident.
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154 Student so6 o EPIS ardather poepasatory courses

Themajority of international studenwiewthe AcademidELTS asameans to gain
entrance to HE universities wiinglish as the medium of instructiof@@heng & Fox,
2008;Keefe & Shi, 2017t ewthwaite, 2007)However studentsalsoview Academic
IELTS as providing them with theequisiteknowledge andkills for theirfuture

studies. A reported in a study by Greg&006) the majority of Chinese students in the
UK had an expectation of not only learning during their IELTS preparation cdweges
to successfully complete their test essays, but, most importantly, how to write in a
formal, academic style suitable for university assessment pur@sekrly, Lobo and
Gurney (2014jound thatstudentsenrolled in preparatorfgnglish language coses
within variousdisciplinesin Griffith University, Australiaexpectedin particularto be
well equipped with academweriting skills. Furthermore, over 80 percent of alidents
preparing fotheir IELTS tessin two universities in Irapalthoughwantingto
successfullyprepare for the test and gdire highest possible band scores, agpected
to widen their knowledge of the languad&fani, 2011)

1.5.5 Correlation betweenpreparatory coursesand HE demands

Barkhuizen and Cooper (200undthatfor somemotivated and determined learners,

IELTS preparatory coursgsovebeneficialfor their future studies However most

learners find thaafter completing an IELTS preparatory course and gaining the

required IELTS score, they are ragpropriatelypreparedor HE studiesin a study

with 28 students in Melbourntgr exampley e sear cher s found fAno
between IELTS scores and student performance in coussé a t e thgrama&s k s 0 (
Bayliss, 2007, p. 137Similarly, Read and Hayes (200Bave noted hat fieven st
who gained the minimum band score for tertiary admission were likely to struggle to

meet the demands of Engligtedium study in&Zu ni ver sity or pol yt
Cognisant of this lack of correlation between IELTS scores and HE demamwdsrsity

staff believethat international students requaensiderablg@ostentry language support
(e.gO6Loughlin, 2013).
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1.6 Academicwriting

Traditionally, a&ademic writing is a term used for any kind of writing practiced in
academia (McNamarmt al, 2018).The purpose of academic writing has been to assess
student sd6 mast er yndthéir alility to express thiskkmowledhee d g e
formal registeby following an expected structure for the written gestesh as lab report

or an academic essélylcNamaraet al, 2018) English academic writing has become
important for a number of reasons, including the rise of mass education, the growing
use of Eglish as a medium of instruction, and the publication in English of more than
90% of all academic scientific journals (Hyland, 281 %or students at English

medium instruction (EMI) tertiary institutions Western countrieshe ability to write
acadenually is akey skill requirement. lis the expected means by which students
demonstrate knowledge of their subject araasdjs most often the basis for assessing

studentsé work (Uysal, 2010).

1.6.1 Challenges with academic writing

Of all the language skd, writing provides the greatest challengesifibernational_2
studentsn the university context EI der , 200 3; E h,2043) Storch 0 1 0 ;
& Hill, 2008; Thompson et al., 2013Jhis may be due to theariouswriting standards

within and across universities and departmé@htesodrow, 2008), or to thedifferent
requirementdetweeruniversitywriting andwriting at preuniversity level (Moore &

Morton, 2005) These and other reasons are discussed in the sections below.

Differencein writing demandsacross differentdisciplines

The \ariety of teaching practices within and across disciplithesdifferencen
requirements set by individual subjéstturersandl e c t diversepessonal
interpretation of writing requirements (Canagarajah, 20Haggis,2006 contributeto

the challenges international L2 students face with their university writing assignments.
Students find it confusing when their written assignments in one disciglaggve high
gradeswhile assignments written in a comparable wayrarewellreceivel in another
discipline (Lea & Street, 1998; Lillis, 2003; Wingate, 2812

Difference in writing demands across different institutions and lecturers

Indeed, it is now well acknowledged that academic writing, rather than being a technical

skill that can e transferred from one context to another, is shaped by the specific
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practices of individual academic institutions and even discipline lecturers themselves
who serve as the authority of what knowl
relevant tatheir particular essay topics (Lillis, 2003; Turner, 2811

Lack of guidance from universityecturers

St udent s 6 canpauridedgéendhey seelecturer assi st ance wit
for writing assignmentandreceiveunclear adviceWhile lecturershave masterethe
expectation®f academic writinghroughyears of writig practice and carecognise a

good written assignmertheyarenot always able to descrilpéhat constitutes a well

written piece of work (Lea & Street, 1998)his inabilty to providestepby-step

instructionsfor effective writingoftenleaves students on their own.

Lack of disciplinespecific proficiency in writing

The type ofgeneral academieriting that preparatory courses, such as IELTS, focus on

is different fromthe discipline specificwriting required in studené&ourses at
university(Hyland, 2013; Hyland& Shaw,2016). To become a competent writer in a
particular discipline, students must learn the conventions and genres, which expert
membes of the discipline consider to be the effective means for presenting knowledge

in that discipline. Hence, international L2 students who have successfully gained their
university entrance requirements through IELT and other preparatory courses find
acadent writing particularly challenging during their first year university studies at

EMI universities(Elder, 2003Keefe& Shi, 201706 Loughl i n, 2013; Sa
2012; Storch & Hill, 2008; Thompson et al., 2013)

Word countfor written tasksand time forcompletion

Universityassignmentalsopresent a challender first-yearinternational L2students
who never experienced writing@hgthy textsn their preparatorycoursegKeefe & Shi,
2017). For examplestudents in IELTS classes ageven40 minutes to produce an
impromptu piece of writingf 250 words. This is at odds withe nature of university
assessment tasks, where students would normallyshanech longer periotb present

a writtenwork. Theywill alsobe expected to incorporate secondary sources into their

writing, whichaverags approximately2,000 words
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Referencing

Paraphrasing, incorporating sources and referencingesteal to knowledge
production in the uni WHsntlesetargas areanuciad xt and
(Cooper,2013Hor owi t z, 1986). A studentsésuncer
to be referenced can result in the direct copying from a published work without
acknowledgment of the source (Elton, 2010). Thability to correctlyparaphrase
someone eltanbe®eenagtsetdusd ent 6s f ai |l ur eandiso und
more problematicallgonsideredo beplagiarism(Thompson eal., 2013).Unlike

academic assignments, the types of writing tasks in IELTS and other preparatory
courses are not framed around the use of
prior knowledge of a subjedAs a result, in their university courses, interowadl L2

students often struggle to incorporate reading materials into their written assignments
having not had the previous relevant practi€eegfe & Shi, 2017Weigle, 2002.

Lexical bundles

Another difference between thype of writing found irpreparatory courses and the

type of writing found in the university context involMesical bundlesCooper (2013)

claims that lexical bundles in the IELTS test are in its majority typical of a spoken

discourse, while those in academic assignments aieatygs a written genre.

1.6.2 Writing and identity

Finally, anumber of scholars also make the link between academic writing and identity
(Anderson, 2019; Hyland, 2081l v a n i | In the cdr@e&t pf.Western university
education, for examplégternational L2 studentome from discourse communities
that place them, and their writing practices, sulordinatd positionof power
(Canagarajah, 2002)o0 accommodate the required norafisvriting in English
medium universitiesstudentsieed to ccard the models of academic discourse
associated witkheir own culturs, which ultimately impacts on their idemntit
(Canagarajah, 2008%ee, 1986Le Ha, 2008. This, along with othesocial,
institutional, and personahanges, caplacethe internatinal L2students irwhat
might be referred to asteansitional spac€lurner, 1987)Turnerargues thatstudents
in a transitional spageossesseithertheir oldidentity, nor havedeveloped their new
identity. Viewed positively, it mayallow students to reflect on what they want to

becomeand allow them to lggo of their existingidentity (Merrill, 2012, 2015).
31



Nevertheless, @spitebeingunder pressure to conform with therms of their host

C 0 u n tnstitytidrsin order to be successfultireir studiege.g.Doherty & Singh,
2005;Marginson, 2014; Montgomery, 2018trauss, 2017 some research has shown

that international students tend to resist the presswvesternse (Paltridge & Starfield,
2007).Thisresistancenaybeat t r i but ed to L2 usersdé fear
when they are not understood by othersile using the language they are still

mastering (Kettle, 2011). Secondly, some international students view offshore education
as an opportunity to formnew internationaidentity, rather thamaintaining the

relationship with their owulture(Chapnan & Pyvis, 2006) As a resultinternational

L2 students compare and contrast their learning experience and practices, adapting only
that linguistic, educatnal, and cultural knowledge, which makes them feel successful
(Kiley, 2003).This procesof identity adaption isrelatedt®t udent sé choi ce

andagency.

1.7 This study

As indicated in the sections above, the academic writing demandtsomational L2
students entering an English medium university are high. Although these students often
bring a certain level of expertise to their writing from their first languages (Preece,
2010), they are constantly required to critically reflect on ¢hevance and usefulness

of this prior knowledge. They also need to establish relevant personal study strategies
associated with their academic writing and develop the specific kinds of proficiency
necessary for writing in their particular academic conteiis this longitudinal process
thatthis studyseeks t@xamine in more detail, particularly within the contexts of first
year students, who have often only recently pathwayed from the types of preparatory
courses and associated proficiency tests dssrlabove. The following section briefly
refers to related existing research in this area, and within the context of this research

introduces the specific aims of this thesis.

1.7.1 Relatedliterature and the specificaims of this study

Thereis an emergingbody of researcfocusing onthe relationship betweedhe writing
skills acquiredby international L2 students their pre-university studiesandthosethat

they requirdor thar university contexfe.g.Ceylan, 2019; Leki, 200T;eki & Carson,
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1994). There is alsoesearch on thehallengesnternational L2students face with their
writing assignments (e.@.aplan, 2019; Evans & Morrison, 2G4 1Leki, 2017;Mu,
2012 Wette, 2017; Wette, 20)%andthelearning strategieimternational 2 students
apply in their writing practices (e.g. Ravari & Tan, 2019).

Ravari and Tan (2019Jor examplecarried outqualitative researcaninternational L2

s t u d thesis wriing The study whiclinterviewedandexamined the writingf 50
studentsnajoring in Englishacrossl1 universitieswvas limited toranianma st er s 0
studentsvho hadonly just completed their thesel another examplédu (2012)
examined th@academic writing strategies used by Chinese students majoring in public
health and nursing in Australible useda qualitative hermeneutic multase study
approach fohis study, howeveit was limited to thespecific student populaticof
postgraduate students from Chih&e many related studieRavari and Tan (2019),

and Mu (2012) focused on specific cultural groups in specific settings, producing
findings that may not necessarily be generalisable to the unique circumstances of other
settings, for example, those studying in the NZ universityectna context that is

closer to my own concernBoth of these exampledsofocusedon postgraduate
studentsand thesis writingrather tharthe wider writing demands dfrst year

undergraduate students.

While academic writing research carried ouppastgraduate students is important, it

should be noted that language development and proficiency is a dynamic process and it
improves with practice and application in a specific discipline of study (Spolsky & Hult,
2010; Turner, 2004). In fact, a numbéistudies confirmed that with appropriate

teaching and learning methods, such as peer work and collaborative didogdete

writing, international L2 students are able to overcome difficulties and improve their

English academic writing (e.g. Bacha, 20C@nnor, 1996; Grabe & Kaplan, 1996;

Leki, 1995). The results of these studies may lead to a conclusion that the research done
with postgraduate students in relation 1t
experiences, tend babalrdadyaddvelopad witingskidle nt s 6 s
particularly if they have pathwayed to postgraduate study through an English medium

University.

Anot her area that interests me involves
knowledge and skills about a@adicwriting throughout their first year of studyVe

have seen, throughout this chapter, thate is a disjuncture between international L2
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studentéprior experiences of academic writingcluding theskills learntin
preparatory courses, atite types of academic writingequiredin the host university
When and how do students become cognisant oflitjisnctureand what impact does
it have on the strategies they use to negotiate their writing deparmditheir identities

as studentd

For the most part,theites a | ack of research related t
about academic writing in the course of their first year of undergraduate degrees. One
such research, known to me, was conducted in Australia by McNamara et 8).4a01
involved a total of 22 participants. However, the findings were limited to mainly

Chinese participants studying towards an Economics and Business degree.

Thereis alsolargelya lack of longitudinatasestudies that follownternational L2

studens$ - in particular first yeaundergraduatstudents througlouttheirinitial year of

studyto answethe abovementionedquestionsLongitudinalcase studiesn this

context,would be useful, as they ctnack experiences afhesame individualéong

erough to deteatausalkchangesn their behaviouand carshowiithe nature of growth,
trace patterns of change, and possibly gi
(Rajulton, 2001, p. 171).

Onerelevantiongitudinalstudyin the area of academic writivgascarried ouby Leki
(2007) L e k fivéyear studyexaminedheperceptionsand experiencesbout

academic writingf four international L2 students as they moved fropmeauniversity
language cours® undergraduatstudy. L e k i 6 s st usdimited thtbeWaetly e r
American contexand was carried out #ie end of the 20century over 20 years ago.

In addition to Leki (2007), ther@rea smallnumber ofotherstudiesrelated to

i nt er nat i academigoarheysdfadjustrsedt and experiences with writing at
English mediununiversities Brown & Holloway, 2008; Cheng et al., 200@heng &
Fox, 2008;,Guilfoyle, 2006; Yeh & Inose, 2003\gain, the focusf these ad other
similar studies arkargely onthe postgraduateontext Notableexceptions ar€heng
andFox (2008)who included a cohort afndergraduatparticipantsalongsideEAP
studentgreparing for university entrancandCheng et al. (2004yho investigated the
experience ofindergraduate studentdbeitat the end of their degree programmes.
Although, ace @ain, bothof thesestudieswverelimited to the North American context.
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There has also beemamber ofstudiescarried out on academic writing the NZ
context(e. g.Beaver & Tuck, 1998Campbell & Li, 2008 de Magalhéaes et ak019;
Hocking & Toh, 2010; Lee et al., 2013; Li, 208kyrme, 20132018;Zhang &
Brunton, 200Y. Thestudentdeing examinefor these studiesere from a range of
Asian countriege. g.Campbell & Li, 2008 Hocking & Toh, 2010; Lee et al., 20113;
2016) although soméocused exclusively oimternational students fro@hina
(Skyrme, 2013; Zhang & Brunton, 2000Dne exceptionde Magalhéaes et al. (2019)
investigated thacademic writing experiences afie Pakeha angvo South American

studentsbutthese were akkngaged in their doctoral studies.

Another exception, Skyrme (2018acked international L2 studedts e x per i ences
related to theincademic writing experiencafter completing th&nglish for General

Academic Purpose&GAP) course in their first semester of undergraduate studies in a
NZuniversity. The studyods partudyingiowaedent s we
various majorsAlthough this longitudinal research was extensive and rich in findings,

it was limited to a single university MZandt he r ange of the part:.i

background was not clearly stated.

Accordingly, there isanobviouslack oflongitudinalqualitative researcan the

academic writing experiences fost-year undergraduate international L2 students
There is als@lack ofsuch research carried out specifically in N university

context.As the resli, and in order to examirtbe complex processurrounding
internationalL2 studentéattempts to meet thaultifaceteddemands of academic

writing at undergraduate level, this stueipploysfour case studies to trace the

trajectory of the academic lived these international L2 students as they negotiate their
first years of academic studlythe NZ university context, focusing in particular on their

academic writing experiences.

1.7.2 Study design

This studywill involve four case studies of four international students who are all
second language speakers of English enrolled on undergraduate pragressthree

NZ universities Following Kiely (2005) casestudies cap r o v i -depth dontextual
information on processeand outcomes for program improvement, illuminating unique

or unusual aspects of a research phenomenon, generating theory, or enlightening a wider
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scholarly or policyma k i n g a ppd-8)eThecparticipants are all enrolled in
different discipline agas,Chemistry and Biological Sciences, Businddayine Biology,

and Computer and Information Scientbedatawas collected using a variety of
qualitative methodsncludinginterviewswith students, as well as the analysis of
documents such as assigmeequirementsmarking criteria studentwvritten

assignments and | ectureros f eedbacthhoughouttleet ude nt
2017 academic year. By triangulatimond corroboratinghe multiple data sources the
results provide significant insights intlee changing academic writing experienaad
strategie®of internationalffirst-year undergraduate L2 studertiswthey critically

reflect on the relevance and usefulness of thear imowledge about writingas well
ashow and wherthey develop the specific kinds of proficiency necessary for writing in

their new academic context.

1.7.3 Research questions

This study attempts to answer the following research question

RQ 1.Whatchallenges do international L2 speakers in the eaffyc@dtury
encounter throughout the first year of their university studies as they attempt to

meet the academic writing standards demanded by their institutions?

RQ 2. Inwhatwaydo nt ernati onal studentsod prior
including preparatory academic English coursesh as IELTS, successfully
prepare these students for the challenges they encounter throughout the first year

of their academic study?

RQ3.Howdothet udent s6 perception of, and afj
practices, including their prior learning, consciously change as their first year of

study progresses?

In answeringlteresearch questions, tretudy aims tdrackthe individual strategies
thatinternatioral L2 students develop to help them meet the various English academic
writing demands in their programmesring their first year of undergraduate studies in

NZ universities It also investigates hothese strategiaafluences t ud e iceafé6 c ho
further actionsand their impacd n s t owtrallrstudy performanc€&urthermore, by

looking at issues identified by the studettsmselvesthis studyhopes tdoroaden
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educatorsod6 understanding of wvidaghinhgaresdt happ
may also assiseachergo better suppodtudentdadaptation to their undergraduate

studies

1.7.4 Thesis $ructure

This thesis consists of 10 chapters.

The first introductory chapter has set out the motivation for the current study.iThe

has provided the background situation with regards to HE worldwide and, particularly,

in the NZ context. The chapter then provided the knowledge from the existing literature
related to factors influenci ngyfosfurthedent s o
education and particularly an HE provider. It also spoke about language, acaemic
sociccultural challenges that international sidentdace when starting their studies

in an overseas institution with English as the medium of ingdru¢EMI). Mainly,

these challenges are related to the differences international L2 students observe between
their previous academic writing experience and writing practices in their undergraduate

studies.

Chapter 2 detailthe theoretical framework beliracademic writing in higher
education It traces how literacy has historically evolved from being attributed only to
civilised societies to being recognised as contlextendent with the necessity to
scrutinise different cultural settings that it is ugsedt also describes various literacy
models an@pproachesncluding the academic litera@pproachand its relevance to

theacademic context of international L2 students studying in NZ universities.

Chapter 3iscusses various academic hegeking stitegies that students may use

during their studies at tertiary level institutions wiNII. The chapter first discusses

various adaptive, and then, maladaptive fsgpking strategies. Since academic-help
seeking is cl os el -gfficacye dgantyeathd ntotivatient thedee nt s 6
notions are also discussed. After that, the chapter discusses various adaptive help

seeking strategies in relation to academic writing in HE institutions worldwide and
specifically in NZ, which include Student Learning @ern(SLC) and oHcampus

proofreading service.
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Chapter 4 describes the methodological approach. Based on the social constructionis
worldview applied in this study, case study methodology was adopted. The chapter

details data collection procedures provglinformation about the participants, site of

the study, and data collection instrumen:
strategies with regard to challenges with academic writing in their first year of studies.

Data analysis procedures are desctiimedetail in order to achieve reliability and

validity of the study results.

Chapters 8 present the research findings of each case study. Each of these chapters
starts with a description of eapha r t | @ontex and grevious academic experience.
Following this, the study results are presented, followed by discussion in relation to the
three RQs. Each chapter is then summarised.

Chapter 9 triangulates the study findings from each case study and disbhassas t
relation to the three RQs. The chapter starts thigldiscussion of the key findings in
relationtot h e p a r dhallengep taat they @de their first year undergraduate
writing practices. The chapter then discusses the role eé#ieglécy, agency, and
motivationin the formation of h e p a r pelcaptiops aegardn@ their academic

writing practices at NZ HE institution3 he chapter is then summarised.

Following the Discussionhapter, limitations of the study, implications, and
suggestions for future research are outlined in Chapter 10 and the thesis is concluded.
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Chapter 2. Theoretical framework

2.1 Introduction

This chapter presents the theoretical framework behind academic writing in higher
education. It starts by describing the changes in the way literacy has been perceived

over time. It then highlights the shift from traditional view on literacy to the New

Literacy Studies (NLS) approach. After that, the chapter presents historical development
of English for Specific Purposes (ESP) and its branches, i.e. English for Academic
Purposes (EAP), English for General Academic Purposes (EGAP), English for Specific
Academic Purposes (ESAP), and Critical English for Academic Purposes (CEAP).

After discussing the differences between EAP and academic literacies, the chapter
presents Lea and Streetdés (1998) academi ¢
interconnectednodels. The chapter ends with the discussion of challenges students face

with regard to academic writing within and across the disciplines.

2.2 Evolution of the definition of literacy

TheMerriamWebster dictionary (2020 202(D) states that the coapt of literacy was

first used in 1880 meanliemtg ,h Atihe .q walbiltey ti
wr i t eo. ,the€ewrnitariganetthle gninimum in identifyingnseone as literate

(Bailey, 2009) because the term literacy has greatly expanded from about tB@timid

century. Currently there are many definitions of literd&@yr exampleLanham (1995)

has i dentified it as Athe ability to und:i
With technological advancement, literacy now also involves new powerful

technologies, which require information literacy, i.e. the ability to searchafid

evaluate information (Baig et al., 2019), media literacy, i.e. ability to comprehend and
communicate via technology (Potter, 2018), or visual literacy, i.e. understanding visual
information (Barton, 2017). Literacy nowadays addresses the importaogkural and

l inguistic varieties of written text, tal
cul tur al i detalt2018, p.d)s Howeved, levemvgth the expanded view on
literacy, the term remains framed within certain ideologias$ power relations (Stieger
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& Jekel, 2019). The following sections portrait the historical background of literacy and

draw its evolutionary path. It indicates how views of literacy have altered.

2.3 The Ol iteracyGreatibegei dép anbdedbhe
One of the most influential trains of thi
thesisd finds its origins in the works o

posits that literacy is a single and universal skill related to the readahgriting

abilities of an individual. This traditional view held the belief that the development and
spread of literacy were a result of spread of individualism (Gee, 1986). Similar to
Goodyob6sGreatlDd Y7T)Yded t heory, whi cdotomyofewed so
civilised/primitive (Goody & Watt, 1968),
binary scale literate/neliterate prioritising written language over orality (Goody,

1977). Societies with literacy were described as having diverse populatdespread

literacy and technology, and a sense of science. Such societies were seen as having

analytic, logical, and abstract thinking skills.

2.4 The rise of written language

Foll owing the AGreat Divi deo viehedasrthge ( Go o
ability to make the relationship between a word and its meaning more abstract and less
connected to the specifics of time and space, as in oral communication. With the
development of writing, modes of thought and cultural organisation ché#Ggedly,

1977) Writing was described as a necessity for disclosing the full potential of human
consciousness, without which there was littlecgp@r the development of science,
philosophy, literature, grand even speed®ng, 1982) With writing there was no need

to memorise events, thepwd be preserved in abstract language (Havelock, 1963).
Additionally, written language could be constructed over time and was less subject to
immediate feedback, making it less closely connected with the person, place and time of
communication (Chafe, 128 Street, 1984). Since writing is slower than speaking and

the writer has access to the text over time, written text can be changed allowing the
expression of ideas in a more complex, logiaat syntactic way (Chafe, 1982; Gee,

1986; Hildyard & Olson, 978; Ong, 1982). This way, the final written product is more
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integrated and independent, while speaking is more fragmented and contextualised
(Chafe, 1982).

2.4.1 Benefits of literacy
In their work, Goody and Watt (1968) claim that literacy results in nighaer

thinking. Those with writing skills, are viewed as having higher cognitive ability to

criticise and analyse. In other words, literacy liberates consciousness.

Greenfield and Bruner (1966) proposed the thesis that writing enhances cognitive

abilittes. Their supposition was | argely der.i

Senegal comparing schooled and unschool
cognitive task, i.e. their ability to group items by form, function, and colour, and,
subsequely, explain their decision. The author observed three prominent differences
between the two groups of children. Firstly, schooled children were able to allocate
items into various categories at different times, while unschooled children tended to
stick toone way of sorting things. Secondly, schooled children could use full sentences,
rather than simply providing a label to objects, as the unschooled children did. Thirdly,
schooled children could provide an oral explanation for their deemgking, while
unschooled children struggled to do so. The author concluded that schooled children

had a greater ability for abstract thinking.

2.5 Breaking point in view on literacy

The traditional belief that literacy was an individual ability promoting personal
advancement, economic and political development, and improvement of standards of
l' i ving (Graff, 1987), | acked empirical

e (

e \

mythé (Graff & Duffy, 2008). I n the 1980

inferior in thinking skills were challenged by anthropological research which showed
that these cultures had as complex a worldview and as elegant language structures as
those associated with logical thought in modern societies (Gee, 1986). It was argued
thathigher order cognitive skills differed across cultures, but all societies and

individuals possessed scientific and rsmentific thought (Street, 1984).
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Some of the first researchers who initiated a{strisictural view on literacy and its
correlation vith intellectual development were Scribner and Cole (1978). They
questioned the direct link between writing and logical thinking by observing Vai
literates and notiterates on the northwest coast of Liberia. This society had developed
its own syllabic witing script that was passed on from generation to generation without
the need for schooling, providing the researchers with a unique opportunity for
investigation. After longitudinal field work and a number of tests, the authors were able
to conclude thaiterate and nonliterate members of the Vai community were not
significantly different in their cognitive abilities. The insight from the findings led to the
conclusion that if schooling seeks to develop logical thinking, appropriate teaching
techniques atinstructional programmes should be implemented, rather than expecting

these skills to emerge simply because students are able to read and write.

2.6 Plurality of literacy

Foll owing insights from Scrdefbeelitwaand Col e
regarded not just as the individual ability but also took into consideration the socio

cultural context in which literacy practices occurred (Bartod72Gee, 1986). It was
recognised that writing cannot be contéee as a text is based on ferdsting cultural
knowledge(Halverson, 1992)Literacy of one society was seen as different from

another society or its subgroup and researchers questionasktiraption that literacy

was a single universal and neutral skill, which could be transferred to other societies and
individuals (Street, 1993). Understanding literacy practices requirescapth study of

cultural settinggBurnettet al, 2014;Gee, 189; Lea, 2004.

Labov (1973) researched the speech of Afrerican youth in the New York ghetto.

He realised that the use of their supposedly incorrect grammar and vocabulary was

linked to their social context and the way the language was constwitiets own

concepts of tense, verb phrases, pronouns, and word order. The author concluded that
their dialect was a highly structured and logical system. He further expanded his critique
of literacyversusorality with positing that tested knowledgeism nl y based on

soci al conventions of a domi nant cl as s, |

Street (1984) believed that attention to a particular context is important for

understanding certain social practices and cultural valuess emkhropological field
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study in an IlIranian community, Street | o
read and write. In the village, the authi
focused on the devel op mprevalentdanfthe society. Bothi t e r ;

of these O0literaciesd were closely relat
was a | iteracy acquired in Quranic school
with learning the Quran in the male domihans oci et y. Thi s Omakt al
the devel opment of another, O0commerci al 6,

inhabited places nearby.

In other words, up until the 1980s literacy was looked at as a-atané notion, with

no relation to a particular contextée, 1990Street, 1984). However, recognising the

plurality of I|literacy, the term O6literaci
recognised, such@&sl egal | iteracy, gamer | iteracy, ¢
|l iteracyo (Gee, 2010, p. 4). Gee believes

contexts is determined by the values of different social groups, recognising lésracy
multiple and contextually situaté¢dohns, 2008and, thus, requiring an-depth study
of its cultural settings (Gee, 1989; Lea, 2004)

The traditional view on literacy as universal and ideologically neutral has been widely
refuted. Literacy nowadays should not kers as a staralore notion but rather be

viewed as a product of historical, political, cultural, and economic changes. Literacy is a
product of certain practices and uses, reflecting the power relations and ideologies
guiding them. The view on literacy ©itaken a more sociultural turn, moving away

from the concern with individual minds and behaviours. Proponents of the New
Literacy Studies (NLS) were among those who supported the social aspect in the view

of literacy.

2.7 New Literacy Studies (NLS)

New Literacy Studies (NLS) draw on studies of linguistics and social anthropology.
NLS researchers recognise that reading and writing vary acrosssuiine and space
and the meanings associated with literacy vary for participants amdaed in social
relationships, including crucial relationships of power (Kress & Street, 2005). From an

ethnographic point of view, literacies are social practices and their understanding
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r e q u i -depth acéounts of actual practice in differentqultul s et t i ngs o (
1993, p.1).

In addition to sociecultural (Scribner & Cole, 1981) and anthropological research

(Street, 1984) on reading and writing, another discipline that should not be overlooked

when discussing t heAppliedLnguiatics (Geglfd;dHeathn | i t
1983). Taking insights from the discipli.i
eventso. They are noccasion[s] in which
participants® | nrtperreatcitvieo npsr oacneds stehsedi r( Henatt

(1984) broadened this concept to o6literat
conceptualisations used in reading and wi
i s integral o t(po.f 162)i.t eTrhaec yc opnrcaecpt i ces 6 at
events to cultural and social everaad activities around them (Street, 2006). This

makes researchers | ook at Ol iteracy praci
ways of thinking aboutrad &édoi ngdé reading and writing
plays one of the central parts in NLS, Street (1993) proposes that researchers study not
only the i mmediate O6context of wutterance:
conceptual frameworkyhich will lead to the development of theories and methods
foregrounding the social context. This will provide greater knowledge of social and

cul tur al l i fe, which is central i n Streel
discussed in greatéletail inSection2.8.2 According to this approach, literacy can be

defined only from peopleds perspective al

2.8 Literacies andliteracy models

Over time a number of literacy models have been proposed. The followirsgstitns

discuss the leading literacy and literacies models and theAses alternative
approac@Greatbo vi deofit heory, sever al model s
developed in the past few decades. Street (1984, 2005), for example, differentiates

ba ween Aautonomouso and fAdideol ogical 6 mo«
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281 Thed Aut onomousd model

I n the 6autonomousd model, |l iteracy 1 s ni
interpretations, or educational programs. It is viewed in technical terms andas &eat
independent of social context. Ong (1982) states that written language is isolated from

the interlocutor and context, thus making the utterance pure, unambiguous, self
containedand complete. Olson (1988) argues that writing alters the use antdr&troic

oral language not only in terms of social development and progress, but also in terms of
individual cognitive processes. This happens with the development of writing, which

takes the memory function on itself, leaving the mind to more analytigtasstj such

as examining contradictions, and making logical conclusions.

The O6autonomousd model |l ooks at Il iteraci:
western conceptions of literacy (Street, 2006), i.e. mostly academic discourse among
intellectual elite, mainly in the form of an essay (Besnier, 1988). Reading and writing

skills are considered neutral and universal. Educationalists, linganstgsychologists

believed that the acquired literacy skills would lead to higher cognitive and critical

skills which would improve selfonscious reflection (Street, 1993). Hence, this model
disguises cultural and ideological assumptions and simply imposes western meaning of
literacy onto other culture and the ways it should be acquired, disregardingittie soc

and ideological character of literacy and the context it appears in (Robason

2004). This view makes it an inappropriate tool for understanding the diverse writing

and reading practices around the world (RobiABant, 2004).

282 The o6l déomodeéekal
The alternativeé i d e o |, noodel of ldetaéy is very much aligned with NLS in

offering a more culturallgensitive view of literacy practices. It starts from the premise

that literacy is a social practice (Street, 2005); the prestidestha peopl eds i d
reading and writing are Arooted i n conce,|
2006, p. 2. Engaging with literacy is a social act on its own, and particular social
practices affect the nat ugrofdatspoattice Sof er acy
|l iteracy cannot in this sense be neutral,
worl dview (Gee, 1990) . Peopl e who may be
model, will be seen as making extensive use of literaagtiges in specific contexts

(Street, 1993).
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The o6ideological 8 model of | iteracy 1is
1996) . | s¢s nat eniy puhuaabmeanings but also the power dimension of
reading and wr i t 2006gp. 418).dt offers aneose@ultyraByt r e e t
sensitive view on literacy, looking at how local people acquire new communicative

practices, making literacy part of a power relationship (Street, 2006).

Although there are a number of literacies, the presedy $acuses on academic
literacies and specifically the academic writing of international L2 students at HE
institutions. The following sections describe the development of the teaching of

academic English, and the various approaches to which it gave rise.

2.9 From academic literacy to academic literacies
Recognising the plurality of Iliteracy,
and written communicatiegenres, registers, graphics, linguistic structures,

interactional patterns that are\pleges, expected, cultivated, conventionalized, or

r

(

D i

ritualisedo (p.175). The notion of dacad:

and South African context of growing diversification in HE (Lillis & Tuck, 2016). The
assumption that acquired aeaic skills were transferable from context to con{exia
&Street, 1998; Lillis, 2001, 2014) was

practices were no longer suitable in the context of political and social transformations in

HE (Lillis & Tuck, 2016). Massification and, consequently, the internatisai@bn of

HE (see Chaptet) meant that HE student population could no longer be viewed as a
homogenous group. As the result, lecturers could not rely on students having certain
skills as far as academic language was concerned. Instead, academiediteraci
researchers realised the i mportance of
be reflected in their academic writing (L&aStreet, 1998; Lillis, 2001)-ollowing the

NLS movement, academic literacies were viewed from a sociocultural pérepect

(Street , 1984). The ac adaumberofldisciplmaryaci e s

fields and subfields such as applied linguistics and sociolinguistics, anthropology,

sociocultural theories of | earninlig& new

Scott, 2007, p. 5). Accordingly, a number of authors (e.g. Elcdd, 2018; Palmeet

al., 2018; Street, 2015; Wingate, 2018) no longer viewed literacy as singular but rather

as a range of capabilities required to communicate in specific acadiscoarse
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communities, which involveteading and evaluating information, and then presenting it

either orally or in writing.

Although there are a number of literacies, the present study focuses on academic
literacies and specifically the academic wagtiof international L2 students at HE
institutions. The following sections describe the development of the teaching of

academic English, and the various approaches to which it gave rise.

2.10 English for Specific Purposes (ESP)

English for Specific Purposes (Epis a parerterm for English language courses that
intend to prepare speakers of other language for studies or work in a specific context
(Dudley-Evans & St John, 1998). Examples of ESP can be English for business, English
for science and technologgrd vocational ESL (Johns & Dudldyvans, 1991). The

focus of ESP teaching has shifted over the years. Originally, ESP focused on linguistic
features of a disciplinspecific language (Swales, 1985). Recent ESP proposes that in
addition to teaching languageshould also teach students disciptspecific

conceptual knowledge (Basturkmen, 2014).

Throughout its history ESP has been concerned with learner needs and purposes. In
other words, it has focused on specific needs facing learners in their discipline studies,
occupations, or activities (Flowerdew & Peacock, 2001). This has been reflected in
materials design (Johns & Dudi&vans, 1991). As seen in Figit4d, the two main
branches of ESP are English for Occupational Purposes (EOP) and English for
Academic Purposes (EAP). Each of these branches is then divided into disapline
occupatiorspecific areas (Flowerdew & Peacock, 2001). So, EAP may be divided into
English for Mathematics, or English for Medicine, while EOP may be divided into
English fordoctors, or English fohotel staff (Flowerdew & Peacock, 2001; Jordan,
1997). The division lteveen these two branches of ESP has been criticised as not being
clearcut. An EAP course, that students take in the academy, may essentially be
classified as studentsd preparation for
as EOP (Flowerdew &eacock, 2001). In response to this critique, Flowerdew and
Peacock (2001) suggest a division of EAP into academic and occupational sectors.
While both of these sectors are to be based in the academic world, the focus of the
former would be on assistinguslents with studies, while the latter would aim to

prepare students for their professions. Nonetheless, a more traditional division of EAP
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is presented in Figur21, where EAP branches out into English for General Academic
Purposes (EGAP) and English fopecific Academic Purposes (ESAP). The following

subsections provide Hilepth discussions of EASection 2.10.1and its branches, i.e.
EGAP Section2.10.1.), and ESAP $ection 2.10.2). Firstly, each of these branches

are discussed in terms of thbackground and teaching aims, followed kyeaeral

critique surrounding EAP teaching. Thé&hrjtical English for Academic Purposes

(CEAP) is discussed.

Figure 2.1

EnglishLanguageskills and Purpose of EnglishanguageCourses

[ENGLISH

LANGUAGE SKILLS
Receptive : Productive
speech- | Listeni | Speaking
based | MSTTINE | Speaming
Emrerplmtmg:l
text- [ o g T g
based : Reading . Wrmng
{translating)

GENERAL PURPOSES
for no particular purpose
e.g. school exams

{or “TENOR")

“SOCIAL PURPOSES
for conversational purposes,
and communicative situations
e.g. shopping, letter-writing,

ENGLISH FOR SPECIFIC PURPOSES

(ESP)

telephoning and
i > - »
survival English

e

~

ENGLISH FOR QCCUPATIONA u; ENGLISH FOR ACADEMIC PURPOSES

VOCATIONAL/PROFESSIONAL | (EAP)
PURPOSES (EOP/EVP/EPP)
e.g. doctors

airline pilots

hotel staff
r--- - i
" ENGLISH FOR SPECIFIC ' | ENGLISH FOR GENERAL
: ACADEMIC PURPOSES : ACADEMIC PURPOSES
i {ESAF) I (EGAD)
i e.g. medicine i e.g. listening and
) engineering ! note-taking
. economics | academic writing

Note Reprinted frorfEn gl i sh f or

academic

reference skills
seminars and
discussions
plus: general academic
English register
formal, academic
style
proficiency in
language use

Jordan, 1997Cambridge University Pres€opyright1997by Cambridge University Press
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(p-B)byRWKRi d e
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2.10.1 English for Academic Purposes (EAP)

EAP, Acordedmi ¢ | iteracy suppoer idohé Ske anteirn gk
with the specific aim of helping learners to study, conduct research or teach in that

|l anguageo (Fl owerdewhé& PReambdikedttdiove heen p. 8
coined by Johns in 1974 but appeared in 1977 in the publication edited by Cowie and
Eaton (Jordan, 2002). Since then it has been accepted and now occupies an important

part in language teaching and reseakyldnd & Shaw, 2016).

Some of the most prominent reasons for EAP development are massification,
internalsation and diversification of HE, which have been discusseleth in

Chapter 1. As the result of these seeamnomic changes, English has raised its status

as the languge of academia and research (Hyland, 2006). To advance their careers,
understand their disciplines, and to be successful learners, students, whose speak a first
language other than English, need to acquire the language, as well as master relatively
standadised norms of academic writing in their discipline areas (Hyland, 2006). To
support learners with such ambitions, EAP was develdp&#.is seen as a part of

applied linguistics, which evaluates and explores teaching methods (Hyland, 2006).

On the one had, EAP isa practicedriven activity (Bruce, 2011; Dudlelgvans, 2001)

whose focus isn curriculum and instruction (Hyland, 2006). It tends to apply a number
of theories and methods in classroom practices, among which are Systemic Functional
Linguistics(SFL), Discourse Analysis (DA), communicative language teaching, and
contrastive rhetoric. To present students with certain knowledge and skills, EAP
curricula developerfrst investigate disciplinspecific characteristics in particular
settings, whichien are applied in classroom teaching by EAP instru¢ardley

Evans, 2001). This specificity of taught material serves researchers in the EAP field as
an indication of the kind of data that need to be collected and the ways in which it
should be colleed. This specificity also allows for the easy identification of theories to

adopt in interpreting these data (Hyland, 2016).

However,EAP is also learnecentered and needsiven(Bruce, 2011), i.e. it focuses

on what | earner s 6 naoguageaset One of the largely Usedavays i n
to identify | earner sd n e-ldatada& Swalksh2016u gh n
Needs analysis assists EAP teachers in identifying and supporting students in

developing skills, which are necessary for their discipipecific studies. Apart from
fostering such skill s, EAP teacher s al so
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to their studies at HE with English as the medium of instruction (ENilahd &

Shaw 2016). In other words, EA&ealswi t h L2 | earner sd acqui s
language, claiming to offer students the knowledge of linguistic textual structures which
would be effective in discipline studigdyland & Shaw 2016)

The two branches of EAP, which are EGAP and ESAP are discussed in-{ectohs
below.

2.10.1.1English for General Academic Purposes (EGAP)

One of the branches of EAP is English for General Acacl®urposes (EGAP). EGAP
stems from the belief that there are general language and study skills that are common
across various disciplines (Bruce, 20Bfjand & Shaw, 2016VicCarter & Jakes,

2009). Hence, EGARdopts a more neutral approach to teachaaglamic literacy, i.e.
focusing orgeneral, valudree rules and linguistic featureshich can be used in any
context Hyland & Shaw 2016).These skills are, but not restricted to, grammar,
punctuation, skim and scan reading, paraphrasing, susimgatistening and note

taking, writing essays and reports, referencing, as well as participating in seminars and
class discussions, with an emphasis on communicative academic and pedagogic
practices predominant in tMgesternacademial@udley-Evans & St John,998;

Hyland, 2006 Hyland & Shaw 2016). It was argued that once such generic skills were
learnt in isolation, students would also be able to apply them in different contexts and
for a variety of purposesifland & Shaw 2016). Additionally, Hutchison & Water

(1987), for instance, claimed that there were not enough variations in language forms
and structures across disciplines to differentiate and teach them in separate discipline
specific courses. Hence, they suggestediping students in EGAP classes and
developing curricula based on a variety of disciplinary texts and topics, focusing
teaching on what is known as fAcommon cor
or features found in nearly all disciplines. An exde of such features may be generic
academic English register, formal academic style and language proficiency. Thus,
EGAP does not recognise that students might have specific language needs (Hutchison
& Water, 1987).

Furthermore, supporters of EGAP arghat EGAP teachers, who are discipline
outsiders, lack sufficient knowledge to identify and teach specific varieties of the
language. Spack (1988), for instance, argues that EAP teachers have insufficient

disciplinespecific knowledge of certain subjects, they are better off leaving subject
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specific knowledge to discipline specialists and focusing on general linguistic features
and general principles of inquiry and rhetoric. Conversely, Dufll@ns & St John

(1998), for instance, argue that some digogaspecific material may be taught as
general content, wheiEeGAPteachers or students would not require much specific

knowledge in tackling a task.

Another reason for teaching general academic English stemmed from the belief that

EAP is difficult for hose students who lack language proficiency. Thus, Spack (1988)
advised that EAP should equip students wi
and applied to a range of academic contexts before they focus on the language specifics

in their disciplinesin this view, learning is seen as a gradual process of mastering core
linguistic forms before learning more specific linguistic requirements. Additionally,
disciplinespecific vocabulary has been argued to be relatively unproblematic for

students (Hutclmson & Water, 1987).

Relatively recent research, however, indicated a number of issues with EGAP. A
number of corpubased studies, for example, have identified that there may not be a
large variety of language sets which are the same across the descplirrant, 2014;
Hyland & Tse, 200). Additionally, studies have shown that roative students

struggle with acquiring disciplingpecific vocabulary when starting their studies in HE
institutions Berman & Cheng, 2010; Evans & Morrison, 20LHencethere is a need
for more disciplinespecific language classes, sucltaglish for Specific Academic
PurposesESAP).

2.10.1.2English for Specific Academic Purposes (ESAP)

ESAP bases its teaching on the assumption that specific disciplines have specific
languagdeatures, which students need to acquire to be successful in their HE studies
(Flowerdew, 2016). With a number of previous research studies supporting the fact that
discourses across disciplines vary (Benson, 1B8fezl lantada & Swales, 20)6
6comnoornedc t eaching needs to be suppl ement
specific needs and language difficulties within their discipline stuBiesegllantada

& Swales, 2016).

Although teaching ESAP may seem simtlaEGAP courses, it has a different
metlodological approach to teaching. In the more specific EAP classes teachers may

view themselves as being of an equal status with the students, who are viewed as
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experts in their discipline®(dley-Evans & St John, 19987 his way, ESAReachers
aremore oflanguage consultants, who draw on the content knowledge from their
students in order to generate classroom engagemedlsl-Evans & St John, 1998).
Because they are dealing with knowledge from their disciplines and being viewed as
discipline experts, gtlents are believed to be more motivated for classroom tasks and

discussions (Hadjiconstantinou & Nikiforou, 2012).

However, there is a lot of criticism of EAP and its branches. Debate surrounding EAP is

presented in the staection below.

2.10.2 Criticism of EAP and its branches

EAP has been critised from a number of perspectives. Firstly, benefiting from the
expansion of English across the globe, EAP has turned English teaching and learning
into big business which has been of benefit to HEtutgins using EMI (e.gAltbach

et al, 2017; Boston, 199%ray, 2016Heller, 2016;Holdsworth, 200; Marginson,
2016;Roper, 2018 As a result, EAP is often viewed as a mogeyerating entity

(Gray, 2016Heller, 2016;Roper, 2018 whichpossibly leads to lowered standards in
teaching EnglishHoldsworth, 200). Such lowered standards may be detrimental to

students during their academic studies at HE.

Secondly, EAP fails tacknowledge variations between discipline genirsdand &

Shaw, D16;Krashen, 2011)While this is problematic, what is, perhaps, a greater
problem for L2 students is that EAP appears to develop and support relatively stable
Anglophone academic norms and conventions. As a result, EAP has been condemned
for beimgda@aticeamimst 6 (Benesch, 1993, p 71¢
academic norms (Allison, 1996). Consequently, learners have been viewed as passive
members in a teacheentred classroom environment (Hyland, 2006). It is mainly this
teachercentred clagsom approach that has led to the loss of voice of L2 students who
come from noAVestern backgroursqAllison, 1996).In academic writing, student

voice is the capacity of students to represent their own ideas in an attempt to contribute
to the academic date in a disciplinspecific area (Hyland, 2002). Canagarajah (2002)

argues that accepting new voices enables progress in the discourse of that community.

EAP teachers have also been criticised because they often lack dissjyaoic

knowledge. Thismay lead to shallow classroom discussions and essays (Pennycook,
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19979). In this there may be certain harm for the students, as they are presented with
limited opportunities and possibilities to question how language works within the
classroomEAP has bken criticsed for focusing on general academic norms and
conventions disregarding the authenticity of discipbpecific variations of genres and
discourse practices, which do not adhere to general templates (Alexander, 2019;
Benson, 1991; Bruce, 2018; Durrant, 20d@land & Shaw, 2016N\esiet al, 2017,

Robertson, 2017). EAP teachers traditionally introduce the writing practice of a five
paragraph essay as an example of a general essay structure (Macbeth, 2010; Wesley,
2000). They encourage beginning an essay aitintroduction, which starts with a

broad topic sentence and lists arguments that will be raised in each of the subsequent
ABodyo paragraphs. Al exander (2019) furt|
structure, where the first sentence statesdpie and subsequent sentences are a

coherent development of Whenpracticing writingparagraphssudents are taught to
achieve coherence in a number of ways, such as cause and effect, contrast, comparison,
and use of discour evemanloer H,adfdon i enarmp ly:
(Alexander, 2019). The essay is traditionally concluded with recapturing of what it has
covered (Alexander, 2018tjortshoj, 200). However, it is widely acknowledged that
learning disciplinespecific written genreis probably more likely to be achieved

through writing in the target community (Casanave, 2682and & Shaw, 2016;

Macbeth, 2010), so teaching general norms and structures may lead students to believe
that they will be welprepared for their acadenstudies (Hyland & Shaw, 2016;

Macbeth, 2010).

Another prominent feature that has been criticised in EAP teaching is presenting
students with general academic vocabul@wyr(ant, 20092016; Hyland & Tse, 2007).

It has been claimed that academic discigbpecific vocabulary is challenging for nron
native speaker®urrant, 2016)As a result of such claims, EAP has focused on
vocabulary, which is distinctive to academic language across a range of disciplines
leavingdisciplinespecific vocabulary to digaine teachersQurrant, 2016Farhady et

al., 2018 Flowerdew, 2016)However, research indicates that there are not a large
number of language forms and vocabulary sets which are frequent across disciplines,
stating that academic language is more dis@gspecific Durrant, 2014Martinezet

al., 2009. Hence, this more general approach to teaching academic literacy does not
equip students with the ability to communicate adequately in their chosen discipline
(Wingate, 2018).
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What has been consideredecof the main weakness of EAP, however, is that it is seen
bytheHE i nstitutiostbéat be dy e alyland& Shavp2BiGyv i t y 0
p. 2),accepting the role of a servant to discipline studies instead of developing its own
subjectknowledge and skillsHyland& Shaw, 2016;Pennycook, 199. Benesch

(1993) states that proponents of EAP endorse existing power relations which aim to
assimilate L2 students into current academic standards. This view of EAP leads to
decontextuated pedgogy,deprofessionalising teachers and margaradi EAP

teaching as a wholédyland& Shaw, 2019.

Partly in answer to this criticisnCritical English for Academic PurposeSEAP) was

developed.

2.10.3 Critical English for Academic Purposes (CEAP)

CEAPVviews learning as a part of a broader social and ideological context taking
studentsd and teachersdéd soci al identitie:
account (Benesch, 2009). In the context of English classes in Western universities,
teachershould recogrse and acknowledge social diversity and various gender

discourses in their classroom teaching in order to create awareness of the multiplicity of
societal norms (Appleby, 2009; Benesch, 2009). CEAP encourages teachers, on the one
hand, to asist L2 students in acculturating into the Western academic and social

discourse, while, on the other hand, supports them in creating space for the questioning
and exploration of various cultural and societal differences (Appleby, 2009; Benesch,
2009).

Because it is sensitive to social and political differences, CEAP considers power
relations in the societies as well as in the classroom (Benesch, 2009). Benesch (1999)

foll ows Foucaultdéds (1980) concept of pow
tody 6s | i fe, explaining that it i s omnipre
60). He furtherexplast hat it seeks answers to such ¢

decisions for me? Who is preventing me from doing this and telling me to do that? How
aret hese decisions on which my |ife is conm
educational context, Beneschrecagns t eacher sdé6 struggle to
prescribed by departments, while allowing students to implement teaching practices in a
way t hat seems to be more ben&d9recogaises f or
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students as active participants and sugg
314) in addition to needs anal yofpswer She |
relations and the way they are exhibited as well as resisted in the classroom. Rights
analysis acknowledges that each educational situation offers its own opportunities and

that students have the possibility to engage in negotiation and residRaglats are

viewed as a conceptual framework in which students are entitled to question authority,

control, and practice resistance.

Another renowned advocate for CEARPisnnycook. He (199 pr omot es A cr i
pragmati sm of EAP paagmabsm pCherghdimess,d988).WMhileg ar o
vulgar pragmatism accepts standards, set norms, and conventions that are rooted in
societal and academic practices, critical pragmatism calls for evaluating and assessing
such grounded discourse practices, questgpthirir status quo. Pennycook views the

English language as a social practice, which is contextually situated. Hence, the author
argues that EAP should assist students to develop their own linguistic forms and allow
them to question how the language waskthin and outside the academy. He calls for

the development of EAP curricula that critically examine and challenge the discourses
that construct teachersdé and studentsodo wi
Pennycook1997h advocates for teaching thetsiorms of academic discourse, while
promoting culturally diverse practices.

Pennycookds position has been influenced
encourages students to critically question teaching practices and academic norms. In

Cl asr kvbi e w, EAP should support studentsdé c
encouraging them to critically analyse text, paying attention to its-bastiarical

context and the way certain forms of knowledge are constructed in discourse

communities. Clarlelieves there are four norms that students must follow: validating
arguments, relating arguments to stated aims, using a recognised referencing style, and
avoiding plagiarism. Pennycook (199 &upports the idea of scrutinising these

conventions, advocaty for pluralism of academic writing norms.

2.11 EAP versus academic literacies

Both academic literacies and EAP courses are focused on assisting students

communicating their knowledge in the English language in the context of HE
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institutions. They foregrounaind make explicit academic conventions emghaei the

I mportance of investigating academic | it
(Lillis & Tuck, 2016, p. 39). Both these teaching practices have academic language as
their focal point (Turner2011b).

Despite some similarities between these two approaches, Lillis and Tuck (2016) identify
certain differences. Firstly, while EAP focuses mainly on the text, academic literacies

al so investigates the producasafacademict he t e:
Englishd (ibid, p. 39) in the way native
literacies challenges the assumption that there is a single variety of English. Academic
literacies acknowledgehat a large variety of students, currgmngtesent in academia,

may bring with them the norms from their own English vernacular. Thirdly, EAP

di sregards the value of studentsd own wr |
the Western academy, while academic literaciesstiflean into cosideration. Lastly,

EAP believes that once target genres and conventions are identified, they are not
questioned. Instead, EAP presents students with discigieeific conventions,

expecting students to adapt them. Conversely, academic literacies dtrave

academic discourse changes in response to the needs of its users. Hence, gatekeepers
and other stakeholders, including students themselves, are responsible for transforming

it (Lillis & Tuck, 2016, p. 39-40).

EAP views teaching anacquisition of academic literacy as a straightforward process,
while Lea and Street (1998) sug,gvhicht wusi n
takes teaching literacy beyond surfdeeel features of the languabg focusing on
student so6 Itemgypracticess i on of

2.12 Academicliteracies approach

As can be seen froffigure 2.2 Academic literacies approachbased on three
overlapping models of 1) study skills, 2) academic socialisation, and 3) academic

literacies.
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Figure 2.2

Models of Student Writing in HE

Academic litaracies
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experimental
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Note.Adapted fronfiStudent writing and staff feedback in higher education: An academic literacies appitmach
M.R. LeaandB. Street, 2000The Society for Research into Higher Education (SRHE) & Open University. Press

Copyright2000 by The Editors and Contributars

Lea and Street (2006) wunderline that the
either study skills or academic socialisatimodels as part of the teaching process.

Instead, it encapsulates both models, as presenkgure 2.2 This way, both
academic socialisationd and the broader
i mportance of t he oOsufaceldvel featires|such @s granontdhre | , |
Additionally, they focus on the relation between knowledge and the way literacy is
constructed. Furthermore, the broader O0a
social practices challenging discoursesis HE institutions. Each of these models is
described in more detail in the ssbctions below.
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2.12.1 Study skills model

The first model focuses on the surface features of the language, such as sentence
structure, grammar, and punctuation, assuming tegtdan be transferred to another

milieu (Lea & Street, 2000jan Rensbur& Lamberti, 2009). This model is informed

by autonomous theory, behavioural and experimental psychology, and programmed
learning. It pays little attention to context and meairaking. Researchers claim that

this model is commonly applied at universities in the UK (Gamache, 2002; Haggis &
Pouget, 2002; Wingate, 2006). Bennett et al. (2000) refer to this apprododitasd

rat her t han -ienndb e dwheedr ed bswbriaddifrom thekwritteh orma r e d
i n a certain disci polnidn ea popfr osatcuhd ya.n dB otthhe tal
out source Oat riskd students to seek hel |
skill sé6 model f ocusdas twon sftiuxdiemg sor d kelag md
done with the help of language professionals and university student support services,
which are available for students from any discipline of study (Lea & Street, 2000;

Turner, 2013).

However, even if they use hdipm students support services outside their

departments, students may not find such help beneficial even for siavatessues.

There is researalvhichidentified that after seeking help with essay writing at the

uni versity writing centre, stude-tetesod wr i |
errors (Sefalanélkohla, 2019). The analysis identified lexigeammartical errors, and

errors in the overall essairgcture and paragraph structure, for which students had to

seek help elsewhere, e.g. editing and preafling services. Although these findings

are important, it needs to be acknowledged that the study was limited to only 20
participants and was confinéalthe SouthAfrican context.

2.12.2 Academic socialisation model

The second model encompasses the 6study
abilities to use the literacy of a certain discipline, discourse, and genre. Unlike the first
model, thelacadenic socialisatiodmodel, informed by social psychology,

anthropology, and constructivism, recognises that disciplines use different discourses

and written norms in constructing knowledge (Lea & Street, 2000). However, this

model supposes that genres ifiedient disciplines are similar and stable and, therefore,

acquiring skills of reading and writing in one discipline will be easily transferred to
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another. Thus, withg requirements may be left implicit and seen as obvfbas,

2008) Lea (2008) argues that tiecademic socialisati@model neglects the existence

of various community practices in academia. Consequently, this model overlooks the
issues of power relations and ideolaglyich are constituentgpts of discourse practices
(Tran, 20B). As a result, this model has certain similarities with&ttedy skill$

model in viewing writing as a set of skills that, firstly, do not require explicit
instructions, and, secondly, that can be easily transfearss various disciplines

(Tran, 20B). Both these models serve as the point of reference in developing curricular
at school and HE institutions, as well as direct teaching practices and research (Lea &
Street, 2006).

2.12.3 Academic literacies model

The third, Gacademic literaci€smodel is built on the values of NLS, critical discourse
analysis (CDA), systemic functional linguistics (SFL), and cultural anthropology. It is
more detailed and situated, foregrounding what institutions count as knowledga in ea
individual context, including power relations among people, institutions, and social
identities (Lea & Street, 2006). Discipline professionals are seen as the authority who
set up the norms for conventions in their discipline (Lea & Street, 2006).fotegre
unfamiliarity with academic writing norms and conventions might make students feel at
risk (Street, 2006). However, the strength ofd#eademic literacids m dsdheatlit

views students as active participants in the process of mearaikigng in he academy,
rather than seeing them as unproblematically acculturated into the academic culture
(Lea, 2004) It also views literacy at the level of epistemology, making literacy practices
socally and ideologically situatefl.ea & Street, 2006)

In the Gacadenic literacie®model, reading and writing are situated within disciplines

and serve as the centrepiece of student s
(Lea & Street, 1998). Here students are viewed as contributors to the writing

conventions ainstitutions. Arkoudisand Tran (200 st at e t hat st uden
with writing may go beyond study skills and surféeeel features of the language. The
authors see studentsd cultural and per sol

of knowledge in writing as of equal importance.
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Neverthel ess, t hmodethasheed @iticised mainlyfoeits lack ofe s 6
insights for pedagogical practices (Lillis, 2003). In response to this critique, Lea (2004)
outlined some principles in teactg based on the results of a case study with

postgraduate students in distant learning. The author suggests that instructors should
take into consideration | earnerso6 previ ol
Furthermore, théacademiditeracie®model looks at general writing instructions, for

example, those related to plagiarism (Lea & Street, 2006). However, due to limited
qualitative research on the application of theademic literaci€smodel in teaching

practices (Lillis & Scott2007), instructions for teaching writing may still need further

development.

2.13 Academic skills for student sb s

As was mentioned in Chapter 1, academic writing has traditionally been related to any
kind of writing practice in acaaeic institutions (McNamarat al, 2018).Scholars
acknowledge that writing is a complex skill to be learnt and is one of the key skills for
students at universities, as they are usually assessed in writing (Tran\Ug64aB

2010. Patel et al. (2011) beve that written assignments may constitute up to 90% of
studentso6 tot al grade in a course.

Students are often expectediing knowledge of academic writing with them from

their preuniversity schooling (Wingate, 2018). However, a number of studiksaite

that academic writing may not be acquired outside specific discipline®femmnan,
2017;Wingate, 2018)C| arence (2012) states that aca
knowledge practice that is informed by the values and academic conversations of
particular disciplines and the ways in which knowledge is constructed and disseminated
by these disciplineso (p. 127). Thus, it
discipline norms (Hedgcock & Lee, 2017). Interestingly, when students seekhelp i
guidance with disciplinespecific academic writing, not all subject lecturers are able to
pinpoint and convey their understanding of genre conventiasgnce 2012Drennan,

2017; Lillis & Turner 2001). Lillis and Turner (2Q) state that lecturers amgainly able

to identify and set general requirements for writing assessments. For example, they may
require writing an Introduction, but they fail to explain what goes in an introduction and

how to arrange information to make it clear and logical (Dren2@i7).
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Naturally, in HE students are asked to present their writing in accurate English which is
void of errors related to surfatevel features of the language, i.e. grammar,

punctuation, spelling, sentence, and essay structure (Nallaya, 2018)ahdliTurner

(2001) state that lexiegrammatically correct text should additionally be coherent and
cohesive. It is presumed that students possess the knowledge of discourse markers, such

as Ohowevero6, Odeés mistoé atr h e mfthaircwtitod. math i ev e

To become successful academic writers, it is necessary for students to know a variety of
writing genres that are currently present in academnmemunity practices in their

discipline aredDevitt, 2009; Hyland, 20l . Genr e fAref ers t o abs
recogni sed ways of wusing |l anguageo (Hyl an
of a certain discourse community have the ability to recognise features of texts which

are frequently used in that community. Recognition of such features assists discourse
participants in reading, understanding and writing a similar type of text (Hyland, 2007;
Wingate, 2013).

There is a number of other expectations
writing that lecturers traditionally hold. One of the expéotet is that students are able

to cite sources according to academic standards in order to avoid accusations of
plagiarism (Hardy & Clughen, 2012; McWilliams & Allan, 2014). Paraphrasing is a

skill which is closely linked to avoiding plagiarism. Paraphrgss the ability to

present source material in own words when incorporating ifantoal academic

writing (Cooper, 2013; Thompsat al, 2013). Paraphrasing indicates familiarity with

the context and understanding of the mate@alaper, 2013Hardy & Clughen, 2012;
McWilliams & Allan, 2014;Thompsoret al, 2013).

In their attempt to make an argument while incorporating paraphrased text from

secondary sources,t udent s are also required to fAne
p. 117) for the knowledges, skills, and experiences that they bring from their vernacula
(Canagarajah, 2002). The spread of English téith&eo andiiExpanding Circles

created a number of localised Englishes (Canagarajah, 2006; Kachru & Nelson, 1996).
These multiple varieties of the language are influenced by local culture and languages.
Users of these language varieties have to negotiate intelligibility of their Englishes

when using it with other communities (Canagarajah, 2006).
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A well-citedschema summarising basic requirements for university assignments is
outlined by Horowitz (1991He st ates that university st
summary/reaction to reading; (ii) annotated bibliography; (iii) report on a specific
participatory experience; (iv) connection of theory and data; (v) case study; (vi)

synthesis of multiple sourceeal (vi i ) research projecto (

In a more recent guide to student academic writing, Day (2018) claims that, when

assessing studentsd | earning, academics |

1 demonstrate disciplinspecific knowledge ia scholarly manner with the
application of disciplinespecific vocabulary;
demonstrate research skills;
follow discipline conventions regarding writing structure and style;

1 paraphrase source information and present it inplagiarised form by using
correct intext citation and referencing skills;

1 demonstrate highdevel skills, such as analytical and critical thinking skills, i.e.
the ability to critique strengths and weaknesses of different research and
opinions;
analyse, evaluate and synthesise fantsideas;

M draw conclusions.

To summarise, novice writers should acquire norms and conventions of discipline
specific practices, such as genres, form and structure of text, lexical choice, and
rhetorical styles, establish@dWestern academi&ieédgcock &Lee, 2017 Nallaya,

2018; Wingate, 201§). This acquisition usually happens with little guidance from their
subject lecturers (Drennan, 2017). A great number of students, especially those from
nonWestern education background, might not have been netgssqdsed to or
practiced the skills required in Western academia in their prior learning (Drennan,

2017) . Lack of such skills may hinder st

2.14 Chapter summary

This chapter presented the theoretical framework bedgademic writing in higher
education. The chaptdiscussed the changes in the way literacy has been perceived

over time, starting witla traditional view on literacy to the New Literacy Studies (NLS)
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approachThen, historical development of English for Specific Purposes (ESP) and its
branches has been discusdaallowing the discussion ohé differences between EAP

and academic literacies t he chapter presented Lea and
literacies aproach The chapter ended with a discussion of challenges students face

with regard to academic writing within and across the disciplines at HE institutions with
EMI.The next chapt er -seekmgstraegiessvithsvtitingdlsepparts 6 h
at HE.
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Chapter 3. Student help-seeking strategies with writing
support at HE

3.1 Introduction

As was described in Chapter 2, L2 students struggle to meet the academic language
demands of Western academia not only because of tfeing need to master surface
level features, such as grammar and essay structure, but also because of the variety of
multiple disciplinary norms and practices. Hence, international L2 students seek help
via various onand oftcampus services. This chapter discusses various academic help
seeking strategies that students may use during their studies at tertiary level institutions
with English as the medium of instruction. Since academic$esfing is closely

rel at ed t oceffisatyyagencytasddnotaionfthese notions are also
discussed.

The chapter starts with defining academic kedpking behaviour. It then continues

with definitions and explanations of two major types of fsddpking strategies, i.e.

adaptive and maladaptivEhe role of time constraints and time managerskitis on

st u d e n-sesking straegies is also discusSdwe chapter continues with an in

depth discussion of three magmciocognitive phenomena.e. selfefficacy, agency,

and motivationwhichinfluence adaptive helgseeking strategies. Afténat, the chapter
discusses various adaptive hegeking strategies in relation to academic writing in HE
institutions worldwide and specifically in NZ. The strategies discussed are related to the
main onrcampus language support service, i.e. StudennirgpCentre (SLC), off

campus proofreading service, as well as assignment exemplars. The chapter is then

summarised.

3.2 Academic helpseeking behaviour

There are a number of definitions for academic {sekpking. Nelsoh.e Gall and
Resnick(1998) view it as a mechanism vital for learners to cope with learning

difficulties through active involvement with the task. Roll e{(2011) see it as a

64



multiple construct that encompasses reggnitive strategies. Karabenick (2011) and
Won et al (2019) define it as a sefegulated proactive strategy that prevents failure in
academic studies. ChowdhuagdHalder (2019) define academic hedpeking as a
mechanism that involves asking adults or more capable peers for clarification about

academic matél.

For the purposes of this thesis | combined definitions of Karabenick (2011) aret Roll
al. (2011) cited above. Additionally, | consider that learners build their unique
knowledge based on their social background, which adds acogitive

constructivist nature to the definition. Hence, the definition of academic-$ediing
used in this t-leguatedproactve stratagidseahattingofve asset bff

sociacognitive constructivist behaviours leading to academic success.

The next suksections provide further explanation of the definition discussing the five

main notions it encapsulates:

1) constructivism nature of academic hskeking behaviour (Secti@2.J),

2) academic helgeeking as cognitive constructivist behaviand proactive
academic helgseeking strategigSection3.2.1.)),

3) academic hehseeking as a social constructivist behaviour (Se&iari.3, and

4) seltregulated learning (Sectidh22).

3.2.1 Constructivism nature of academic helpseeking behaviour

Constructivism is a practice of learning which depends on scientific observations of

how individuals learn (Chowdhury & Halde&2019). It theorises that learners have their

own perception of the world which is based on their prior experiences and oloservati
Through reflection on new experiences and events, humans construct meaning based on
the facts and draw their own conclusions fitting them into their existing knowledge

frame (Chowdhury & Halder, 201S9¢.onstructivism views learning as an evolving

proeess where learners are unique individuals who explore the facts and make their own
conclusions about knowledge rather than accepting what is presented to them. When
learners have difficulty understanding the study material, they actively seek help. In

othea words, the constructivist approach to heeking involves cognitive and social

behaviours, which are discussed in-selstiors 3.2.1.1and3.2.1.2respectively.
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3.2.1.1 Academic helpseeking as a cognitive constructivist behaviour

Academic helpseeking behaviar occurs when students detect a problem in their
studies, make a series of intentional decistorseek help, select a suitable source of
help, and then request suppdsilglin et al, 2020;Karabenick, 2011). A process model
that has been extensivelyfeged to by researchers (eG@blin, 2016; Giblin et al.,
2020;Karabenick & Dembo, 2011) identifies eight steps of {selpking behaviour:

1) detecting a problem

2) determining that help is needed

3) deciding whether to seek help

4) deciding what type of helptseek

5) selecting the source of help

6) soliciting the help

7) obtaining help

8) processing help (Karabeni& Newman 2009).

All these steps involve cognitive processing, starting from diagnosing the problem,

finding ways to resolve it and bringing a solutit a problem.

Proactive academic helpeeking strategies

Proactive behaviour involves recognising that help is needed prior to attempting a task
(Was & Warneken, 2017). As such, proacti:
to analyse the task dndentify certain similarities with previous tasks. In other words,
students need to possess some knowledge of their own abilities and be able to decide
whether their abilities are sufficient to solve a problem or whether they need\fesp (

& Warneken, P17). Being unable to predict when to ask for help may have detrimental
outcomes. On the one hand, seeking help with tasks that they are able to resolve
themselves deprives the students of the opportunity to test and prove their own
competence to themsebl/and others. On the other hand, not being proactive with help
seeking when they are not able to resolve a task may result in loss of time spent trying
or failing the task altogether. Additionally, they may lose an opportunity to learn how to
resolve a sintar task in the futureWas & Warneken, 2017)

3.2.1.2 Academic helpseeking as a social constructivist behaviour
The theory of social constructivism, propagated by Vygotsky, posits that learning
cannot happen outside the social context. Vygotsky (1978) highlighted the collaborative

nature of learning arguing that any cognitive processes originate from social iateract
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He stressed th#¢arners e ek hel p within their Azone o
through social interactions with more capable peers or adults. Social interaction assists
learners in constructing their knowledge of the world, based on whiclateeple to

perceive a problem and seek help with it (Chowdhury & Halder, 2019).

3.2.1.3 Selfregulated learning

In an educational context, sefgulated learning involves setting and pursuing-goal
oriented activities, for instance, focusing on assignment reqgairts, establishing
productive studywork balance, assessing learning outcomes and making changes to the
chosen course of actions when needed. One of the most comprehensive models of self
regulated learning was developed by Zimmerman (2000). He creayeticalchree

phase model, which includes:

1) forethought (before task),
2) performance control (during task), and
3) selfreflection (after task).

In the first phase students use thmotivational beliefandtask analysigrior to
attempting a task. Whilmotvational beliefanclude seHefficacy, result expectancy,
and reasons why students want to letask analysisnvolves settings of goals,
planning and a choice of methods.

Learning activities occur in the kegcond |
processes involved here a@fcontrol, for example, selinstruction, time

management, helpeeking and attention focusing, aselfobservationwhich is sel
monitoring and recording of oneds own | e;
Selfobservation is informed by either stude

teachers, peers, or significant others.

Based o n-montdrimyiand fesedbdck from others, students formjgdtiments

and experience sefeactionsintheself e peptbbepr o0 (Schunk & Di B
2015, p519).Selfjudgementsnclude selfevaluationsandcausal attributionsThe
formerrefersost udent sé goal s, previous perfor ma
others, the assessment criteria and the desired levethielzament. Causal attributions

refer to effort, own ability, or luck. As a result of segflection, students may either

continue working on a task, i.e. remain in the second phase, or return to the first phase,
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i.e. forethought, in order to set up a ngmal or devise a new learning plan, making

selfregulation a cyclical process.

Learnersreachsetfegul at ed | earning when they are
performance to different environmental al
DiBenedetto, 15, p.519). They are able to apply certain strategies, adjust their

behavior in response to a particular situation, andes@fuate their own performance

realising that they have an opportunity to implement changes if and when needed

(Schunk & DiBenedio, 2015).

To sum up, the operational definition of academic {selpking in this thesis stresses the
I mportance eelvaluationwoidleinaws dbilitiesed complete a task,
recognition of when help is needed, as well as the use of variateg#tis to maximise
their own performance. There are several types of academiséaiing. The next

section discusses the main types of academicdesging in detail.

3.3 Types of academic helgseeking strategies

Academic helpseeking strategieme generally categorised into adaptive and
maladaptive (Chowdhury & Halder, 201Rarker et al 2019 Williams & Takaku,

2011). Adaptive strategies are proactive strategies that a learner uses with an intent to
master study material (Parker et al., 2019). Maladaptivedeaging strategies refer to
situations when a learner does not ask for help withr@eped problem (Chowdhury &
Halder, 2019). Adaptive and maladaptive hefgking strategies are respectively

discussed in subections3.3.1and3.3.2

3.3.1 Adaptive help-seeking strategies

Adaptive helpseeking strategies are proactive behaviours whiablvewecognising

that help is needed prior to attempting a task (Was & Warneken, 2017). A number of
researchers maintain that students who use adaptive strategies in situations when tasks
are challenging, are more likely to achieve mastery and succéssristtidies (e.qg.
Chowdhury & Halder, 2019; Karebenick & Newman, 20B6rker et al., 201Ryan et
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al., 2001; Williams & Takaku, 2011). Adaptive strategies involve a dynamic

relationship between the teacher and students in a traditional classroomthehere
teacher encourages studentsodo active part.
1998; Williams & Takaku, 2011). Volet and Karabenick (2006) argue that active
students fAibecome | ess rather than more r

(p. 117).

There are a number of factors that have been investigated in relation to adaptive help
seeking strategies, among which are gender, age, and cultural background (Benenson &
Koulnazarian, 2008; Brennen et al., 2018; Lidébal.,2017; Millset al, 2011; Was &
Warneken, 2017). A number of researchers conclude that female learners are more
likely to use an active approach to hekeking (e.gBenenson & Koulnazarian, 2008;
Conway et al., 2018; Huntet al, 2004). Pajares and Valiante (2001) idieadi that
femalesaremore frequent users of hefgeking strategies than males. Less frequent
help-seeking behavior among men may be explained by gender stereotypes and social
roles (Brennen et al., 2018; Liddenal, 2017). When a man seeks help, he toa

admit his inability to solve a problem or handle a situation, leading to his sense of a
failure as a man (Hammer et al., 2013). In other words, men are more susceptible to
stigmatise helggeeking behavior which consequently may lower their sensdf of se

worth (Cleary, 2017Brennen et al., 2018jeath et al., 201A/ogel & Heath, 2016).

Another factor that stimulates hedeeking behavior is age (Conway et al., 2018). Was
and Waneken (2017) concluded that younger students are more likely to seekaelp
older students, especially when an attempted task is complex. Mills et al. (2011)
previously achieved a similar outcome in their study, andddition they found that
older students are not necessarily better at completing a task than their younger

counterparts even after receiving help.

3.3.2 Maladaptive help-seeking strategies and seHfficacy.

Maladaptive helgseeking strategies involve either seeking help when it is unnecessary
or avoiding seeking help all together (Williams & Takaku, 20Wihile such behaviour
may be an indication of low sedffficacy, it may result from an overestimationoohh e 6 s

own seltefficacy (Williams & Takaku, 2011)Anotherfactor that may result in
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student sé6 demonst r at iseeking behavibuhigtime comstaainta d a p |

and studentsodé | ack of time management ski

3.3.2.1 Time constraints

A time constraint is the difference between the available time and the time required to
complete a decision task (Benson & Beach, 1996). In educational settings, time
constraints are usually created by the limited time of the courses that students take but
may create certain challenges for students. Cheng and Fox (2008) conducted a research
with 56 predegree and undergraduate students in three Canadian universities and
concluded that the majority of studgrdrticipants (61%) in in their study complained

about the amount of time allowed for completing their academic assignments, stating

that they had to complete their assignments under time constraints.

The notion of time constraints is |inked
Learningpacé s defined as an individual student
knowledge of a subject (lllis & Benjamin, 201) The second componeoit time
constraints, time flexibility, involves |
as well as the quantity and quality of time they can spend on these tasks (Romero &
Barbera, 2011). Knowing time constraints in advance allows studeali®tate their
capabilities in accordance with their mot
difficulty (Ee et al., 2018). Tullis and Benjamin (2011) state that students often allocate
more time to study material which is perceived to be rddfieult. Ahmetogl et al.

(2020) claim that identifying the complexity of a task, such as writing, may be

challenging and individuals may end up estimating the required time for a task

incorrectly.

Time management skills

One of the major strategiesnmnage academic workload is time management. Time
management is a set of behaviour al skil |
course load (Adams & Blair, 2019). Cheng &wk (2008) state that students who

possess good time management skills ale talplan the course of their actions,

prioritise tasks, and allocate sufficient time depending on the difficulty of each task.

Alias et al. (2019) argue that most first year university students do not have good time
managements skills as the mode of giingl is novice to them. In comparison to high

school, where education is fully guided and supported by teachers, university studies

require seHlearning. Moreover, Sainz et al. (2019) claim that university students tend to
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focus on their shottierm goalsas the lack habits in longerm planning. Ocak and

Boyraz (2016) state that | ack of student :
correlation with procrastination and negative academic outcomes. Therefore, Alias et al.
(2019) and Sainz et al. (2019) gagt introducing an intervention programme for first

year university students which would assist them in managing their time in a more

effective way.

To sum up, wen students employ one or the other fsglpking strategy, they
demonstraté¢he level oftheir selfefficacy and exercise their agency, both of which are
closely related to motivation. The next sections providgeipth information about self
efficacy (SectiorB8.4), agency (SectioB.5), and motivation (Sectio8.6).

3.4 Self-efficacy
In his sociecognitive theory, Albert Bandura (1977; 1981; 1982) described self
efficacy as onebés ability to succeed and

even if the situation is novel, unpredictable, and puts one under stress. Research

indicates that seléfficacy influences learning, achievement, motivation and self

regulation (Schunk & Pajares, 2009; Schunk & Usher, 2012; Williams & Williams,
2010) . I n a study milieu it may affect si
interest Echunk & DiBenedetto, 2014Schunk & Usher, 2012). Bandura divided

students into:

a) those with high sekfficacy, who are apt to set goals and use effective learning
strategies to achieve them, as well as create an effective environment for learning, such
asminimising distractions or finding study partners. Such students demonstrate eager
participation, hard work, extended persistence, greater interest in learning and higher
academic results (Pajares, 2008; SchurkiRenedetto 2016);

b) those with low sélefficacy, who doubt their success in achieving a goal and, thus,
work halfheartedly on a task (Schunk[3iBenedett¢ 2016).

There are a number of fact o-seficacg.ontri but i |
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3.4.1 Factors of seltefficacy

Firstly, selfefficacyi s i nfl uenced by | earnersé6é perce
& DiBenedetto, 2016). So, previous succe:
sense of seléfficacyin the first year of undergraduate studshile a sequence of

previous failures may eer it Burton & Dowling, 2005Whannell, R. & Whannell, P.

2014). Although Schunk & DiBenedetto (2016) confirm that repeated failure may result

i n a decr ease -Hefficacy, they@argue shat ansoecasmrial faslgd of

success may have nobgy impact on seiefficacy.

Secondly, the success of peers play an important role. University students may feel
encouraged to attempt tasks if they see the success of others. Observing others achieve
positive resul ts meefficag byiasswrihgahere, that b gthers v e r 0 ¢
could do it, they could do it as weBiouwer et al.2016,2016, 201&; Vaugharet

al., 2015. Working in small groups may also lead to increased levels eéligécy if

high grades and cadlo attitude are a norm the group (Brouwer et al., 20d6Neri &

Ville, 2008). In contrast, group norms that do not value studying may lead to lowering

s t u d e neffisady (Broawef et al., 20Hp.

Thirdly, soci al persuasions ( eyigfluendel kno
self-efficacy if it comes from a credible source, such as parents or significant others,

who are able to cultivate I|Bergayatal,Xm; bel i
Kuh et al., 2008; Robbins et al., 20@Bthunk & DiBenedetto, A®). However,

Brouwer et al. (2014 argue that when students leave their parental homes after
transitioning from school to university,

students seek support from peers and instructors.

Fourthly, suchpsychological and emotional states as anxiety and stress also impact self
efficacy (Bandur a, 1997, Mo hammad.i et al
might yield negative results or the outcome will be negative may lead to undesirable
thoughts anddars about their abilities, lowering sefficacy and resulting in additional
agitation, which, in turn, might result in an inadequate performatobgmmadi et al.,
2019;Richardsa et al, 2012;Schunk & DiBenedetto, 2015).
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3.4.2 Effects of selfefficacy

Selfef fi cacy is believed to influence stud:¢
determining the level of effort and persistence with which learners persevere with a task
(Pajares, 1996, 2003ardegna et al., 2018chunk, 2008)Learners whdave a high

sense of seléfficacy demonstrate greater perseverance, resiliandeselregulated
learningin difficult situations, display more flexibility in their own learning strategies,

as well asareless anxious and stressed (Joet et al., 201bsMoAzevedo, 2009;

Sardegaet al, 2018). Highly efficacious learners tend to spend more time on an

activity and remain committed to it. Students with high-séfitacy are more eager to
engage with challenging tasks in order to master certain skileedwer, they persevere
with the task and sustain their efforts even in the face of failurgjraaddition they

recover quickly aftesetbackgSchunk & DiBenedetto, 2016). In contrast, students with
low selfefficacy may feel that a task is more difflt than it really is. Such potentially
erroneous perception about the task may lead to elevated anxiety andastrests as

make students feel there are few choices as to how they successfully complete the task
(Schunk & DiBenedetto, 2016). Woodrow0(b) asserts that se#fficacy may be

enhanced by teachers who provide realistic expectations, focused positive feedback on

|l earnersd progress and advice of student :

343 Seltef fi cacy and | earnerso6 calibration

Intherecentyeays esear chers have been investigat:i
calibration. Calibration is defined by Schunk and Usher (2011) as the correspondence of
self-efficacy to performance. People are well calibrated in situations when they believe
they can perforna task and they do it, or when they perceive themselves as incapable of
performing a task and then they-eficacpnot . |
accurately predicts the outcome (Schénklsher 2011). In contrast, people are poorly
calibratel when seHefficacy does not accurately correspond with performance. For
example, people predict their ability to perform a task, but they cannot or when they
predict their inability to perform a task but then they achieve a positive outcome

(Schunk& Uskter, 2011).

Calibration is an important factor infl u:
Although Bandura (1997) argued that slightly higher-eéitacy is desirable as it

elevates effort and persistence, repeated overestimation may lead togefilure
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resulting in a decrease in studentso6é mot i
outcome of not fully understanding task requirements, instructional and social factors
(Schunk & Pajares, 200 chunkand DiBenedett¢2015) argue that previous

experience with a task amtear instructions inform students of the required skills to
succeed. However, instructional practi ce:
when teachers continuously encourage students without ensuring attainment of required
skills. This resultsn poorly calibrated learners who are empowered by educators but, in
fact, | ack skills to succeed. Soci al pr e:
when learners intentionally perform lower than their best and perform lower than their
selfefficacy would predict so as not to appear as overly intelligent in front of their peers

and as a result become socially isolated (Schunk & Pajares, 2009).

I n a nut s h e-efficacy s auddeethink withhe aclkidvdment of set goals
In order to ahieve their goals, students should also have an ability to make conscious
choices to use suitable actions in pursuhr@segoals. In other words, students need to

exercise their agency.

3.5 Agency

There is a number of definitions of student ageiNgumann & Pereira (2009) identify
itasaformofmeaningna ki ng whi ch fAentails a refl exi
directedness born of personal desire and
student 6s wi | | i ng msandoutcome of dasdroone particgpatiorh e p
She argues that students have no predetermined agency, and that it only emerges once
an opportunity to change conventional patterns of classroom communication is

presented. Campbell (2012) talks about two contdrof agency: perspective and

action. Agentic perspective is related t
context in omasdweéehviasonmentway this inte
achievement. Agentic action is simply viewed astoee st r at egi ¢ and i n
behavior towards oneds goal. Campbell (21

are intertwined with the agentic perspective influencing the agentic action. Goulart &
Roth (2010), whose study was grounded in cultural hestbactivity theory, talk about

student agency as constituting the core
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engagement. They argue that students with agency not only react to, but also have the

power to transform certain situations.

Overall, agencys associated with a list of phenomena, such ashseld, motivation,
will, purposiveness, intentionality, choice, initiative, freedom and creativity (Emirbayer
& Mische, 1998). Vaughn (2018) groups th
agency into thee categories:

1) disposition,

2) motivation,

3) position.
The first category focuses o0 nRidestficatidneagt s 6 |
creative, goabrientedor resi stant. Studentsoé willing
opportunities or dficulties develops a sense of agency on this dimension. The second
category is |i-skéedcaoyswhdehtsacbkabes st
motivation to make choices, as well as ability to control their own feelings and beliefs
in order to canplete a task effectively. The third category focuses on the social, cultural,
and historical environment in which students complete a task and the way a specific

context in the environment navigates learners to take actions (Vaughn, 2018).

Shaw (1999) ayues that individual agency as the ability to make conscious choices,
influences identity formation. Kasworm (2005) finds that agency is a dynamic,
complex, multilayered and multisegmented
formed believes and aotns, decisiormaking processes in achieving own goals, as well

as the negotiation of oneds prietal ege to
(2018) agency is the ability to evaluate
they suggest thavaluative judgement is essential for becoming arsegfilated and

life-long learner.

The definition of agency in the present thesis is adopted from Vaughn et al. (2020) and

is Astudentds ability to have dadddakes , t o |
actions in the | emotherwards, Vaughm etalxnean that@mgency 2 8
iI's studentsd ideas on what actions in thi
achieve their set goal s, aiththegsedndsenadionst ud
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351 Framework of studentsd agency

Vaughn et al. (2020) suggest a framework of student agency. The framework consists of

five constructs:

1) self perception as readers and writers
2) intentionality

3) choicemaking

4) persistence

5) interactiveness.

The first construct, i.e. sefferception, indicates how students view their ability to read

and write. Those students who enjoy reading and writing are motivated and eager to

read and write often (Gambrell, 2015; Henanggdl., 2019). Since motivation and
engagement are both dynamic concepts that change every moment (Rabertson

Padesky 2019), studentsd experiences in rea
enthusiastic to subdued. However, more accomplished students podsesgputation

strategies to overcome difficulties with complex or uninteresting reading and writing
(Springer et al., 2017).

The construct of intentionality involves
class (Vaughn et al., 2020). In a situation where a student is unwilling to defend his/her
own point of view which is different to the one that dominates in classhdn& more

likely to abandon it and stop pursuing his/her individual needs. Hence, Vaughn (2020)

proposes that teachers provide voice and

Choicema ki ng refers to studentsd readiness
(Vaughn et al ., 2020). Studentsod6 individua
encourage students to reconfigure traditional structures of thought and action in relation

to their own learning (Emirbayer & Mische, 1998). Decisions may be opportunistic or a
result of real engagement with problematic situations, they can be a matter of adaptation

to events as well as the product of explicit reasoning.

Persistence is the inclination to continue in a course of action in spite of obstacles and
difficulty (Vaughn etal., 2020). Research has shown that students who perceive control
over their learning are more motivated to persist with difficult reading tasks (Guthrie &

Klauda, 2014; McLaughlin & Rasinski, 2015; Mickelson, 2018). Mickelson (2018)

suggests applying aéve approaches to reading and writing tasks, which may foster
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greater interest in the activities and promote agency and persistence. Vieira and
Grantham (2011) argue that when students perceive thealchoéce as far as
activities are concerned, thbgcome more involved with the task.

Finally, studentsd agency cannot be conc:
which may either support or detract from their ability to make and implement certain
decisions and actions (Vaughn et al., 2020nhdéethe construct of interactiveness

represents how students influence or alter their opportunities within the context that

they are positioned in.

352 Educatorso6 role in fostering students

To promote studentsd agentyg, sWppghn ¢620d:
efforts that may lead to independency of learners. To do that the author encourages
inquiring what learners have learnt, whether the study material was hard for them, what
went well and why. Since the classroom environment is a batitrg factor for
studentsodo willingness to exhibit own age:
whi ch woul d f aci-makingabortwhat thegt wantttodedrn and fwow c e

they want to participate in groups.

Even though teachers may bewiffin t o t ake up studtekent sb6 i de
opportunitiedor students to exhibit their agenaye not plentifu{Vaughn, 2019, 2020).
Educators are often pressured to adhere to set instructions and assessments, which

stifles opportunities for studeiits agency . Nonet hel ess, Vaugl
teachers to adopt an adaptive stance t ow:

cultural and linguistic strengths.

Vaughn (2020) further recognises agency as a means of idevatkiyng. The questio
of identity-making is especially important for international students who commence
their study in HE institutions with EMI. Thus, the next sdztion provides information

on agency and identity with relation to international students.
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3.5.3 Agency andidentity

Studentsé6é identity is shaped by the soci
students are involved during their university studies. These kinds of contexts place
students in a transitional space that allows students &ztefh what they want to

become, which may mean letting go of parts of their old identity, and possibly changing

or assuming a new identity (Merrill, 2012015). Some students consciously let this

happen, some change only when they must, and othersexatjuibutes necessary for

success, while still preserving their old identity (Merrill, 2015). In most cases, though,

students graduate from university as changed people (Merrill, 2015).

The sense of agency plays a great role in shaping the identitgofdational students

who leave their home country and start their journey in a foreign educational setting.
Due to lack of familiarity with the host country norms, international students require a
greater change in their sense of agency and identity codthfuatiee students from the
host country (Marginson, 2014). As newcomers to a foreign country, international
students are confronted by a number of constraints which affect the way they engage
with the new environment. However, over time, the experienceseshational

students influence their agency ahdy may start exploring new opportunities and

changehe way they engage with the environment fikews, 2017)

3.5.4 Agency and mature learners

Mature students are usually identified by several featurestlyfithey are students who

are over 25 years of age (Boston, 2017). Secondly, they delay their HE studies or return
to full-time HE after a period away from H(bble & Bolton, 202006 Car r o | | et
2017). Thirdly, they are often financially indepentdéBoston, 2017). Lastly, before-re
entering education, these students have usually experienced various life changing
events, such as change of career, previous higher education, family, a loan or a
mortgage (Boston, 2017; Broadhead, 2018). Such lifegthgrevents alongside other
knowledge acquired in life often equip mature students with wisdom and practical skills
to overcome various life difficulties and transformations (Broadhead, 2018). When
overcoming life difficulties, mature students exhibit thegency by drawing on their
previous life experience and transferring the knowledge acquired in previous life

situations to the events in their new educational environment (Broadhead, 2018).
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One of the challenges that mature learners may face throuflegutiE studies is
development of a strong peer support system. When mature students seek opportunities
to communicate with younger peers, they often find minimal reciprocation, which leads
to isolation Marginson, 2014Marginson et al., 2010). Additiolig, mature students

may have other life commitments, such as family or work, leading them to spend
minimal time on campus (Boston, 2017). Commitments outside their education may
weaken their supportive social network within their university which mayttead

diminished sense of agency (Busher &@a, 2019) and a greater sense of invisibility

on campus (Boston, 2017; Haggis, 2013; Marginson, 2014).

In order to reach their goals students also need to be mot{\aetett, 2018Tuncel
et al., 2016). Theotion of motivation is presented-depth in the next section.

3.6 Motivation

Various definitions of motivation have been proposed. Ryan and Deci (2000), for

example, suggest that a person who is inspired to act and achiées zals can be

characterised as motivated. Similarly, al
from the Latin verb 6émovered6, meaning Ot
a general term to determine peopleds act.

egtal.(2008) define moti vat i directalsctivitjtishe pr oce
instigated and sustainedo (p. 4) and Thol
internal force that activates, guides, and maintains behavior over(fimg). Deckers

(205) <cl aims that motivation means fAto be
cognition, feeling, and actiono (p. Xxiii’

as fAa theoretical construct used ®erme expl

and quality of behaviours, especiallygodal r ect ed behaviour o (p.

Some of the leading researchers studying motivation in recent years take-a socio
dynamic stance on the topic, highlighting the dynamic character and temporal variation
of motivaion (Dornyei & Ryan, 2015; Ushioda, 2009, 2015). From this perspective,
motivation is seen as a dynamic factor that shows continuous changes in the learning
contextto which the learners are adaptifi@prnyei & Ryan, 2015; Ryan & Ddrnyei,

2013). Temporal a&riation of motivation indicates its changing nature which affects the

|l earner6s futur e behBaonye&Ryanj2015%einerar t i cul
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2010). The socialynamic and temporal perspective of motivation is in line with the
theoretical framewd of this thesis, hence have adap) s hi odads (2015)
motivation and define 1t as a |l earner o0s |
intensity, and persistence in achieving goals, and which correlates with the changing

social context. Acording to this definition, learners are not separated from a particular
context traditionally characterised in terms of its linguistic or cultural settings, or a type

of learning environment. Instead, Ushioda proposes studying-diteational

relationdip between learners and context, where learners act, contahdtehape

their contexts by responding to | anguage
content, quantity and quality of further input in the development of context of the

interaction

3.6.1 Moaotivational theories

Despite the range of definitions of motivation, Dornged Ushioda (2013) suggest that
what seems to unite them is a focus on the direction and magnitude of human
behaviour, i.e. the choice of an action (why something is ddreperseverance with it
(the duration of the willingness to carry on an activity), and the effort expended on it
(how hard it is pursued). Overall, however, the authors suggest that the notion of
motivation is so vast that it is unrealistic that motivatseholars will succeed at

ultimately creating a single theory of motivation.

Ushioda (2009) suggests focusing on real learners rather than on theoretical
abstractions. She proposes focusing on |
and goalsard interrelation of these aspects with the exleanging social contexts in

which learners operate. In her later work (2015), Ushioda advocates for the move away
from theories that view | earnero6és cont exi
dynamicaly evolving relationship between learner and context as each adapts to the

other.

3.6.2 Types of motivation

One of the main factors that plays an i mj
of motivation, i.e. intrinsic, or extrinsic. Conventionally, students are said to be
intrinsically motivated if they find the task at hand interesting and enjoyable.
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Alternatively, they can be extrinsically motivated due to their understanding that
gaining the result or knowledge from the task will lead to a separable outcome (Ryan &

Deci, 2000), such as good grades, better jobs, money, or the approval of others.

Intrinsic motivation is universally seen as the predictor of academic achievement

(Noels, 2009; Ryan & Deci, 2000; Wlodkowski, 2008). However, teachers cannot
simply rely on studentsod intrinsic moti v
interesting an@njoyable for each student (Ryan & Deci, 2000). RyaahDeci (2000)
recommend that, in order for the students to achieve cognitive addedaarning

skills, teachers should encourage students to strengthen their oveffisalfy and

develop a setfaskills to succeed at study. In this way, learners are geared towards
developing certain proficiencies rather than being oriented towards high grades.

3.6.3 Motivation and languagelearning

Motivation and positive attitudes assuredly influence individieagls of success in
language learning activities (Alamimi & Shuib, 2009). Brown (2000) states that

proper motivation can result in successful language learning and, according to Shunk et
al. (2008), students become intrinsically motivated once theyHeidinterest in

learning.

Anot her factor that plays a major role i/
globalisation and the spread of global English, which were discussed in Chapter 1.

Under the influence of globalisation and the spredéngflish as the global language,

students are highly motivated to learn English and are less motivated to learn other
languages because English learning has become one of the major factors for success in

t oday 6 ltbaclet dl, 801( 2017;Cagliero &Jenkins, 2010 As a result,

learners havareason to learn English, giving learning of the language instrumental

value (Kubota, 2016), i.e. a means to an end. Kubota (2016) argues that knowledge of
English is a basic commodity which brings economic i@ the society, thus

nowadays language teaching emphasises the transferability of study skills to the
workplace as the main selling point for English language teaching. The focus on the

i nstrumental value of | ear mtrinsicgnotizatignifor s h  mi
language learning (Scarino, 2014).
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To sum up, students need to develop a range ofinguistic skills in order to

demonstrate their adaptive hedpeking strategies that may lead to successful academic
studies. Sincethecurren t hesi s focuses on internatior
academic writing in their first year of undergraduate studies at HE institutions in NZ,
adaptive helgseeking strategies are further discussed in relation to academic writing. In

HE, there is aange of services that aim to assist students with the writing demands in

their disciplinespecific subjects. The next part of this chapter discusses few major

services offered to students in HE, such as Student Learning Centre (SLG), proof

reading, and @Gmmarly.

3.7 Academic support services in relation to academic writing in
HE

Any novice writer, either native or namative, can find academic writing problematic as
studentsdéd | anguage competence a@aHBnNne i s n
(Wingate & Tribble, 2012). However, it is obvious that ficaditional students and

learners from culturallyand linguisticallydiverse backgrounds are more likely to have

a greater need for such a service as they tend to struggle to meet academic and linguistic
demands of Western HE institutions (Roberts & Reid, 268kf#rme, 2018Williams,

2005). Some of the reasons for studentsé

main ones are related to:

1) different norms and conventions required in Western and English medium HE
institutions, and those which students have acquired in their hounéries
(Drennan, 2017);

2) a certain degree of variation in writing demands and practices within and across
the disciplines in the same HE institutio@afagarajah, 20b3Haggis, 2006;

Lea & Street, 1998; Lillis, 2003;urner, 2011bWingate, 2013);

3) thefact that international L2 students may be urfatepared for tertiary studies
in Western or English medium universitidgy(iar et al., 2019Guan & Jones,
2011; Holmes, 2004; Paltridge et al., 2009; R&ddayes, 2003Thies, 2012

As was mentioned i€hapter 2, disciplingpecific writing may not be acquired outside
specific disciplinege.g.Drennan, 2017Wingate, 2018). Since academic lecturers are
often unwilling or unable to guide students into gespecific conventions in their field
of study(Clarence 2012Drennan, 2017; Lilli& Turner, 2001), students may seek

82



support with academic writing through services outside their schools and departments,
such as Student Learning Centres (SLCs), preafling services, or wdimsed
grammascheckers, sutas Grammarly. The next sections present information on these

services.

3.7.1 Origins and development of Student Learning Centre (SLC)

Student learner centres (SLCs) were set up in the 1970s by universities in the USA

(Park, 2014). Their main aim was to assnainly domestifirst languagespeakers of

English (1) with the academic and linguistic demands of HE. Learning assistance was
oriented to bridging fAthe gap bet ween t h
the skills required for successfular t i ci pati ono (Morris, 200
bet ween studentsodo previously acquired sKki
generic study skills, such as exam and study preparation, referencing, summarising, and
paraphrasing (Roberts &eRl, 2014).

In the early 1980s, international L2 students started joining the domestic cohorts at EMI
universities worldwide. Many of these international students, as has already been
discussed, experienced difficulty with the linguistic demands of higgheécation

courses. With the growing demand to support students, whose English proficiency level
was not on par with the L1 students, SLCs used two tutoring frameworks, i.e. tutor

centred and studesentred (Mouss2013). While the former framework foeson
60study skillsd, such as gr amnetal, 2046),dhe p un c 1
latter emphasises a collaborative approach to instruction, with a focus on the text as a
whole rather than on grammar (Windgral, 2016). In the USA an@anada, a student

centred framework is considered asfiont er venti oni st , requiri
because tutors point to writersod issues |
explaining a certain way of approaching writing (Windeal, 2016). Such enquiry

based approaches foster studentsod owner s|
implement changes, howevérdoes not necessarily provide the assistance that students

seek.

3.7.1.1 Purpose and services offered at SLCs
SLCs originally offered mainly onen-one tutorial sessions with Tertiary Learning
Advisors (TLAS) (Harris, 200QJackson & McKinney, 201Zanet al, 2017;
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Tiruchittampalanet al, 2018). The role of a TLA has been to assist increasingly

culturally and inguistically diverse student cohorts to transition smoothly into the
university learning environment, address their writing concerns and improve their
learning outcomes (Tran et al., 2019). The-on®ne tutorials with TLAs could last for

as long as 90 mutes (Johnstoat al, 2009). During a onernone session, students

have been able to address their academic concerns with writing, which may be related to
assignment requirements, structuring an argument, or usage of academic style and
register (Robert& Reid, 2014). TLAs have also been able to assist students with
appropriate academic reference criteria (Laurs, 2010; Roberts & Reid, 2014) and

resources (Wilson et al., 2011).

Research indicates that addr esssciplige st ude.
specific writing yields the best outcomes especially at the initial stages of their

university studies (Preece, 2010; Wingate, 2015). Individual support offers personalised
attention and all ows TLAs to adldedtengs st u
environment where students are able to ask questemtdnrSmith & Humphreys,

2015;Ma, 20B). However, such individualised learning and writing support is-time
consuming and requires a large staff, which SLCs are not always able to proekle. La

of manpower within SLCs is mainly related to the neoliberal regime (M&)208%

was discussed in Chapter 1, government funding for HE institutions has been cut. Such
financial cuts hit SLCs that have been regarded as peripheral by their universities,

outside faculties and departmerfa(é 2017). To find solutions to their fiscal

problems, SLCs need to find alternative ways to assist students with their concerns.

One of the ways to cut the costs while offering support to a large number oftstisden

to reduce the duration and number of -@meone sessions. For example, areone
sessions with a TLA at the University of Waikaidhé University of Waikato Te Whare
Wananga o Waikato, n)dand Victoria University of Wellington (Victoria University

of Wellington Te Herenga Waka, n.d.) are currently limited to 50 minutes. University of
Canterbury offers 4tninute appointments once a fortnight with a limit of u@to
appointments a year (University of Canterbury, n.d.). At Auckland University of
Techrology (AUT) in NZ students can book only 4Binute oneon-one sessions twice

a semester (AUT library, n.d.).

To help offset the limited individual help available to students, centres offer generic
workshops a, 2018; Roberts & Reid, 201Wilsonet al, 2011). However, students
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do not always find such learning support relevant to their needs as generic workshops
leave a number of unanswered questions that students have regarding own discipline

specific writing (Ma, 208).

In addition to the unanswered @tiens that students may have regarding writing norms
and conventions in their disciplines, generic workshops do not necessarily equip
students with the skills that can be transferred to their discipline studies (Mg, 201
Learning transfer is the trangpation and application of learnt knowledge from one

context to anothgiWardle, 2007). There are two types of transfer identified:

1) near transfer, which is the application of skills in a similar situation; and
2) far transfer, which is the application ofgrknowledge and skills across a
variety of new situations and setting¥drdle, 200Y.

Generic workshops offered by SLCs seem to relthertransfer of learning to novel

situations, i.e. far transfer. Howevesgsearch indicates that far transfer oitwvg skills

IS problematiqe.g. James, 2010; Larséneeman, 2013lomp, 2012pecause of the

dynamic nature of knowledge, the individual, and the social contexts in which the
knowledge is developgd@each, 1999; Slomp, 2012)ence, the generic support that

SLCs offermaynotnecessat y f it into studentsdé variou
specific areas. Haghighi et al. (2019) argue that the most effective transfer happens

when the cognitive processes that are active during learning are similar to those that are
active during retrieMgHaghighi et al., 2019), i.e. when near transfer happens. In other
words, to achieve a high level of learning transfer, academic writing is best taught

through personalised approach addressing

To offer students more contexspecific support, USA and Canadian learning centres
Ssubstitutoemd talpprdlaaclht t hat SLCs tradition
norms outside speci fic dinsdc iamlpirmesc,h t(dB atil
Such an appmch embeds the teaching of academic literacies in specific disciplinary
contexts (Maldoni, 2017). The embedded approach involves direct communication

between:

1) the subject lecturer, who possesses epistemological knowledge of the discipline,
2) students, whoalthe writing,and
3) writing specialists, who have theoretical and pedagogical knowledge about
writing (Bailey, 2018).
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One such embedded models is the US model of Writing in the Disciplines (WID),
which embeds writing i n situlumeniakingthessubjectt o t |
| ecturers responsible for teaching writi
The realisation of this model involves either collaborative work of discipline lecturers

with writing instructors or peer mentoring and the o®rmative assessment.

Dansereau et al. (2020) integrateetiass writinginstruction workshops and discipline

specific writing tutor support into the firgear programme in the Biology department at

Saint Marys University in Hallifax, Nova Scotia,abada. Both itlass writing

instruction workshops and disciplispecific writing tutors were to offer explicit

i nstructions related to writing | ab repol
surveys, attendance r ecatedrthdt8Q% obpartcipantsu d e nt
taking part in the programme stated their preparedness for further studies. Although the
research resudisound significant, there are various linguistic and-imguistic factors

that have not been accounted for, suchasise nt s 6 mo t-dffikaayt i on or s

One of the major challenges of embedded writing support that subject lecturers note is

the amount of time they spend on the formative learning requirements of their courses.

In a case study done by Wingate (20)12ecturers voiced their concern regarding the

amount of time needed for engagement with the formative learning requirements of
their courses. From studentsoO6 perspecti v
made available, lecturers rarely referred to thdth the result that students percalve

them as a low priority.

Since embedded writing support empowers subject lecturers to teach writing directly to
their students, TLAs lose their visibility. TLAs voice their concern about feeling
marginalised and con$ed about their roleaChanock, 2007Roberts & Reid, 2014). It

seems that academic teaching staff misini
(Prebble et al., 2005) and send students
responsibility, such as pofreading (Johnstoet al, 2009). While trying to deliver the

best service they can, TLAs are not able to draw a clear map of what their clients, both
students and academic staff, expect from them (Nunan et al., 2000). As a result of this
misunderstandingnd il-defined responsibilities, TLAS try to integrate-thre-spot

requests from the students into whatever expectancies were briefly outlined for them by
schools and faculties (Nunan et al ., 200

interpretaton of the priorities set by the institutions themselves (Nunan et al., 2000).
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Recently, SLCs are seemddpt c hlog spu btye dnetr«
other units at universities, usually a learning commons or academic support centre,

which may hae a different mission to SLCs (Essid & McTague, 2020; Herb &

Sabatino, 2020). One of the biggest recent initiatives is the relocation of SLCs to

libraries.

SLC/Library partnership

The development of the SLC/Library partnership has been a bone of comtehgther

it is in studentsd or SLCsO6 best interesH
Hook, 2005; Ferer, 2012) find SLC/Library amalgamation appropriate because the two
units seem to have certain similarities in promoting student autonomy incteseal

writing. Bradyet al.(2009) advocate for such collaboration in terms of expanding
studentsé information | iteracy practices.
research, reading and writing processes. Cooke and Bledsoe (2008) atigition

pinpoint that such an alliance facilitates SLC tutors and librarians dealing with the
challenges that they otherwise face. As an example, the authors indicate that SLC tutors
may direct students to librarians when help is required with the searsthiaarly

sources. In turn, librarians may refer students to the SLC when students struggle
incorporating scholarly sources into their written assignments.

The authors identified five challenges that both librarians and SLC tutors face:

1) guiding studentshrough the sequence of the writing progess
2) assisting students who may be uncertain about assignment guidelines
3) operating under time constraints
4) empowering students to take charge of their learringd
5) evaluating sources for quality and preventirggpdrism
(Cooke & Bledsoe, 2008, p. 120).

Although some research indicates that there are certain advantages @fiaBs/
partnership, Herb and Sabatino (2020) acknowledge certain challenges related to co
location. The main issue is related to different working modes that the two learning
units have. While libraries encourage quiet-salidy, SLCs promote dialogue and
communication between the writing tutor ahé student (Herb & Sabatino, 2020).

Often located in the open space in the library, SLC writing tutors disturb other students
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during quiet studies. Additionally, absence of a separated space may additionally

disallow students easily identify writing tutors from students (Herb & Sabatino, 2020).

Another difficulty is that students might not want to be seen approaching SLCs for help
(Nunan et al., 2000; Salem, 2016). Students tend to perceive SLCs as having a

Amedi al 0 rol e ( Sal .a\hen st@dentséhjnk tisat visiing ansSLC 2 0 1
is evidence that they are not capable of meeting requirements, they may experience a
sense of shame in addressing their writing concerns (Strauss, 2013) and not seek help
there even though they genuinely need assistance (Salem, 2016). It appears logical,
therefore, that they would be reluctant to seek hefjuah aropen and public space.

This is problematic for the centres themselves as the number of student atteadees is
vital i ndication of the centresod6 value ali
(Nunan et al., 2000; Salem, 2016). Thus, SLCs try to supply students with the help they

seek while keeping costs to the minimum.

In a nutshell, the role of SLCswvsi t al i n terms of providing
learning and writing needs, as well as providing support to subject lecturers with
developing explicit writing requirements. Since the current study is related to

i nternational LwZiting éxpedeacestasHE instituteons enrNZ, the

next subsection discusses SLCs and the role of TLAs in NZ.

3.7.2 SLCsinNZz

In NZ, SLCs appeared in the 1980s with an aim to assist students in acquiring the
necessary academic and writing skills to succeed at their studies. At the end of 1999,
TLAs in NZ SLCs formed the Association of Tertiary Learning Advisors of Aotearoa
New Zaland(ATLAANZ) and wrotetheir own constitution, which was incorporated in
2003 (Fraseet al, 2009). The three main functions of ATLAANZ were identified as:
facilitating communication and sharing of best practice amongst TLAS, supporting the
professionhdevelopment and promoting the professional status of members, and

disseminating relevant research findings (ATLAANZ, n.d.).

According to recent data from OECD (2028Y, is one of the top five countries

welcoming international students for tertiary eatimn (Beech, 2018). Just as in other
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countries withEMI, these students require learning advice and support with

acculturation into the academic culture at tertiary institutiQasénave, 2008Vingate

& Tribble, 2012). Logically, TLAs, whose role is &ssist students to smoothly

transition into their new academic environment, should be valued on campuses (Strauss,
2013). However, due to the neoliberal framework in which HE institutions are

positioned (Marginson & Considine, 2000), the role of TLAs leenldownplayed.

They have been seen as Aservants of the
whose main role is to provide students with fairly superficial language support (Strauss,
2013, 2019). Such a techni cdlesuppotsitrew ( St r ;
belief that | earning advisors mainly deal
(Turner 2014, p. 18), such as grammar or spelling. Another major issue that TLASs face

is that often academics are unaware of the existence of SLCs.ifilSAtA r auss o6 (20
study reported results dieirown survey of academics at her university and stated that

only 40% of academic staff knew about the existence ofsSLC

TLAG6s fAisense of belonging and purposeo (|
their volatile position within the university framework. TLAs in NZ seem to experience
similar employment instability as their colleagwesidwide (Cameron, 2018 2018¢

Cameron & Catt, 20x4Carter, 2008 SLCs tend to hire staff on pdine or casual

basis (Carter, 2008). Among those TLAs who remain in their position for several years,
only a limited numbebelieve that they have career opportunities. Cameron §2018
conducted research with 265 TLAsSNIZ and revealed that many TLAS in permanent
employmat do not see career opportunities in their role. Only 12 participants in

Came r o n @ sesearéh®dd positive experience with promotion, while 12% of

TLAs had negative experiences, and the rest saw a number of barriers to promotion,
suchaslackofsgpor t by t he manager, or HRiAms o typ

casual.

Despite the fact that TLAs on the whole face an uncertain future, the majority are
committed to researching their area of practice (Cameron & Catt, 2008, 2014). They do
this despte the fact that such research activity does not usually form part of their job
description (Cameron, 20a8 Theresearch done byLAs is important ag may bring

i nsights into studentsod transition exper.i
approache (Sotardi & Friesen, 2017). Without this reseaadademic staff risk to

overlook significant information they need in order to design their discippeeific

courses and assignments.
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Apart from SLCs, students may also seek support with academicgathtiough off
campus and webased procfeading services. The next section discusses the-proof

reading options that students may use.

3.7.3 Proof-reading

International L2 students, who doubt their language accuracy even if they meet

language requirements odraission, often seek proogéading serviceHarris, 2016;

Tynan & Johns, 2015). Some preaefading services include not only accuracy

correction, for example, prooéading grammar and correcting spelling, but also

involve editing services,farn st anc e, Ar eviws[iitngeln tEenxgtls sif
(Turner, 201b, p. 431). There are certain concerns raised by students, lecturers, and
proofreaders alike in relation to precdading services (Harwoad al, 2009; Knight,

1999; Turner, 2014, Scur, 2006).

3.7.3.1 Issues with proofreading services

Firstly, some students find that pre@fading services may not necessarily be helpful

when it comes to disciplinary concepts as pi@afders tend to change the language of a
specific context into the languagéeveryday use (Turner,201. Such -ki nd o
serviced may erode the contextual meani n
discipline outsiders may lack sufficient knowledge atstahdardied norms of

academic writing, which vary from disdipe to discipline (Hyland, 2006).

Alternatively, proofreaders may choose limit their service to focusing ageneral,

valuefree rules and linguistic features, such as granandrspellingHyland & Shaw ,

2016; Turner, 2014). Secondly, proefeadingservices are quite costly, and not every

student can afford them (Turner, 2011

Although academic staff may feel reluctant to read unclear ajpdaairead texts
(Turner, 2014), some lecturers doubt the usefulness of preatling services. They
criticise it for disguising lack of literacy (Scurr, 2006), which can be harmful (Shin,
2007). Some authors (eldarwood et al., 201ZFurner, 201b) claim that proof
reading results in the loss learningopportunity for learning.
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Proofreaders see a numbdralallenges in their work too. Firstly, they find it

chall enging to correct studentso wor k wh
(Harwoodet al, 2009). Secondly, proaf e ader s i n Harwood et al
their concerns as to what kinélservices they are entitled to provide. The tendency

these days is away from direct intervention whenproefa der s si mply oOf i
text, to indirect intervention, when premdaders highlight errors, and students are
encouraged to think of theismm mistakes and correct them themselves (Harwood et al.,
2012).

As was mentioned, commercial praeiading services are costly. To avoid high costs,
students may seek alternative ways to check their assignments for accuracy. One such
way is to ask their gas for help. Another way to make their written assignment more

accurate is through online spellirand grammacheckers, such as Grammarly.

3.7.3.2 Peers as an alternative way to commercial proafeading services

Other than external prooéading service, studes may choose to ask their peers to

check their written work for accuracy. While some students may feel the need to seek
support from a single individuateadt hgps
(Turner, 201b, p. 430). In the cases of higéliance on another person to proeéd

oneds written work, the renumeration coul
concert (Turner, 204).

3733 Grammarly as thé€rway woi dmngt ake
Grammarly claims to be the most accurate online gramamd spellingchecker,

providing essential writing support in the English language that goes beyond spelling

and grammar (Grammarly, 2020). The softweleéms tomake the writing clearer,

more readable, and effective (Grammarly, 2020). Sincedfizare was created only

11 years ago, the research around its effectiveness in an academic environment is

scarce. Some of the strengths and weaknesses of the software are identified by three
EFL postgraduate student s Thathreepdricipamts i a i |
have been using the software for an extended period of time and have identified the

following strengths of Grammarly:

1) the usefulness of the feedback for their future learning. Explanations, examples,
and suggestions for change wetentified as useful and resulting in writing

improvement;
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2) ease of access, i.e. a simple and straightforward sign up process;
3) availability to the public, i.e. free of change, and

4) speedy error evaluation.

O6Neill & Russel/l (Wzh09f @eyree @rd pdiegreetstadeéntsr e s e a |
from CQUniversity in Australia related to the effectiveness of using Grammarly by

TLAs prior to their meetings with students. Fifgur students constituted an

experimental group receiving feedback from TLAs, whedeld which mistakes
identified by Grammarly were relevant to
= 42) received traditional feedback without the use of the software. Students in the
experimental group noticed that the TLAs did not comment oresnors identified by

the software but TLAs could explain why those could be ignored, which most students
considered a good learning point. Overall, students in the experimental group were
satisfied with the amount of feedback on grammar provided by Th@sever, they

noticed a lack of focus on context and content. By the end of the research, none of the
students from the experimental group felt the need for further writing support with their
assignments. In contrast, the control group was in need oéckeglanations of their

errors and further writing support.

While prootreading services mainly help students with surface level corrections, and
TLAs assist with structural organisation of a written text, a number of researchers
suggest that providingtudents with assignment exemplars may be beneficial for
student s6 adyv aBel et ahe2013; Hawe etvalr, 200.9; Hhegdry &
Anderson 2013; Hendry et al., 20M8ingate, 2018).

3.7.4 Assignment exemplars

Assignment exemplars are pieces of workalby previous students, which represent
guality and competent w({012b)stndy refe&en that,enr , 1
order to adapt to the new discourse community, students prefer exemplars of written

work done by previous students or feedbaiakvided by the tutors on their own piece

of writing. Students in her study claimed that such a mode of writing support gives a
realistic picture of the expected standards. This finding is supported by other research in

the field (Bellet al, 2013; Haweet al., 2019; Scolest al.,2013).
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Various studies give additional benefits of using exemplars in relation to written
assignments. Exemplars give an idea of how thepeaduct should look in terms of
structure and teacher expectations (Hawe et al., Zxdfeset al, 2013), and present
specifics of new writing genres, such as a case study or a report (KfeAdiyerson
2013). Students also report advancement in their disciplinary knowledge through
reading and understanding the content of exemplarsd€tawal., 2019). Additionally,
exemplars facilitate student reflection on their own writing and can help to identify

areas for i mprovement in studentsd own Wwi

Research also shows that exemplars negatively correlate with psychidiacfices,

such as anxiety (Yuceletg2 01 4) . Assignment exempl ars r
confidence, raise their sedsteem, and motivate students to try harder and do better in

their future studiesHawe et al., 201%dendryet al, 2012). Overall, stughts express

their preference for assignment exemplars over outlined criteriadiBall 2013).

3.8 Chapter summary

This chapter provided a definition of academic kedpking behaviour. It then

discussed various adaptive hskpeking strategiedat students may employ in HE
institutions withEMI. It also discussed ndimguistic attributes that contribute to
utilisation of adaptive helgeeking strategies, i.e. selfficacy, agency, and motivation.
Thechapter then presented several avenuestadnay employ as their adaptive Relp
seeking strategies. One of the major avenues is SLCxhapger discussed the origins
and development of SLCs and, the changing nature of ditods. Challenges that

TLAs face in order to accommodate the demandbektakeholders, i.e. students,
academic staff, and university as a whelere addressed. As an alternativedaptive
help-seeking strategy for using SLC servicasnmercial and free welbasedproof
reading services were discussed. Additionally, studes 6 use of peer suj
to proofreading was detailed. Tlohapter also discussed the usefulness of assignment

exemplars.
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Chapter 4. Research Methodology and Methods

4.1 Introduction

This chapter presents an overview of the reseaiethhodology, approach and methods

employed in order to answer the following research questions:

RQ 1. What challenges do international L2 students in the edflgetury
encounter throughout the first year of their university studies as they attempt to

meet the academic writing standards demanded by their institutions?

RQ 2. I n what way do international stu
including preparatory academic English coursesh as IELTS, successfully
prepare these students for the hajes they encounter throughout the first year

of their academic study?

RQ 3. How do the studentsd perception
practices, including their prior learning, consciously change as their first year of

study progresses?

In brief, the research sought to examine what challeingesationalL2 students

encounter in relation to written genres demanded by their institutions in the early 21st
century and how, why, and when, thge stud:
that they bring to their first year of academic study, change as their first year unfolds.

As indicated in Chapter 1, these prior perceptions are often developed in the courses
associatedavith international language proficiency tests (e.g. IELTS), gbineiparatory

courses, or the education that students receive in their home country. Also as mentioned
in Chapter 1, such preparatory courses are often, among other things, problematically
examfocused, taught by those without the expertise relevanttd thede nt sd ac ad
pathway, and lack a focus on the type of genres and specialist vocabulary that the
students encounter at university. Nevertheless, mtmshational 2 students

throughout the course of their first year of study learn to successfuliywveitip, and

adapt to, the demands and challenges of their first year academic writing practices. It is
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the experiences and emergent understandings that impact on this process of change and

adaptation that the study was primarily interested in.

In order to answer the research questions, a qualitative multiple casegpudgch

was employed. This involved tracking the academic writing experiences of four
international L2 students throughout their first year of academic study as they engaged
with the writing demands of their academic courses in NZ universities. This chapter
explains and rationalises the nature of the case sippiypactemployed. It begins with

an explanation of the researcherds worl d
researcher identity, informed the initial design of the study. Following this, the chapter
describes why a qualitative methodology was chosern&rdsearch, and then why the
case study was selected as an appropriate qualitative approach. Next, | explain the use
of the longitudinal, embedded multiple case study design employed. After that, |
describe the data collected for the case study, as svelhare and when it was

collected. | then describe the selection method and criteria, as well as the participant
recruitment process. Following that, | detail data collection procedures and the way the
data was analysed. Research quality assurance idifwissed in terms of reliability,
validity, transferability and dependability. Finally, | reflect on the ethical and legal

considerations for this research. The chapter is then summarised.

4.2 Worldview

Worldview as a philosophical orientation thwatilds foundation for research (Creswell

& Tashakkori, 2007; Teddlie & Tashakkori, 2011). It informs ontological (theory of
being, e.g. tangible versus intangible), epistemological (theory of knowledge, e.g., tacit
versus explicit), and axiological (a thvg of beliefs, e.g. researcher versus participant)
aspects of inquiry (Poultet al.,2016), as well as the methodological orientation of
researchFoulter et al., 201@Riitaojaet al.,2010; CreswellJ. W.& Creswell,J. D.,

2018).

The design of thistudy is informed by a social constructiamsrldview. A social
constructionisworldview suggests that realities are socially constructed, and

individuals confer diverse meanings on own experiences (Hua, 2015; Weinberg, 2014).
At the centre of socialanstructionism are human activities and their impact on

meaning construction and understanding (Hua, 2015; Lock & Strong, 2010).
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Danziger (1997) identifies two strands
first strand mainly draws on the vksrof Foucault and is concerned with issues of
power, the articulation of subjectivity, and the relativity of knowledge. It is the latter
strand, light social constructionism, that is employed in the current research. Light
social constructionism recognssenultiple possibilities for meaning even with regards

to conventions, traditions, and norms (Lock & Strong, 2010). Social constructionism in
this strand cautions individuals to be suspicious even of their own assumptions of how
the world appears to be,a@to question whether the categories with which one sees the
world actually refer to real divisions (Burr, 2015). For example, social constructionism
questions the traditional division of humans into males and females as distinct types of
humans. Given thpossibilities of gender rassignment surgery, such traditional
classifications of human beings into men and women, proves to be ambiguous (Burr,
2015).

Furthermore, in social constructionism, the meaning of human activities is culturally
and historical relative (Burr, 2015). Social constructionists perceive that certain
human activities change with the progression of time and differ across cultures. As
such, they depend on the particular social and economic situation dominating a culture
at a specificgime (Burr, 2015). Consequently, the understanding and meaning of
particular events may differ across different situations (Lock & Strong, 2010).

0 |

Soci al constructionists seek an under st al

signi fi can d\alkelr, @015, 537)c Tihey befligve tlfat of the best ways to
gain knowledge of social phenomena and understand its meaning is through the
examination of social interactions (Lock & Strong, 2010; Walker, 2015).

In light of the research questions, andthelstudb s i nt enti on to capt

influences, experiences, and practices of four international L2 students as they

attempted to meet the academic writing demands of their first undergraduate year, it was

determined that multiple longitudinal qualitve case studies would best suit the

methodological requirements of this research. The selection of this approach allows the

research to reveal the meaning of the pal

academic writing practices at different timbsoughout the research. The case study
approach is detailed in Section 4.4 below.
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4.2.1 Researcher identity

As well as a social constructionist worldview, my own identity as an international

student has contributed to the design of this study. The resgarghen dent i ty an
assumptions are shaped by their sdugiorical locations and influence the kind of data
collected and the way it is interpreted (Chikkatur & Jeviedker, 2013; Hammersley

& Atkinson, 1995). Indeed, my own values and assumptions abewmational L2
studentsod writing experiences were shape
L2 student in NZ, which, in turn, resulted in the emergence of the research questions, as
well as type of data to be collected and the best way to analy¢ledh embarking on

my own undergraduate journey in NZgalised that my previous knowledge of

academic writing could not be easily transferred to writing in a western academic

context. In the course of my studies, | realised that what | had been thoght a

academic writing at highly regarded educational institutions in Russia had very little
relevance for the writing practices demanded at the New Zealand university where | was
studying. This change in my own perceptions of academic writing sparkedargsin

in the perceptions of other first year international L2 students as far as academic writing

in their areas of study was concerned.

Studying in NZ as an international L2 student myself, | had to adapt to a new language
as well as a new learning style, one that was very different from that of my home

country. | also had to find ways to overcome the many obstacles that occurred

throughot my first year undergraduate study in an Engippaking countryAs a

result, when | began designing this study, | had a personal awareness of how cultural

di fferences might i mpact on the particip:
processes, asel as their interaction with myself as a researcher. For example, | was
aware that the participants, as international L2 students, might not feel comfortable
sharing their lives, worries, and concerns (Patton, 1990; Seidman, 1991). However, |
believed thaa research design, such as a longitudinal case study, would overtime, allow
me to present myself as a sensitive and apamled investigator, who was interested

and respectful of otherés opinions. This
betweerthe participants and myself, and encourage them to share their stories

(Seidman, 1991). The qualitative nature of the research would also allow me to pick up

on the rich and complex nuances of their study experiences.
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4.3 Methodology

In order to exmine the influences, experiences, and practices of firstiyeginational

L2 students that impact upon and lead to changes in their academic writing processes, it
was crucial to develop rich descriptions of the events that took place as their academic
year unfol ded. It was also cruci al to und:«
events, as ultimately, it is the participants themselves that have an awareness of their

own experiences in a particular context. As a result, a qualitative methodiblagig, a
systematic investigation into social phenomena and human behaviour in its natural
settings (Litchman, 2012), was identified as the most suitable for carrying out these
research objectives, which ultimately focus on finding out how people make sé

their daily experiences (Gubrium & Holtein, 2003; Kvale, 1996; Litchman, 2012;

Merriam, 2009). In other words, a qualitative methodology can allow the researcher to

i nvestigate the phenomenon under study f
(Sarant&os, 1998). Similarly, as Stake (2010) argues, the aim of qualitative research is

to figenerate description and situational
analysis of the problem under investigation based on an indiviualerstandig of a
phenomenon. Accordingly, a researcher who uses a qualitative methodology usually

relies on indepth discussions or observations of the study participants in order to reach
their findings (Litchman, 2012). The selection of a qualitative methodalsgyguides

the selection of data collection methods and tools, as well as the procedures for data
analysis. The qualitative case study approach employed for this study is discussed in the

following section.

4.4 Approach

A qualitative case study ap@ach Swanborn, 2018was selected for the study as being
able to best provide an extensivedpth account of the influences, experiences, and
practices of first yeanternational 2 students that impact upon and lead to changes in
their perceptions adicademic writing processes. This section first provides an
introductory description of the case study approach. It then looks at the benefits and
disadvantages of the case study, followed by a discussion of the different types of case
studies and case styidesigns. Finally, it describes the case study approach used in this
study.
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4.4.1 The case study

The case study has been viewed in different ways. 2003 views it as an empirical
enquiry. Eisenhardt and enpricaldésaiptonofaz 007 )
phenomenono (p. 25). Christensen and Car |
examination of a sitwuationo (p. 243). Ot
(Eisenhardt, 1989), a research paradigm (Gahal, 2011), or a research approach
(Swanborn, 2018). Following Swanborn (2018), | consider the case study as an

approach to interpreting rebfle events by means of various data collection methods of

different sources of data.

A case study research startswitethi dent i fi cati on of what ¢
object of studdyf efiwiotnhtienx tiot s( Yrienasl 2014, p.
under scrutiny. Stake (2006) explained t|
For example, aase may be a single person or a group of people who are representative

of a particular phenomenon (Merriam & Tisdell, 2016). A case study can also be a
representative programme, policy, organisation, or community (Merriam & Tisdell,

2016). Although knowlege of a wider social context is important in understanding the

case holistically (Taylor, 2017), it is important to draw clear boundaries around the case
(Merriam & Tisdell, 2016). If a case cannot be boundedifearced i (Merriam &

Tisdell, 2016, p. 38 the phenomenon under study cannot qualify as a case.

In its core, Swanbor(2018)states that case study research analyses and illustrates the
social world as a detailed fAanalytic nar |
the researcher with detailed description of the historical events that influence the
research participants®é goals and prefereli
and contexto (p.214), which allow the res:
providing the resarch with evidence of historical events (Bates et al., 2000). The notion

of danalyticd can refer to the process o0f
and perceptions and their line of reasoning based on the information they possess and
their stategies to overcome any constraints that are presented by the context, and

restrict their actions (Swanborn, 2018, p. 14). The analytic part of a narrative also

embeds theoretical concepts and theories to the narratives of historical events described
by the participants (Bates et al., 2000). As a result, the exploitation of narration and
analysis is believed to yield a better explanation of the investigated phenomenon than

each could do alone (Mgin, 2016, 2019).
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When reporting the findings from a casedy, the researcher narrates a story that
provides an empirical understanding of the studied phenomenon in an informed and
clear way (Hancock & Algozzine, 2017). In shaping the story, the researcher makes
conscious decisions about which features are gtiapbically and discursively relevant
and crucial for the final report of the findings (Livholts & Tamboukou, 2015; Sarangi &
Candlin, 2004). The narrative of the findings in the current research is often shaped
around Ocr it i c eetal b7dentified i eachCase stuyldyatis,
moments where participants exhibited their beliefs, processes, and practices in a
particularly challenging context (Candlin, 2000; Caneéliral, 2017). During such

critical moments participants evaluate tHe#haviour, develop a sense of what is
possible, adjust own behaviour to a particular situation, and later reflect, discuss, and
develop own beliefs, processasd practices (Laws, 2020). The observation and
analysis of these critical moments allows theeegcher to acquire empirical knowledge

of the participantsdé behaviour and thougl

4.4.2 Benefits of the case study approach

There are certain benefits of using the case study approach. Firstly, the case study
approach enables the researcher to use multiple sources of data collection, which allows
the observation of a single rdde event from multiple perspectives (SimonsQ20

Yin, 2006). The data collected by means of various data collection sources can provide
holistic indepth information on single processes in particular contexts (Simons, 2009)
and inform the researcher of unique aspects of the studied phenomenon2®0ély,

The collection of multiple sources of data can lead to another benefit of the case study
approachthat is, richness, specificity, and depth (Berg, 900 attempting to find the
answers to fAwhat o, A h cesearcher gaihs ifivalllelledinsightse s t |
about the perceptions participants have of their feelings, actions, and life experiences
(Simons, 2009). Such insightan reveal important case characteristics that may have

been previously overlooked or may not haeeibgiven sufficient significance (Simons,

2009 Yin, 2012).

Another major benefit of the case study approach is that it can facilitate the generation
of theory (Kiely, 2005). This usually happens through the use of an inductive process,

i.e. moving from a observation and scrutiny of the individual case, to a comparative
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analysis of different cases, to the building of theory (Christensen & Carlile, 2009).
Following the inductive process, the researcher first discerns possible relationships
between aspectd the collected data from each individual case. That is, comparative
analysis of two or more cases allows the budding of themes, increases understanding of

the phenomenon, and results in theory development (Taylor, 2017).

The case study approach alsastsghe reader of a case to better and more clearly
understand the phenomenon (Cokeal, 2011). This can be achieved by means of

reporting casdased themes and theories through narrative description (Creswell,

2013). When writing narrative descriptiof research results, the researcher describes
events and participantsd experiences whi l
knowledge from literature (Simons, 2009). The combination of theory and narrative
description of research results provides tkader with a fuller picture in comparison to

the presentation of abstract theories alone (Creswell, 2013).

4.4.3 Disadvantages of the case study approach

The case study approach also presents certain disadvantages. The first involves the
collection of larg amounts of data. As mentioned above, to gain an understanding of
the different possible types of information offered by a particular case, it is often best to
employ a variety of data collection methods. However, the use of different data
collection metlds and the resulting collection of multiple sets of data may become
cumbersome and hard to process (Cohen et al., 2011).

Another problem involves the ofterecessary development of personal relationships

with case study participants. Simons (2009), fstance, suggests that knowledge in a

case study is typically eoonstructed through the building of relationships with the
participants and through the objective viewing of their reality. However, such personal
involvement in a case study may be problemati as it may resul t i
and affect the partici pant €dhentetraly 8001; i n t h
Yin, 2012).

Another major critique of the case study approach is that it often offers a poor basis for
generalising (Yin2009). This problem arises due to the fact that the case study under

investigation is closely linked to the specific time and space of the participants.
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However, a case studydés results do not u:
rather rely @ analytical generalising where a particular set of results is generalised
against some broader theory (Yin, 2009).

4.4.4 Types of case study

Runeson & Host (2009) identify four types of case stdegcriptive exploratory
explanatoryandevaluatory A descriptive case study intends to portray a phenomenon.

An exploratory case study seeks an understanding of what is happening in a particular
situation, and results in insights, new ideas, or hypotheses. An explanatory case study
tests existg theories, and an evaluatory case study evaluates processes, methods, and
tools. Given that the aim of the current research istmver the experiences and

practices that impact upon and lead to changes in the perceptions of the academic

writing proceses of first year English2 students at NZ universities, an exploratory

case study is employed. The exploratory case study in my research seeks to understand
how writing practices of first year intei

and leado changes in their academic writing practices.

4.45 Types of case study designs

Yin (2002, 2018) also identifies four case study designs: single holistic, single
embedded, multiple holistic, and multiple embedded designs.

4.4.5.1 Single and multiple

Single designsvolve single cases, while multiple designs involve more than one case.
Multiple case studies are seen as stronger and more reliable than single case studies, as
they allow for the collection of kdepth information from several individual cases.

Multiple case studies are also more likely to allow the researcher to develop convincing
theories about the phenomena being studied (Baxter & Jack, 2008; Gustafsson, 2017).

The present study involved recruiting a number of participants, each with a different
badground and different first year university context in order to identify similarities
and differences within and between cases, and facilitate the development of new

knowledge in the field of academic literacies. Thus, the design of the study was
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multiple. It first involved a withincase analysis, which identified reoccurring themes

and patterns in each individual case (Yin, 2009). This was followed by aca®ss

analysis employed to understand the similarities and differences between the cases (Yin,

2003. The findings were reinforced by existing literature in the field (Vannoni, 2014).

4.45.2 Holistic and embedded

Furthermore, and according to Yin (2003), holistic case studies focus on single units of

analysis, while embedded designs focus on multiple unasalysis. In order to

devel op a

first year experiences, the study necessarily involved a range of units of analysis,

i ncl udi

reqguirements,

result, an embedded design was chosen for the case study approach. In brief, the
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comprehensi ve
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embedded nature of the case study integrated multiple units ofiapnphgsiding

various data for a wider and deeper understanding of the phenomenon (Yin, 2018).

Figure 4.1 presents a visual representation of the case study design for the current study.

Figure 4.1

The Embedded Multiple Case Study Design Employeatifostudy

assignments
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assignments
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Writing Marking Writing Marking
assignment criteria assignment criteria
requirements requirements

Lecturers’ Lecturers’
Student’s feedback Student’s feedback
written written

Interview Interview

transcripts

University C University C
Student 3 Student 4
Writing Marking Writing Marking
assignment criteria assignment criteria
requirements requirements
Lecturers’ Lecturers’
Student’s feedback Student’s feedback
written written
assignments Interview assignments Interview
transcripts transcripts
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As indicated in the figure, the embedded multiple case study design employed for this
research involves four units of analydfsat is, four first year international L2 students
studying in three differerNIZ universities. Embedded in eachtust analysis are five
different data sourcewvriting assignment requirements, marking criteria, stuient

written assignments, lecturer feedback, and interview transcripts.

4.5 Time Horizon

Time horizon may be defined asepresentation of events over a given period of time
(Saunderet al.,2019). Since the current research seeks understanding of international

L2 studentsd prior perceptions of academi
change in the course of theirdiryear of university studies, a longitudinal time horizon

has been employed. Hence the case studies employed in this research are longitudinal.

4.5.1 Longitudinal case studies

Longitudinal case studies examine chronological timelines of events, activities, and
changes in realorld situations over a period of time (Street & Ward, 2012). The main
strength of longitudinal case studies is its capacity to track the changes argaevre!

of a specific event or activity (Saunders et al., 2019). Furthermore, the collection of data
from many different time points provides the researcher with a more precise and

detailed description of a studied phenomenon (Swanborn, 2018).

According toKobayashi & Rinnert (2013), the longitudinal case study has increasingly

been recognised as a beneficial research approach for examining L2 writing, as they

help the researcher identify which knowledge and skills students apply to their writing

at particlar times, and how the use of this knowledge and skills may change overtime.
Similarly, Leki (2000) argues that longitudinal case studies may inform researchers of
the way studentsd writing develops and h

studenté | earning process.

The data collection for this study began at the beginning of the 2017 academic year and
concluded at the end of the 2017 academic year. Each of the four international first year
L2 students were met with three times throughout theaddliiection period. The first

104



meeting took place at the beginning of the academic year where data about the baseline
perceptions of the participants was gathered in order to identify their initial perceptions

of their academic writing practices in th&Z universities. The second meeting took

pl ace at the end of Semester 1 or beginni
availability. This second meeting focused on gathering data about the challenges
participants faced in relation to their ongoingderaic writing practices. It also focused

on collecting data about whether partici |
processes had changed and how they had adapted to the demands and challenges of their
academic writing practices by the middletloéir first academic year. The final meeting

with participants took place at the end of Semester 2. The final stage of the data

collection process focused on capturing further information about changes in
participantsd® per ce pstincluding inforfhatidn bmut theirwr i t i |
strategies for coping with their study experiences and approaching their written

assignments.

4.6 Data

The data for the case studies was collected in the three meetings that took place with
each participant. Theéata sources involved sestructured interviews and

documentation provided by the participants, including writing assignment requirements,
marking criteria, student written assignments, and lecturer feedback on the written
assignments. Fieldnotes werecailaken by the researcher throughout the interviews.
Table 4.1 provides an overview of the data collected for the study, as well as the

rationale for collecting this data.

Table 4.1

Overview of the Datand the Rationale for its Use

Data Rationale
Semistructurel V Establish a rapport with the participants (especially at the
interviews initial interview).

V Obtain information on the context and individual perceptio
of writing practices during firstear university studies.
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V Discuss with the students the relevance of their academic
writing skills that they gained previously to the current writ
assignments.

Invite students to discuss the way their writing assignment
meet the assignment requiremesmisl marking criteria.

Invite students to discuss the reasons for the given grade.
Invite students to discuss what could have been improved
achieve a better grade.

Invite students to reflect on the kind of knowledge they ga
with regards to academier i t i ng fr om t h¢
feedback.

Invite students to reflect on what could have improved the
past writing assignments.

Query studentsd confidenceg
gained knowledge about academic writing in their future
writing assigments.

< << <

Writing assignment
requirements

Gain an understanding of time frames provided for the
students in order to complete each writing assignment.
Gain an understanding of the type of assignments (individ
or group).

Gain an understanding of lectur@rs r e qu i r e men
written assignments.

Conduct linguistic analysis of the assignment requirement
understanding the complexity of the language used by
lecturers in written assignment requirements.

Compare with the assignment requirements impliethb
marking criteria.

Identify areas for subsequent discussion with the participa

< < < <

Marking criteria Gain an understanding of |
written assignments.

Conduct linguistic analysis of the assignmeguirements for
understanding the complexity of the language used by
lecturers in marking criteria.

Identify consistency or discrepancy between what was
required in the writing assignment requirements and what
being assessed according to the markiitgrea.

Identify areas for subsequent discussion with the participal

< <K <

<

<<

Student written Anal yse studentso6é written
assignments studentsdéd writing practice¢
Identify whether student written assignments match the
writing assignment requirements and marking criteria.

<

Lecturer feedbackonV Compare | ecturersé feedbac
the student written assignments.

assignments V Compare studentsd response
feedback withthé ect ur er 6 s f eedbac
Use as a prompt for discus
|l ecturersdé feedback.

<

Fieldnotes Obsene nonverbal behaviours of the participants.
Make notes of the information to be discuss with participal
aa | ater stage, in order n

thoughts.

<<
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The following sections will justify the use of the chosen data collection sources and

tools.

4.6.1 Semtstructured interviews

One of the best ways to acquire knowledge abgatréicular environment is through

the insights of another human being immersed in that environment (Lodlad

Lofland, L., 1995). These can be easily gathered throughttatace interaction

(Kvale, 1996). Denzin and Lincoln (2011) argue thatf@eface interaction allows the
researcher to capture the perceptions of participants that are inaccessible via other

means of data collection, for example, through the use of quantitative methods. In cases
when the rapport is established with the participantsrviews may empower the

researcher to develop joint understanding andarwstruct the reality of the
participantsdéd contexts (Simons, 2009). TI
obtain answers to questions, but to obtain ageipth understamag of the lived

experience of other people and the meaning that they make of that experience (Seidman,
2006) . I nterviews can also provide acces:
and offer ways to interpret their behaviour. As a result, irdess with participants

were selected as a tool for collecting data for the case studies.

Interviews can be classified as structured, unstructured, anesseictured, and the
decision as to which of these useis most usefundis often determined by the nature
of the study itself. Structured interviews, for example, do not normally allow for the
change of order or wording in the questions, and are best suited for demographic
research (Merriam, 2009). In contrast, unstructureehwews are useful when not
enough information is known about the phenomenon, as it is difficult to formulate

precise questions prior to the research (Berg, 2009).

The current research utiliseémistructurednterviews. Semstructured interviews

allow the formulation of an approximate set of questions related to the aims of the study
and are often based on the existing literature in the field. However, at the same time,

they also offer a degree of flexibility to explore unexpected issues raised by the
participants (Merriam, 2009). Sesiructured interviews also provide flexibility for the

order in which the questions can be asked and discussed. The questions became prompts

that all ow for the exploration larfopicor par t |
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area of interest. In this study, such flexibility enabled me to converse with the
participants in a natural manner. It also provided me with the opportunity to react and
expand on the ideas discussed by the participants, rather than limysedf to the

devised questionnaire (Merriam, 2009).

More specifically, the flexibility of the sersitructured interview approach enabled the

i nformal discussion of the participants?©d
criteria, the completed wrégtn as si gnment s, and | ecturero
assignments. For example, discussion about the documentation allowed the participants
to reveal their perceptions about the similarities and differences of their previous and
current academic writingractices. It also enabled participants to discuss the way their
current writing assignments met the assignment requirements and marking criteria.
Semistructured interviews also gave participants the opportunity to reflect on their

| ect ur er s teirfwettendabsmgramentspaind how this knowledge may have

helped them perform better in their previous writing assignments. Similarly, semi
structured interviews also enabled the participants to consider whether the knowledge
they had gained about academwidting would be useful for their future writing

assignments. Berg (2009) argues that, at least in the initial stages, trstraetared

interview fosters informal communication with the participants, by establishing rapport,
forming a connection, anduidding a relationship. Accordingly, the use of semi

structured interviews in this study also enabled me to cultivate trust and develop

empathy with the participants. This was often achieved through an effort to relate to
each student 0s xperiercesulitimately the sersirucured interview
approach facilitated kdepth personal descriptions of their first year academic writing

experiences that provided unique and illuminative findings.

As mentioned above, the interviews were held threediaver the 2017 academic year.

The first interview was hdlatthe beginning of the academic year, while depending on

the participantsd availability, the secol
1 or beginning of Semester 2. The final intew took place the end of Semester 2.

Each interview lasted betwedb and 90 minutes. The interviews were raidhe

campuses of the participants6é universiti

108



To summarise this section, the sestructured intenews used in this study provided a

useful framework for the participants to share their experiences by reflecting on their
academic experiences in relation to their writing practices, and at the same time, to
elaborate on these events within the broadetest of their lives Kvale, 1996;

Seidman, 1991). The use of this data collection tool provided me with a clearer
understanding of what i1influenced changes
their firstyear undergraduate study at NZ universities.

4.6.2 Documentation

Another type of data collected for the case study that contributed to answering the
research questions was documentation. Documentation facilitates broad coverage of the
phenomenon under investigation over a long span of time in diffeeéiiigs and can

be reviewed repeatedly (Yi@002 2005).

Creswell (2@3), however, argues that documentation may be either difficult to source,

may not be accommodating, or inappropriate altogether. Hence, Scott (2017) suggests
that documentation should be evaluated for its fit for the research before constituting it

as a dat collection source. As indicated in Sectibf.5, to answer the research

questions, the documents collected for the case study involved writing assignment
requi rements, mar king criteria, student s
onthestudet s6 written assignments. Rational e
was mentioned in Section 4.6. The use of documents also assisted me in corroborating
and augmenting evidence from sestructured interviews (Yin, 2009). A description of
documentatio collected for the study is presented in the following sections.

4.6.2.1 The writing assignment requirements

The student s d requiierhentswereadlestedgnnorder to understand the
nature of the requir e memforsaidnofinteeshe st ude.
included the due dates for the assignments, the type of assignments (individual or

group), description of assignment tasks, as well as the kind of knowledge and skills

which the students were expected to demonstrate in their assignAugigitgonally, the

linguistic clarity of the assignment requirements was examined to identify any

discrepancies between the requirements and the marking criteria. As mentioned, the
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writing assignment requirements were also used as prompts for questiams in th

interviews.

4.6.2.2 The marking criteria

The assignmemharking criteria were collected in order to understiduednature of the

marking criteria and the grades assigned for each assignment task. Additibeally,
consistency between the writing assignmentireque ment s f or t he st ud
and the marking criteria were examined. The marking criteria were also used as prompts

for questions in the interviews.

4623 The studentsd written assignments

The student®written assignment work was one of the focal points for the current study.

In particular, it served as the focus of discussion in the second and third interviews with
the participants. The interviews included inviting students to point out where in their

work they were attempting to meet the assignment requirements set by the lecturers, and
in which way. Students were also invited to discuss which of their academic writing

skills acquired prior to the current studies were applicable or irrelevant, tcuinent

written works, and in which way.

4624 Feedback on the studentsd written ass

The lecturersf eedback, which i ncluded the | ectur
the participantsd written assi gthanent s, a:
assignment, were also of interest forthisst@y.ce a parti ci pant 0s
returned the hard or soft copy of their assignment with their comments and grades, the
participants were requested to forward them to me for analysis. The feedlmack als
served as a trigger for the discussion o0
assignment, the fairness of the comments and the grade awarded, as well as how they

believed it might impact on their approach to future written assignments.

4.6.2.5 Data colledion timeline and procedure

This section presents a timeline of the case study data collection process from the time
participants were recruited until the final interaction. Details of the data collection

procedure are also included.
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Prior to the first iterview, | asked all participants to email digital copies of their writing
assignments requirements and marking criteria. In total | received 28 writing

assignment requirements, and 21 marking criteria.

As mentioned in Section 4.6, the first interview alm me to establish a rapport with

the participants and obtain information on the context and individual perceptions of
writing practices at the beginning of their first year university studies. Each of the three
interviews were audioecorded. Audio recds were later transcribed for analytical
purposes. During each interview | also took fieldnotes, which were typed into memos in

the NVivo software.

In the first interview, participants were also requested to email me their written
assignments, after theyene completed. Participants were encouraged to provide me

with as many written assignments as they had throughout their first year of study. In

total participants provided me with 31 written assignments. Additionally, participants

were asked to providemei t h a hard or soft copy of | e
assignments once received, even if it only consisted of the assignment grades. The total

number of examples of feedback collected was 28.

As soon as documents were obtained, | digitaliseskthizat were only provided in hard

copy. Then, | analysed the linguistic clarity of the writing assignment requirements and
the assignment marking criteria. Foll owi
assignments paying attention to their relaglip with the marking criteria. The

|l ecturerds feedback on participantso6 wril
the consistency between the focus in the
requirements, and marking criteria. All the docutaéon analysed provided a basis for
in-depth discussion with the participants and was the main focus of second and third

interviews. Table 4.2 summarises the data collection processes.
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Table 4.2

Summary of Data Collection Processes

Data collected Data collection timeframe Details
Beginning | Middle End
(March- (May- (September-
April) August) November)
Semi-structured | A A ¥ One hour on average
interviews three times throughout
the case study research.
v Audio-recorded.
¥ Transcribed.
Writing \ \ ¥ 28 writing assignment
assignment requirements collected
requirements in total.
¥ Collected from
participants in soft or
hard copies.
v Hard copies were
digitalised.
Marking criteria | + ¥ 21 marking criteria
collected in total.
¥ Collected from
participants in soft or
hard copies.
v" Hard copies were
digitalised.
Students’ \ + ¥" 31 assignments
written collected in total.
assignments v Hard copies were
digitalised.
Feedback on \ + v' 28 examples of feedback
students’ written collected in total.
assignments v Hard copies were
digitalised.
Fieldnotes ! A ! v’ Hand-written during the
interviews.
v’ Typed into memos in
NVivo.
4.7 Participants

4.7.1 Participant selection method and criteria

Purposive sampling, which involves hapidking certain participants for a specific
reason while excluding others (Somekh.ewin, 2009), was chosen as the most

suitable approach for the selection of participants. Oliver (2008) identifies this type of
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samping as norprobability sampling, which is common for interpretivased

research. Cohen et al. (2011) also argue that this type of sampling avoids deliberate
representation from the wider population, seeking to represent a certain group of people.
Since he research was directed only at international students whose first language was
not English, and who were in their first year of undergraduate study at a NZ university,
purposive sampling allowed the researcher to select participants that met the criteri
from the wider student group.

Furthermore, given the longitudinal and qualitative nature of the study, as well as the
intended scope and depth of each case study, only a small number of participants were
perceivedas necessary, i.e. between four andsgiklents. Two levels of selection

criteria were utilised (see Table 4.3). If more than six potential participants met the first
level selection criteria, then the second level selection criteria would be utilised to cut
down the number of participants ta.sDetails of the participants selected will be

provided in Section 4.7.3.

Table 4.3

Two Levels of Selection Criteria

First level selection criteria (applied to all
participants)

Second level selection criteria (applied in
case more than six participants
volunteered for the study)

Students had to:

Students had to:

1. Be international students

1. Be representative of a variety of
nationalities and countries of origin

2. Have a first language other than English

2. Be a mix of genders

[#5]

. Have passed the IELTS exam

3. Be representative of a variety of study
disciplines

4. Have met the language criteria for
admission

4. Complete a varied range of written
assessment genres throughout the first year
of their studies

5.Be at the beginning of their undergraduate
studies
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4.7.2 Recruitment process

The participant recruitment process targeted students fromléngeeuniversities in the
metropolitan area of Auckland. Together these universities host a large number of
international L2 students, and therefore provide the opportunity to recruit tiBcspe
population required for the study. Furthermore, all three universities are listed in the top

500 universities internationally (The World University Ranking, n.d.).

The recruitment of the student participants was volurtased and had three

components. One of the primary ways that participants were recruited was through
written advertisements (see AppenBixplaced on student notice boards at the three
Auckland Unversities. Furthermore, as a practicing Muslim who often attends a

mosque for prayers, | knew that many other people who attend prayers are international
L2 students. As a result, | distributed and attached written advertisements on notice
boards in bothdmale and male parts of the mosque at the AUT city cargmef the
participants contacted me after viewing #uvertisemenon a student notice board and
another replied to an advertisement placed in a mosque.

The second way to recruit participants wWa®ugh institutional gatekeepers, such as
undergraduate office administrative staff and Heads of Departments, who have access to
student email databases. The gatekeepers were sent emails where | introduced myself as
a researcher and outlined my studye Hmail also contained recruitment information
including a written invitation to international L2 firgearundergraduatstudents, a file

with an eposter(Appendix C)stating the purpose of the research and participant

criteria, as well as my contacttdds. The gatekeepers were politely requested to

forward the electronic invitation andp®ster to potential participants using their student
email databases. Two of the three universities also advertised the study through their
electronic newsletters thavere publishedbmont hl'y and were distr
university emailsTwo potential participants contacted me after receiving one of these

emails and were recruited.

The third way that participants were recruited involved asking potentialipartis in

person at various university club events. | was able to recruit four participants in this
way. | also asked the presidents of a number of clubs to distribute information about my
research to their new club members, who would presumably bgdaststudents. For

ease of distribution, the club presidents asked me to email thenptstez and
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information about my research, so that this could easily be forwarded to the club

members via their database. The clubs that were approached includedithe wo
Ainternational 0 inspkekeifititfer exawmplte,
support this manner of recruitment, | also joined the Facebook pages of those clubs that
were approached and personally posted invitations to my study. Unfeitymert

responses were received via this manner of participant recruitment.

To sum up, the recruitment of participants for the study was achieved by purposive
sampling. Three ways to recruit student participants were utilised: written
advertisements at wrersities in Auckland, asking gatekeepers to invite students
utilising their electronic databases, and approaching participants in person during club

meetings at NZ universities.

4.7.3 Participants

A total of eightpotential participants contacted me about the study at the beginning of
the 2017 academic year. Four were Arab, two were Chinese, orMexasn and one

was from Sri Lanka. Since more than six students volunteered for the research, level
two selection dteria was required. To represent a variety of countries of origin, two
Arab studenparticipants and one participant from the other three nationalities were
selected (criteria 1). To present a more or less equal gender mix, three of the
participants selged were females, and two were males (criteria 2). The incline towards
a female group of participants was due to the fact that only two males volunteered for
the study. There was naturally a good range of ages and discipline areas. Once the
research progsssed, one of the male participants dropped out after our first interview.
When | approached him to organise our second interview, he asked to be excluded from
the study. Table 4.4 below presents demographic information of all potential

participants who vointeered for the study and which of those were involved or not.
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Table 4.4

Potential Participants and Involvement in the Study

Students | Demographic information Place of Involvement
current study
Age | Gender | Place of First
origin language
Sarah 19 Female | Saudi Arabic University B Selected for
Arabia participation
Reema 30 Female | Saudi Arabic University C Selected for
Arabia participation
Elsa 24 Female | Saudi Arabic University C Not selected for
Arabia participation
Dora 24 Female | Saudi Arabic University C Not selected for
Arabia participation
Marina 21 Female | Mexico Spanish | University A Selected for
participation
Harry 22 Male Sri Lanka | English University C Selected for
participation
Bob 35 Male China Chinese | University B Selected for
participation, but
withdrew
Katherine | 19 Female | China Chinese | University C Not selected for
participation

The four participants who ultimately participated in the study weeathind language

students in their first year of undergraduate studies. Two had Arabic as their first

language (females), one student had Spanish as her first language (female), and one
participant, although coming from Sri Lanka, where Tamil andi&ileseare the

official languages, identified English as his first language (male). The participants were
19-30 years old: Sarah was the youngest (19), Marina and Harry were of similar age (21
and 22), and Reema was the oldest (30). The range of the part@ipagte n der , ag e
disciplinary area studie@nd languages spoken indicate the possibility that the findings

of the study could be applied more widely to those studying elsewhere in NZ.

Reema was the only participant who did not have any educational experience with
English as the medium of instruction prior to coming to NZ. Although all of the
participants had attended an IELTS programme, Sarah, Reema, and Marina also actively
selfstudiad for the exam. Only Marina and Harry, however, were admitted to university
based on their IELTS test results. Marina, Harry, and Reema gained an undergraduate
certificate or diploma prior to their current study, while Sarah did not have any post

secondaryualifications. Reema was admitted to her main studies after successfully
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passing a Foundation Programme, and Sarah was required to take a compulsory non
creditbearing EAP course in her first year of her study. Table 4.5 presents a summary

ofallfourpa t i ci pant sé previous study experien

pathways that they took to be enrolled in their current programmes of study.

Table 4.5

Students' Study Experiences

Students | Study experiences

Previous study in English Pathways to the current study

Sarah International School in Saudi Arabia, Compulsory EAP course during
Jordan and Oman. the first year of undergraduate
IELTS courses. study

Self-study towards IELTS.
Foundation Year at University A.

Reema | English courses in NZ. Foundation Year
Self-study towards IELTS.
Marina | Kindergarden. IELTS

Primary school.

IELTS courses.

Self-study towards IELTS.
Business Diploma.

Harry British school in Sri Lanka. IELTS
BCIS Certificate from an Australian
college in Sri Lanka.

IELTS course.

4.8 Data collection procedures

The following subsections explain the procedures for collecting s&mictured

interview data, the documentation data, and the fieldnotes.

4.8.1 Procedures for collecting seniistructured interview data

Prior to carrying at the interviews a list of potential interview questions was
established (Appendi®) as prompts for the serstructured interviews. The question
prompts were designed to be asked in different ways and in any order to different
participants (Lindlof & Talor, 2002). The interview question prompts Hieadr primary
aims
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1) Establish information about the parti
of previous language studies, pathways to their current studies, current
areal/ cour se of veralpsyghologiaahsthte with vegaeditot s 6 o
their academic studies in general.

2) Establish the participantsd academic \
their first year of study.

3y Establish information aboutlsdcdueedpart i
prior to entering their current major

4) Establish information about the parti
gained academic writing knowledge and skills and their effectiveness of these
during their firstyear undergraduate writing practices. For example, a question
prompt designed tbe asked to the participants at the beginning of their
undergraduatstudies wadVhich of the IELTS skills are relevant for your
current studies™ subsequent interviews throughout the year, the interview
guide included reformulated and retrospective questions, su2h ysu think
that previous learning helped you with your written academic tasks? In what

way?

To ensure that the questions wersvaered in full during each interview, | gave the
participants time to collect their thoughts and used various probing techniques (Bernard,
2013). These techniques mainly involved ephabing anctlarification. Echoprobing
involvedthe repetition of a wak or phrase that had been mentioned by the participant
and which | wanted them to expand on or clarify (Bernard, 2013). The clarification
technique involved rephrasing the partici
under st andi ng mehningstoktheipveords (Becnarg, 2013). 4 das also
aware of norverbal cues that showed that my questions were not clear or needed
reformulating and clarificatiorAny questions from the set of interview prompts that

were covered by the participants irithanswers to previous questions, were omitted

from the interview, in order to maintain the flow of the interaction, and avoid turning

the interview into a questieanswer session.

To ensure privacy, the interviews took place inlpoeked private roomsecluded
parts of student study areas cafes where the surrounding ambience would prevent the

interview from being heard by the public. In order to arrange the interviews, the
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participants were provided with a list of potential time periods for eaehviatv and

were asked to choose a suitable time slot.

4.8.2 Procedures for collecting the documentation data

The data collected for the document analysis component of the case study involved
writing assignment requirements, marking criteria, stusdent w r wotkg, &nd

lecturer$feedback.

Participants were asked to email me digital copies of their writing assignments
requirements and marking criteria, so that they would arrive before the first interview.
However, in most cases participants brought them rasdogpies. In two cases, | had to
assist the participants locate their assignment requirements and marking criteria, as they
were not familiar with the online learning management systems (LMS) of their
universities. In some cases, the writing assignmeqtirements were not provided by

the participants. For example, in one case | was only provided with the assignment
template, and in another, | was provided with only one of two assignment requirement
documents. Once the assignments requirements and maritérga were obtained, any

hard copies of the documents were digitised, and the originals returned to the

participants.

The participantsdéd written assignments we.|
foci of the second and third interviews. At first interview,students were asked to

provide me with several of their written assignments that they had completed

throughout the course of their 2017 academic y&y.student assignments submitted

to me in hard copy were digitalised and the hard copies returned to students.

Once a hard or soft copy of the student 0:
feedback was returned to the students, the participants@grested to forward them

to me for data analysis. For some assignments, the participants were not provided with a
copy of their written feedback. In these instances, they were only able to offer their
assignment grade, or | was able to, with their pesims help them navigate through

their universityds online LMS to retriev
did not provide me with any feedback on their assignments, so this data was considered
missing. Again, any hard copies of the docursewvere digitalised. Table 4.6 indicates

the number and type of documentation received for each participant.
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Table 4.6

The Number and Type of Documentation Received for Each Participant

Typeof | Writing Marking Written Lecturers’
documentation assignment criteria assignments feedback
Participant requirements

Sarah 7! 6 10 10

Reema 8 8 8 7

Marina 5? 2 5 3

Harry 8 5 8 &

Total 28 21 31 28

Note.! involved only assignment requirements for resourtasrking criteria folCommunicating for a

Knowledge Society Assignment 1 (Research Summary) involved only names of the criteria without explanation of

what they involved?assignment requirements ftvetCommunication papekssignment 1 (Source Justification)

involvedonly assignment templattl ect ur er 6s

feedback

consi sted

of the

research question identified by the studefur examples of feedback for the Pragiming 1 paper in Semester 1

and 2 involved Peer Review and Critique Forms.

To ensure that the collected data is correctly interpreted and to avoid ambiguity, it was

necessary to develop a wstructured process for analysing the data. Theatsbysis

process is described in detail in sectio8

4.8.3 Procedure for collecting fieldnotes

During the interviews, | also took fieldnotes. These largely involved observations,

personal thoughts, and ideas that emerged as a result of the ongoing intervies proces

The fieldnotes also included information that | wanted to either clarify or verify with the

participants later in the interviewl@ncock& Algozzine, 201#ua, 2015). | also noted
t h-werbal mehagsioum®ome of the detailgitése non

comment s

verbal descriptions were incorporated into the case study reports to allow readers to feel

on

as if they were present during the interviews. As the fieldnotes were considered a

component

of

nt er vi

e ws,

t hey answvere

anal
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4.9 Data analysis

Data analysis fAis the process of making
and involves interpreting, as well as reducing and consolidating the information. The
dataanalysisprocedures for this study involvélde analysis of the recorded and
transcribed interviews and researcherso |
documentation, i.e. writhng s si gnment requirements, mar K|
assignments, aridd e ¢ t teedbacksob thosét involved acyclic and iterative process

(Hiver & Al-Hoorie, 20191 apan et al., 2011; Merriam & Tisdell, 2QIBesch, 199))

which began once the first data sets were collected

The procedure for the data analysis followed three steps:

1) Organising the data
2) Analysing the data
3) Generating overall themes

Each of these steps are discussed in the following section.

4.9.1 Organising the data

The organisation of the data involved a number of processes. Audiotaped interviews
were transcribed verbatim and transcrigteaked for accuracy. All transcripts were

also read and checked by the participants. Documentation that was not already in an
electronic form was scanned and saved on my personal computer. All data was
organised into four main folders, each designatedtierof the participants. These

main folders included a folder containing all interview transcripts with the participant,
and two other folders namd&emester 1 and Semester 2. The Semester 1 and Semester
2 folders included daughtéolders named after partc i p a n t!im éachpseneser. s
The number of these daughfetders was determined by the number of written
assignments the participant wished to share from their papers. Each of these folders
contained the assignment requirements and marking arigttudent assignments, and

assignment feedback.

I'n Nz, 6épaper6 is known as a 6ésubjectd or OGunitéo
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All the raw data was then loaded into the computer software programme NVivo 11 in
preparation for the analysis. Kvale and Brinkmann (2009) identify the NVivo

programme as a useful tool for organising andcstiring qualitative data. This is
because NVivo facilitatesid e pt h anal ysi s fAusing power fu
visualisat i on tool s that c¢an ayon& Soudergaar20lbB)t | e ¢
NVivo also provides the researcher wittisights and ideas for coding, labelling and
categorisation in the course of the data analysis procage(® Sgndergaard2017).

The raw data was organised in the NVivo programme in the same way that it was
organised in the computer to avoid confusibhis also allowed me to work on each

participant individually. Figure 2.presents a visual representation of the way raw data

was organised in NVivo for one of the participants, Marina. As can be seen in the

figure, data was collected in separate foldeesned after each participant. Within those
folders, data related to each assignment, including assignment requirements, marking
criteria, assignment templates, student s

them, was organised in daughtelders for Semester 1 and Semester 2.

Figure 4.2

Organisation of Documentation in NVivo

@H /5 7 @ - @
FILE HOME CREATE AT ANALYZE QUERY EXPLORE LAYOUT EW
t 1Y D D Claccific ati [~ t Reoo
N \ Videos Classification Sheets Report | ¢
* po=Sl > ¢
Pictures Extract =
Project | Documents PDFs Survey Audios From Other Codebook Check
Aemos S ¥ Status

Sources < | Look for - Search In v | Assignment 1S Find Now Clear Advanced Find X

“| Assignment 1 Source justification study tips Artificial intelligence assignments IELTS language vritten assignme €€ € > )

+ Name Nodes  References Click to edit

98 ‘ Source type: Website (NZ Herald)

;_ APA reference:

Alexandra Wimley, (2015) ‘Greenpeace apprehends illegal fishing in South Pacific’, NZ Herald, Re

The fieldnote data was also recorded in memos in the NVivo software and attached to
each participant 06s idénofytihleeontext of tha sguatidrg dsavellh e |
as any information that might have appeared as significant during the data analysis
process (Lapan et al., 2011; Merriam & Tisdell, 2016) eAample of the fieldnote

data, as it appears in NVivo, can be seeRigure 43 below.
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Figure 4.3

Fieldnote Related to Contradictions in Assignment Requirements

Memos Y contradictions in the guide X

* Name Nodes  Referenc Click to edit

& Artificial intellige 0 0 |l please carefully proof read before handing in. and at the same time The purpose of
& assignments 0 0 || this style guide is ensure that all assignments are on a level playing field. The focus of the marking is
9 blog site 0 0 [] oncontent.

4.9.2 Analysing the data

The data analysis process began with a witlaige analysis (Yin, 2009). This involved
analysing each case study separately. It involved three steps: coding, labelling and
categorisation. The first step, coding, involved examining each line in all theataw

to identify and give descriptive codes to themes in the data related to the research
guestions, including evidence of the par:H
academic writing, their application of these to their acad@mtten assignments, and
their perception of their effectiveness.
interactions with texts and practi¢esich as the writing assignment requirements and
marking criteria, tutorials, group work, and lecturer feedbadleatso identified, as

were any noticeable changes in their perceptions of academic writing in light of these

interactions. Figure 4.below presents an extract of the initial coding of the data with
the descriptive names for each code.

Figure 4.4

Initial Coding of the Data

| academic writing () English was hard at the beginni 3¢

$ Name Sources Referen |* ce 1-0.20% Coverage NI
(0) student wants to master the language faster 3 7 El
i - i i ions? H
B e hariGl e heanniaol SEmeTEr 4 14 Was it easy for you to understand these instructions? 3
") expectations of [ELTS classes 2 10 z
7) student understands the difference between different types 2 2 b) E
- 7]
student is disappointed in the level of teaching at IELTS cour 4 10 Noo @
7) student finds a scllution to suit her study expectations or to 4 10 g
) student feels proud and happy that she got higher results th 2 2 ce 2 - 1.36% Coverage
the way mistakes were corrected in [ELTS classes 3 7
= R - - - 1 think at the end of the course 1 was like its enough. | tried to keep over the English but ts like
) students in IELTS classes have different type of mistakes whi 2 2 R
need to understand, have better understanding. Its not easy. Some words | would describe
VENTC mtdes T Bt Fomon bl bt - -
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The second step of data analysis, data labelling, was carried out in several stages. Data
labelling involved assigning labels or names to the identified themes and patterns during
the coding stegNominated labels were concise, clear, and diverse and provided

minimal information about each code in relation to the research questions (Hiver & Al
Hoorie, 2019).

The final step of the data analysis, categorisation, involved placing all labels into higher
level parent categories. At this stage, some initial codes were renamed using concepts
from academic writing literature, the list of interview questions (Dornyei, 2007), as well

as the metaphors and analogies used by the participants (Dornyei, 20013eTie
participantso direct speech in the categ:
unique and authentic (Rosch, 2013). As shown in Figédle original code name
OEnglish was hard at (Rgbred.dwasdatenlabelledg of Se |
60Chall enges compgsedeinfdiicngv ad slculpdr yn@® and

broader category O6Challenges understandi I

Figure 4.5

Categorisation of Analysed Data

New nodes G Aot x
% Name Sources Referen Click to edit
feeling about current studies < 14 || was it easy for you to understand these instructions? "
() struggles in current writing 7 445
#-(7) Challanges following academic writing conventions 2 122 b
#-() Challenges related to group work 2 8 Noo
) Challenges understanding and following assignment requ 4 202
(O challenges with approaching assignments with vague 2 14 13
() Structural organisation of written assignments 2 26 You have a bit of translations and kind of pictures
£ : _) Challenges comprehending discipline-specific vocabul 4 162
@-(7) Challenges with the quality and quantity of the student’s 4 1 (b
#- () Time constraints 2 88 Yeah yeah yeah. | think at the end of the course | was like its enough. I tried to keep over the
Challenges interpreteing feedback 0 0 English but its like | need to understand, have better understanding. Its not easy. Some words |

Coloured visual trediagrams and cluster analysis were also used to assist the
organisation of the preliminary codes into the higher level parent categories. In some
cases, there alswas aneed to break down some codes into more than one category,

mergethem with other codes, or remove them altogether.
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4.9.3 Generating overall themes

The third data analytical procedure included looking for patterns, making comparisons,
producing explanations, and building models from the hitghexl parentategories

across the four case studies in order to develop matepth thematic responses to the
research questions (Dornyei, 2007). This process is referred to as-aagsesmalysis
(Yin,2009). Thed const ant comparati ve usedtotevetbp ( Me
these overall themes. This method invol vi
data with another to determine similarit,]
p. 32). Eventually, four broad categories were identified clagsiyi st udent s é c |

with academic writing in their first year undergraduate writing practices. They were:
1) challenges following academic writing conventipns
2) challenges understanding and following assignment requirements

3) challenges interpreting feedbbac

4) challenges involved in completing assignments on.time

The data analysis also showed that while students were dealing with the above
mentioned challenges, they constantly drew on their: Le§i#thcy, 2) agency, 3)
motivation. These themes were also investigated in relation to the research questions.

To ersure the efficacy of the determined categories, the guidelines mentioned by
Merriam (1998) were followed. Firstly, | ensured that categories reflected the purpose
of the research and provided answers to the research questions. Secondly, the categories

wereexhaustive, which means that all data fitted into at least one category.

4.9.4 Triangulation of data

Triangul ation refers to fAan examination
topic may complement each other to deepen understandingoftthedy t opi c 0 (
al., 2011, p. 99). It is a feature of a multiple case study approach that innulitgde

data sets (Yin, 2002018).

Triangulation has a number of benefffick (2011) sees triangulation as the

combination of data sources, tinees, and observations when studying a particular
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concept. One of the benefits of triangulation is that the combination of data sources
helps the researehidentify, explore, and understand different dimensions of the areas

of study(Rothbauer & Given,@8). Another benefit of the triangulation process is its
ability to provide rigor, complexity, richness, and depth to the data analysis (Foster,
1997). By looking at the data from various perspectives, the researcher is able to extract
enough meaning toegbict various patterns that may constitute theories (Merriam &
Tisdell, 2016).

Denzin (1978) identifies four types of triangulation:

1) the use of various data sources, such as time, space and person (data
triangulation);

2) investigator triangulation when mdien one researcher is doing the research;

3) theory triangulation;

4) the use of multiple methods in an examination of a phenomenon

(methodological triangulation).

This study, which included the collection and analysis of multiple sources of data (i.e.
interviews, field notes, writing assignment requirements, marking criteria, student
written assignments, and | ecturer commen!:
occurred through the constant comparison and arlessking of the findings emerging

from these diférent data sets (Merriam & Tisdell, 2016). Furthermore, to ensure that
emergent interpretations of the data were correct, preliminary findings were taken and
voiced to the participants during the second and third interviews, who drawing upon

their experienes, often suggested improvements to my initial perspectives on their
experiences. This all owed me to i mprove |
i ntegrity of the inferences that one dr a\
Onwuegbuzie, 2007, p.579).
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4.10 In brief, the dataanalysisprocesses and attention to
triangulation, described above, were intended to produce
rigorous findings that would result in an in-depth
understanding the phenomenon under study, as well as the
development of a theory based on the emergent themes and
categaies. It was also hoped that the analytical process
would impact on the reliability, validity, dependability, and
transferability of the results (Onwuegbuzie & Leech, 2004;
Merriam & Tisdell, 2016). These concepts are described in
the next section.  Quality assurance

To add credibility for the research, Merriam (1998) calls for quality assurance. She
considers credibility as a consistency b
experiences. Creswell (28), however, argues that the findings of anyegsh is a
subjective representation of the author 6.
is qualitative in nature and adopts a case study approach, it is necessarily my

i nterpretation of the participeafgualtyd ex p el
assurance are considered. They include reliability and validity, as well as transferability

and dependability. These measures are discussed in tsedidns below.

4.10.1 Reliability and validity

Merriam (1998) states thegliability referstot he abi |l ity that a stu
replicated. Yet, she also acknowledged that it is problematic to reproduce results related
to peoplebdbs perceptions or thought s. Lin
qualitative studies as involving demability and consistency. | have attempted to seek
dependability and consistency in my study by offering an explicit description of my
processes of data collection and data analysis, as well as specifying my position and

worldview as a researcher (see t®et4.2)

Furthermoreto ensure the reliability of my data collection procedures, | was consistent

with the questions asked and the information offered to each participant, only allowing
slight deviations due t o t kseMypagtitipamse of e
also read through the interview transcripts to check for accuracy, and they were also
consulted after the overall themes were established in order to contirosétclearly
depicted their statements. This is often
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triangulationd (Maxwell, 1992). This pro
trustworthiness and consistency of findings.

Validity is the soundnesof the study (Loewen & Plonsky, 2016), or the extent to which
the research findings answer the research question (Gravetter & Forzano, 2018). Any
doubt about the accuracy and meaning of the results can threaten the validity of a study
(McKinley & Rose, 219).

There are two main types of validity: internal and external. Internal validity deals with

how research findings match reality (Merriam & Tisdell, 2016). From the social
constructionisworldview, reality is multifaceted and is based on individuadjs

cultural and historical perceptions of the research participants. Hence, to ensure internal
validity of this study, | was considerat
(Berg, 2009). Additionally, | paid close attention to the contedttane in which

participants approached their writing assignments in order to provide a holistic

representation of their reality (Merriam & Tisdell, 2016).

The second type of validity, external, is the extent to which the results of the study can
be generised (McKindley & Rose, 2019). Generalisation may be viewed from several
perspectives: generalisation of the research participants to the wider population,
generalisation from one study to another, and generalisation from the study to-the real
world scendo (McKindley & Rose, 2019). To ensure generalisation of the research
results from the first perspective, participants were selected to represent a variety of
universities, schools, and discipline areas. To enable generalisation with other studies, |
haveprovided a detailed description of the methodology, approach and research data
employed in the study. | have also explained the data collection and processes of
analysis in detail. Since the resea+ ch i
life writing practices, it is also hoped that this research may be considered generalisable

to the realworld scenario.

4.10.2 Transferability and dependability

Thetransferabilityof a study is the ability for its results to be applied to similar settings
with different participants (Shenton, 2004). This concept of transferability is also
closely related talependability which is the ability to replicate a study (Shenton,
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2004). h order to achieve transferability and dependability, | provided thick
descriptions of the participantsd backgr
academic writing. | also detailed the data collection methods (Section 4.6) and

analytical processdSection 4.9). These detailed descriptions of the study design are

able to provide other researchers with the potential to replicate the methods to establish
whether similar findings may be evidenced. It needs to be kept in mind, however, that
becausethis esear ch deals with individual sd un

particular context, transferability may not be possible in certain settings.

4.11 Ethical and legal considerations

Ethical approval ensures that research on human subjects ethicadlgtptoe
participantsdé rights and eliminates the |
individuals (Creswell & Plano Clark, 2007). Ethical approval for this study was gained

from the Auckland University of Technology Ethics Committee (AUTEC).

Additionally, approval from the Ethics Committee at the universities where the

participants were studying was also obtained before the data collection was carried out.

As the research was voluntamgsed, the participants were informed whatrésearch

consisted of prior to their commitment. They were provided with enough time to make a
decision to take part in the research. Before the commencement of their participation, all
participants were provided with a soft copy of the information slwgtaiming details

about the study (Appendk). Upon agreement to participate in the qualitative

interviews, students were requested to contact me in order to set up a date and time for
the first interview. During the first interview, all participants was&ed to sign the

Consent Form (Appendix), which included general information about the research,
explained the participantsd rights, as wi

further information if required. The following points were statethe Consent Form:

- Participants were to be given pseudonyms to maintain confidentiality (Creswell,
2013);
- Participation was voluntary and withdrawing from participation would not

influence their grades (Cohen et al., 2011);
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- The information provided by éhparticipants was confidential and was not to be
shared with anyone else, except the research and her supervisors (Creswell,
2013);

- All data collected from the participants was to be securely stored, would be used
only to fulfil the aims of the researcénd after that would be destroyed
(Creswell, 20.3).

To ensure that the participants felt comfortable and relaxed duringofdaee

interviews, | provided snacks and (Raltoholic) beverages to the informants after each
interview. In case the participantvere interested in the study results, they were
informed that a written report would be provided at the end of the research period.

4.12 Chapter summary

This chapter presented the research design of the current study. It explained the
resear ch e rtbraughwhich thd daia ag analysed and interpreted, as well as
the i mpact of the researchero6s i dentity
research methodol ogy and research approai
horizon. Following tht, the different data sets were discussed, and the selection of
participants, process of recruitment and participant details were described. The chapter
then identified the procedures for data collection, and the process of data analysis. Next,

it was dizussed why the analytical process, along with the attention paid to

triangulating the results, offered rigor, breadth, complexity, richness, and depth to the
findings. The chapter also provided details about the quality assurance of the results and
conclusons drawn from the analysis. Ethical issues were also considered. Tleunext
chaptes present the findings of the research.
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Chapter 5. Case study 1: Sarah

51 Introduction

The first case study focuses on SarabQ-gearold student from Saudi Arabia,

studying towards a Bachelor of Science (BSc) majoring in Chemistry and Biological
Sciencest UniversityB Thi s chapter begins by provi
backgroundash pat hways to university in NZ. Theg
self-study experience are described focusing on the skills, strategies and knowledge
acquired in relation to academic writing.
experience ate Foundation Programme (FP) and skills, strategies and knowledge
acquired in relation to academic writing
undergraduate degree studies are presented, and details of papers, which the student
chose to share fro Semester 1 and Semester 2 in2@&7academigear, are

discussed.

5.2 S a r aphofilesand educational background

From kindergarten until Grade 4 for a total of 5 years, Sarah studied English at a school

in Saudi Arabia that followed the Britigturriculum. After Grade 4, she studied at an

Arabic school in Saudi Arabia for a year, where English was taught a couple of times a
week and, according to her, was at the b
6 to Grade 7, Sarah studied at aeninational school in Jordan where students followed

both local and British curricula, which meant that some of the material in subjects, such

as maths or science, was studied in both English and Arabic:

Terminology has different names in Arabic &mylish. So, we had to

know both.

During Grade 6 and 7, Sarah had daily English as a Second Language and English
literatureclasses, during which students never spoke Arabic. From Grade 7 until the end
of high school, Sarah studied at an Arabic schoolahrBin, where she had English

classes a couple of times a week. These classes were easy for her in comparison to her
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previous school in Jordan. The classes were following a project approach in teaching.
Sarah did not acknowledge the final five years ofliShdearning at school as a
0seriousd study because students mainly

and delivered oral presentations:

| t was kinda a free hour. We woul d d

like a real proper class.

5.3 Pathway to the current study

When Sarah turned 17, her father found a job in NZ, and the family had to immigrate.
Sarah wanted to enter University A in NZ and study towards a Bachelor of Science

(BSc) majoring in Chemistry and Biological Sciences. Howevet,8in Sar ahoés hi
school certificate was from an Arabic school where English was not the medium of
instruction, Sarah had to prove her English proficiency by providing IELTS test results
with an overall score of 6.0. Another option offered by University A teagain an

IELTS overall result of 5.5 and enrol for a Foundation PrograifRgfor two

semesters. Upon the completion of BRwith an average grade B, the student would

be enrolled in the Bachel ords degree in |

To learn about the exam structure and acquire IELTS skills, Sarah spent six months in

an IELTS preparation course taught at University A. After obtaining the overall IELTS

test score of 5.5, Sarah chose to complet&Bat University A, starting from sumen
semester in 2015 and finishing at the end of Semester 1 in 2016. After successfully
finishingherFP, Sar ah was admitted to her Bachel
However, the student changed her mind and decided to do her degree at University B,
which she believed was more prestigious and provided a better quality of education.
However, University B6és policy dFRhAt not a:
University A as an alternative to IELTS. The previously acquired IELTS results were

alo lower than required by University B (6.0 overall). Thus, Sarah had to sit for another
IELTS test. Sarah was confident that after completing her FP, she would easily gain the
desired IELTS test result. Unfortunately, the test results remained at théesaimand

Sarah had to sit the test yet again.

Believing that taking IELTS classes again would not improve her test results, Sarah

decided to opt in for sebtudy. After three months of sedfudy, Sarah achieved an
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overall score of 6.0 with Band 6.0rfboth writing and reading, Band 5.5 for listening,

and Band 8.0 for speaking. The result was sufficient to enter University B. However, at
University B, every student, regardless of their linguistic or educational background,

had t o t ak e interhatlanguage tes.rSarahtexplairseed that the test was
online and comprised only of 20 questi on:
language competency. Upon the results of the test, Sarah was required to complete a
two-hour perandpaper diagnostitest because the online test indicated a low level of
English proficiency. The results of the diagnostic test further supported poor results of

the preceding test, so Sarah had to take a Communicating for a Knowledge Society

paper in Year 1, which was &RAP course built into the mainstream curriculum.

Al t hough the grade for this paper was nol
she was advised that to develop strong academic skills she had to aim for an average B+

in the paper.

Thenextsulse ct i ons d e tdegrek stuSiesrinachranaogipal oeder.

5.3.1 IELTS classes and selstudy towards an IELTS test
Overall, Sarahwas disappointed with the IELTS classes at University A in NZ. She

expected a great deal of writing practice, as, irunelerstanding, writing was the main

skill when learning a language:
When you learn a new language, you need to spend time on writing.

Sarah felt that written tasks in class were not done to a satisfactory level and were given
to students to fill up spardass time. She was happy to receive a written practice task as
her occasional homework. However, the way she received feedback on her written work
was below the level of her expectations. Written tasks were the only type of homework
studentswouldget. IELS i nstructors would then provi
work by underlining and circling their mistakes, mostly indicating grammar or spelling
mistakes with occasional correction of sentence structure or providing advice on how to
write topic senteces. Nonetheless, the instructors would not explain the way the

mistakes could be corrected, neither did they engage in furthemeoee discussions

with students on how to improve their writing further.
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The only teachestudent type of error correctiatone in class was when the instructor
wrote mistakes made by the majority in the class on the whiteboard to discuss them with
the whole class. However, Sarah did not benefit much from such feedback, as not all of

her mistakes were explained to her, wiibene mistakes discussed were not relevant to

her:
Everyone would have basically different type of mistakes. Some of
them mistakefwill be like the style of writing, the grammar. Some of
them willbelike full stops and dashes.
The communicative teaching method in NZ

that she got used to in high school, where she hadeoee tutorials with her teachers
to discuss her concerns. Sarah realised that her gmit#&s not up to the standard in
order to achieve a required IELTS test score and feedback that answered only some of

her needs was dissatisfactory.

As was mentioned in Secti@n3, after her IELTS course Sarah ssffidied towards her
subsequent IELTS tedtler previous IELTS test indicated that her reading, listening,

and speaking skills were at the required level for admission to her current studies. Thus,
during her selstudy,Sarahmainly focused on IELTS writing skills and techniques. To

do that, shéound an online book from IELTS textbook publishers that had high review
ratings and promised high results to its users. The textbook was so helpful that the

student improved her writing score from Band 5.0 to Band 6.0 in 3 months.

So, | learnt how to anger the different questions. Some questions will
be advantages and disadvantages. Some questions will be like
describe.

Both IELTS instructors and the textbook, that Sarah used for hestsdif, paid a
significant amount of attention to correct gramnian. example, Sarah learnt to be

consistent with her use of tenses:

Use past throughout all your writing. | tend to use past and present

together the whole time.

To boost studentsd test scores in writini

academic gcabulary to memorise:
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Li ke, i nstead of O&ésayaod, |l woul d

Sarah said that IELTS knowledge did not improve her discigpezific vocabulary
that would be of much use for her current study.

Although written genres were not clearly explainedtudents by the IELTS instructor,
during selfstudy Sarah learnt to distinguish between the different types of essays, such
as an Opinion Essay or an Argumentative Essay. Sarah also learnt that an essay type
could determine what ideas to include in tBeTS Writing Task 2. So, an Opinion

Essay had to mention why the student agreed and disagreed with the opinion, while an
Argumentative Essay required the student to present at least three arguments supporting

own opinion on a topic

Before | would just puty ideas and maybe be biased and write only

advantages.
Regardless of the essay type, Sarah remembered that the essay structure had to involve:

- aparagraph with a broad introduction and the paraphrased Writing Task
guestion
- two or three ideas organised into coherenthitten paragraphs

- conclusion.

The paragraph structure for each essay type involved:

- atopic sentence,
- an explanation and exampléor own idea,

- asummary.

IELTS writing skills also involved understanding and analysing graphs and tables for
IELTS Writing Task 1. Sarah perceived the vocabulary used to describe any visual
information in IELTS Task 1 was businegsecific and of littlause to her degree

studies:

It was all business vocabulary: increasing, decreasing. We do have

graphs in chemistry but there are

Apart from the language skills, Sarah found the time management technique central to

gain high IELTStest scores. To optimise her time during the test, the student had to
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learn how to provide concise answers. She learnt how to shorten her sentences by using
one academic word instead of a colloquial phrase, which saved her time in the writing
tasks.

Thiss really i mportant to know how to

lose your time in the long writing.

To sum up, during preparation for IELTS, Sarah boosted her academic vocabulary,
learnt essay and paragraph structure of various written genres. She intpgpoved
academic vocabulary and extended her knowledge of grammar. Additionally, she

developed some tim@anagement skills.

The following subksection presents types of skills and knowledges that Sarah acquired

during herFoundation Programrmeg University A

5.3.2 Foundation Programme (FP)

S ar &Rlaswd for two semesters and included eight courses totalling 120 credits. Her
compulsory core papers were related to academic language, academic writing, as well as
study skills and strategies. Her elective papecsised on communication styles in

various contexts, such as individual and group settings, basic mathematical and

statistical concepts, as well as physical and biological concepts.

During her FP, Sarah had to read a lot of scientific literature relatest @rea of study,
which helped her with vocabulary for lab equipment, actions performed during labs, and

spelling of disciplinespecific vocabulary:
We | earnt phrases, | ike o6greater t

During the core papers, Sarah continued miastdrer skills of writing essays, as well
as familiarising herself with the genre of scientific Reports. She identified that the
difference between an Essay and a Report was in length and presentation: the latter was

shorter and could use bullet points.

During the FP, students were required to produce a number of written and oral

assignments in the area of interest, and great attention was paid to research skills, such
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as using different databases. Sarah also had the whole week devoted to studying how to
reference sources. Students worked individually, and it was quite intense for Sarah, but,
as a result, she was confident in applying the referencing skill in her academic studies.

Overall, Sarah was satisfied with the level of teaching and the knowledgmisted

during her FP. She felt welirepared for her undergraduate degree studies. She was
equipped with such skills, as writing an academic essay fit for a university assignment,
making presentations, and referencing. She also believed she improgedrherar

and boosted her academic disciplgpecific vocabulary. Sarah stated:

It was really helpful.

Detail s of Sarahds academic written asse:
reqguirements and | ecturerso6 feedback are
54 Current academic studies

In order to gain a comprehensive under st
influences, experiences, and practices t|
academic writing processdhge following sectionsdok at certain critical moments

within the narrative arounSar ahd6s engagement with her w
throughout the first two semesters of her academic study at University B. They include

a detailed description and examination of the following:

l) Sardn6s assignment instructions and rel e
compared for consistency

2) Sarahds perceptions about her; ongoing

3)y Sarahdéds writing processes as she att el

4) S a r saappfication of previously acquired writing and study skills

5  The | ecturerds grades and feedback, a:

541 Semesterl

In Semester 1 Sarah took four papers: Computer Science, Biological Sciences,
Chemistry, and MathematicShe provided me with a total of four writing assignment

reqguirements, six of her written assignmi
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The provided Biological Sciences assignments werdass tests, which lasted for 10
minutes and required tigtudent to answer multiplehoice questions or provide short
answers to disciplingpecific questions. The questions were not provided to the student
prior to the class. The grades for these

final grade onhis paper, thus, are not discussed below.

Assignments for the Computer Science and Chemistry papers are described in sections
5.4.1.1and5.4.1.2respectively.

5.4.1.1 Computer Science Assignment 1 and Assignment 2 (Lab Reports):
Requirements, markingc r i t eri a, and studentos r e

Sarah shared two out of nine Computer Science assignments, which were referred to as
Lab Reports. Assignments were provided in a paper manual that students could either
purchase from the school or download froma timiversity LMS. All nine assignments
contributed a total 20 percent towards the final grade in the paper. Each assignment in
the Computer Science paper had to start with a Lab Summary where students self
evaluated and seHdnalysed their own learning messes and knowledge gained through
completing each assignmehigure 5.1 provides an example of the structural

organisation of a Lab Summary provided in the manual.

Figure 5.1

Example of a Lab Report

For example:
COMPSCI 111/111G Lab Report

Name: Fred Fish
Lab Time: Wednesday 10 -~ 1pm
Lab Number: 01

| experimented with the operating system and learned to use some
options that | hadn't seen béfore. Initially, | couldn’t find the folder
options, but they were obviotis once | was shown where they were.
Overall a useful fab.

Q1 ...
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Following Lab Summaries, students had to provide answers to the questions that related
to the study material. The assignment questions were written throughout the manual, as
underlined in Figure 5.2. Assignment questions were preceded by brief infarmatio

which could assist in answering assignment questions. Hovibeanformation in the
instruction manual was not always sufficient to answer assignment questions. Sarah
explained that students were expected to read other study materials prior to agfempti

them.

Figure 5.2

SpreadOut Format of the Assignment Questions and Lack of Information Preceding the Assignment Question: Lab

Report 1

Copying Files

a pop-ug re|
(c) Right-click on the file, choose ] Copy | Right-click on the destination location

and choose [Paste |
Copy the Lab01 folder from the CourseRelated folder into the COMPSCI111 folder

on your USB drive. Close the Course! Related folder
<i1p. What is the keyboard shortcut for copying? T
= == =——

|

Moving Files

When you move a file you keep the same file and move it to a different folder.

The methods used to mdVe a file are similar to those used to copy files. Moving

is like copying a file, and then deleting the original. Choose one of the following

methods:

(a) Select the file and drag it from one place to another on the same disk.

(b) Right-click and drag to a new location, choose [ Move Here | from the pop-up
menu.

(¢) Choose — [Cut]and then — [Paste] at the destination &

(d) Right-click on the file, choose [Cut]. Right-click on the destination and choose C\/(\(’/O/\v‘
e 2] _(Q},o/
Q14: What is the key,b,o‘.,"d shortcut for cutting? _L_.TRL Xr .

The majority of the assignment questions required naming icons, providing keyboard
shortcuts, or screenshots. For example, as shown in Figure 5.3, students were required
to name and identify the purpose of an icon. However, as circled in Figure 5.3, the
image of the icon in the assignment question was blurred. Sarah knew that the icon
could be located in a different place on her private computer. Hence, she consciously
chose to use a lab computer when completing her assignment because she was certain

that $1e would easily find it by following its described location in the question.
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Figure 5.3

Lab Report 1: The Assignment Question Related to a Specific Icon (circled in red)

]

Q8: What is the name of the . icon at the far right end of the taskbar,
and what is it used for?

There were no marking criteria for any of tiemputerScience assignments and Sarah
did not feel the need for them as the answers to the assignment questions could either be

correct or incorrect.

The two Lab Reports provided to me were similar in naheace they are presented
conjointly in the next suisection reflecting on any differences in the way Sarah
approached them.

Student 6s work on the assignment
The two assignments for the Computer Science paper, which Sarah provided me with,
were considered easy by the student, as

basic knowledge of using a computer.

As required, Sarah started each assignment wittbeSuanmary. Unlike in the example
of the Lab Summary provided in the manual (Fidud® , Sar ah added t he

Summaryo, which she perceived Omi ssing6 |

A

Just to show t hat itds not a t e

Figure54pr esent s Sar aforbab Répartl. VEhanmunitiag tlye Lab
Summary 1, Sarah wused various discourse |
Afurther moreo, Abut o, fAgenerallyo, which
the moment a problem occurred during the work orL#ieReport until its resolution.

Sarah did not use any contractions because she learnt in her FP that every word in

academic assignments had to be written in full.
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Figure 5.4

Lab Summary for Lab Report 1

Lab Summary:

At the beginning I thought the assignment was complicated, but when I did the
reading before each question I had a better understanding of the questions.
Furthermore, I faced a concept that was not straightforward to me which is file
extensions. I did some reading about file extensions and now I have a better
understanding of what they are used for and what they mean. I have learned
some new techniques to use on my computer such as the keyboard shortcut.
Generally, the assignment was helpful and added to my knowledge.

By Assignment 2, Sarah developed a strong belief that assignments were assessed by
the number of correct answers to the assignment questions and were more important
than the selfeflective Lab Summaries. As a result, Sarah wrote a much shorter Lab

Summary for Assignment 2 and, as highlighted in Figuserbade some grammatical
mistakes.

Figure 5.5

Lab Summary for Assignment 2 (Lab Report 2)

Lab Summary:

The Assignment had a question that was new for me. I had to read the lecture
notes to have a better understanding of URL. Also, the last part of assignment
which was about the wiki, T had a problem with providing a link from my user
page to the main page. I tried different titles till I got the right one. In summary,
the lab was helpful. V/

Lecturerds feedback and the studentobs r el
Sarah got 92.5 out of 100 for Assignment 1 and 94 out of 100 for Assignment 2,
however, she did not check any | ecturer 0:

with senior students and was advised that none of the assignment questions would be
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asked inthe final exam. So, she felt that it was unnecessary to pay attention to the

|l ecturerds feedback on her mi stakes in t|

The finals they wonodét give you the sa&

the | ab. So, it doesnot mat t e

The followingsecoh n pr esents Sarahés assignments f

Semester 1.

5.4.1.2 Chemistry Assignment 1 and Assignment 2 (Laboratory Assignment 1 and
2): Requirements, marking criteria, a

Sarah provided me with two out of six laabatory Assignments for the Chemistry
paper. During the Laboratory Assignments students had to perform lab tests, make
mathematical calculations and then report the lab test results by writing answers in
answer sheets or drawing graphs after making caionta All six Laboratory

Assignments contributed 20% towards the overall final grade.

Assignment requirements for the two Laboratory Assignments provided to me were
written in fourpage documents, which included safety information about the tested
ingredents, formulae to calculate ingredients, and-&tggtep guidelines on how to

conduct lab tests. Students were allowed to bring their writing assignment requirements,
textbook or other resources to labs, but Sarah stated that there was no time to read in

class:

There is just no time to read in cl a
wor k qui ck. Ot herwi se you wonoét co

Assignment].

One of the main concerns voiced by the student at the beginning of Semester 1 was her
lack of disciplinespedfic vocabulary needed farnderstandinghe writing assignment
requirements. The student mentioned that unfamiliar vocabulary was overwhelming and
included lab equipment, such @spillaryd product viscosity, such @owdebor

dluidg and action verbs, such @&sir§ deplacé or develo@ Nonetheless, Sarah was
determined to learn new vocabulary and to understand its meaning. Hence, Sarah

decided to use English to English interpretation, as can be seen in F@gjuBarah
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believal that systematic use of English would improve her overall language skills, as

well as her writing skills in particular.

Figure 5.6

Use of English Words for Unfamiliar Vocabulary in Writing AssignmenuRepents: Laboratory Assignment 1

d Ul IayCTr OUT S11ILd ZCI1 (OIU
the silica using 4 _capillary.

When preparing foAssignment 1, Sarah alssed a seltlevised colour code. As seen

in Figure5.7, Sarah used purple colour to highlight information related to work with a
jar and yellow colour for the information about a thin layer plate. Sarah perceived that
different colour highlighters would help her to easily see information related to different
components of the experiment in the assignment requirements and assist in her work

process during the lab.

Figure 5.7

Colour-Coded Writing Assignment Requirements: Laboratory Assignment 1

Jarsicontaining a mixture of hexane:acetone (3:2)as solvent are provided in the fume hood.
Lower the thin layer plate into the solvent. Replace the jarlid; and allow the plate to develop
until the solvent is about 1 cm below the top of the plate.

By Assignment 2 Sarah was overwhelmed with the amount of academic work and in
preparing for Assignment 2heused onlyone highlighter, as seen in Figur8&.5.

Instead, shstarted circling information with a pen to speed up her preparnatomess.
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Figure 5.8

Student's Use of a Highlighter and a Pen in the Preparation to Laboratory Assignment 2

~r

101"

starch-iodine complex
appearance of the blue colour can be delayed, and the time
reauired for formation of a known amount of iodine bv

uantity of starc
appears

a blue colour due to the
The

immediately.

T

A[l2] is the change in iodine concentration during time ¢, The rate may vary with
reaction conditions such as the concentration of reactants and the temper;
- If a solution containing persulfate ion\is mixed with a solution containing iodide _

2

rate =

Bl
t

-
cal culade

/lfmﬂ}'osulfafeeirpresent:‘\ s
(21 $:0 > L +2504 (1)
8107 + 1 - .08 + 21 (3)

G Cicdx&s}

Writing assignment requirements did not include any marking criteria but those were

providedat the bottom of Laboratory Assignment answer sheets handed out at the

beginning of each lab. As seen in Figurg Where the circled areas indicate the

supervisoros

feedback

on

Sar ahbo

practical andnathematical skillbut there were no language criteria.

Figure 5.9

Marking Criteria for Assignment 1 (Laboratory Assignment 1)

S Assi

Mark: | Section 3 2 1

Preparation Cémpleted BestChoice
prelab, _—"

Results 6.1 TLC plateis-labelled, TLC plate has both
coyrect spotsAare circled | spots in the correct
and the calculations ate, | area and calculations
dérived correctly. //4 are attempted.

6.2 Chlorophyllcalibration Chiorophyll calibration” | Chlorophyll calibration
curve/s accurate to curve is accurate to curve is accurate to
deri\)e the' unknown derive the unknown derive the unknown
corcentration to within concentration to within | concentration to within
0.1mg/ml. Graph is well | 0.2mg/ml. Graph is 0.3mg/ml. Graph is
prepared without any | prepared with no more | prepared with no more
errors. ~ ", | than two errors. //715’,[ than three errors.

6.3 Carotene determined to_ | Carotene determined Carotene determined
within 0.03 abs. Column | to within 0.1 abs. to within 1 abs.
features straight lines [Column has clear band
and has visible band separation.
separation.

Analysis 6.3 Calculations are Calculations-are Calculations are

completed correctly completed allowing for | attempted.
using appropriate units. one or two errors.

6.3 Ql)eslions"regarding Questions regarding
separationand | separation and
absorbance answered absorbance attempted.

| - correctly. // 4‘
NoteCi rcl ed Areas I ndicate t hAssigBomepter vi sordés Feedback
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The student was not worried that marking criteria were provided at the beginning of the
|l ab tests as she believed studentsd grad:
practical skills by achieving correct solutions as the result of latnact

As long as you complete the task and get the right solution, you will

get the highest mark.

Since Sarah could not practice doing lab tests, she had to accept whatever outcome she

could achieve in class

Student 6s worksopethesasé8sghemedback, and
it

Sarah could prepare for practical assignments only by reading and understanding the
writing assignment requirements. However, when conducting her first lab test, she
realised that such theoreticakparation was insufficient for practical assignments. For
instance, her first lab presented her with difficulties when using lab equipment. Without

prior practical experience with lab equipment, she felt anxious and scared:

I dondt want ething.Bbcausetdk S rma lolr a@&amdn | 6ve

never used it, so | was scared.

Assignment 2 presented Sarah witbues related to her mathematical abilities and

using the results from calculations when drawing graphs:
l 6m not good at Mat h.

In contrast, language sldlwere not a concern for the student. As can be seen in Figure

5.10, in Assignment 1, students were requested to provide an explanation for two open
ended questions. Answer sheets provided
In fact, when answerg the first question, Sarah had to use the margin, some space
provided for the second question and then outline the border for the answer. Despite the
limited space for the answers, when answering both assignment questions, Sarah

utilised discourse marke indicating purpose, cause and effect.

Sarah explained that because the questi ol
was the key. Moreover, she believed that the supervisor was only looking for, what
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Sarah call ed, 0key tithefirstitwadsentencds. TtheredorenSarah

aimed to compress her answer into one or two sentences.

Figure 5.10

Answers for a Laboratory Assignment Question in Assignment 1

Explain why it is
i) possible to determine the chlorophyll concentration, without separating the
chlorophyll from the other components of the leaf extract,
\ W
Recause clnorOPhﬂ” s ‘4% OV‘M M £'9

Woory  wacd a<3 - 6honm, o Me PJTJIW\”Z@“ 1?;
] ‘ NS de@ to onuj C’)OYO{)l’“j

/L heE
ii) necessary to separate the carotene from the other components of/th/c]eat extr;ac, ap i /}
before determining its concentration spectrophotometrically.
Becuse cowolene ¢ vl b wﬁbﬂﬁw
doern’l hawe eXogk adoSerbs ‘7% nm” s ab UY el Vn‘//\ we @)

O ek oo oflep we. Seporit 11
Wy @ “w(ﬁw . g)elf e}‘"‘*ﬁk’, Caaﬁﬁw only-

In additiontothes uper vi sor 6s feedback in the

indicated within the answer sheet, as shown in Figurk 5.1

Figure 5.11

Marking of an Incorrect Answer in Laboratory Assignment 1

—— X< \. Y/-
Tohc leaf extract was prepared by c\tmctmg 8() g lcaves with 0.550 L of solvent. The unknown i
1% v/v sample was prepared by diluting this-original extract 100 times. £

Calculate the % chlorophyll by weight (% w/w) in the leaves.
(Hint: Use the equation on page 2 to calculate the w eight of chlorophyll in the 0.550 L leaf extract,

mess =00l X 100 X 580 P77O j

%“/w = SJL% 77/
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Sarah did not understand the meaning of suchveobal feedbackbut the supervisor

was usually wunavailable after | ab tests |
Sarah searched for the required formula online but was unsuccessful. She detided t

the formula was simplified, so could not
answers for her lab assignments stopped when she realised that formula studied in the

lab would not appear in exams.

In summary, assignments in Semester 1 dideguire students to write extensively.

Writing was limited to short sentences or paragraphs. There was no assessment of
studentdéds | anguage proficiency, instead,
mathematical skills.

The next sect isexperidices clatadtoeasadeBia wriing h Semester
2.

54.2 Semester 2

In Semester 2 Sarah took four pap€semistry, two Biological Sciences papers and
Communicating for a Knowledge Society. The latter was a compulsory EAP course that
aimedtostrengt,e Sar ahds academic skills. I n tot
assignment requirements, and four writte]
The writing assignment requirements provided to me for Assignment 1 in the

Communicating for a Knowledge &ety paper consisted only of requirements for

resources.
Writing assignment requirements, student
| ecturersdo feedback, and the studentods r

Communicating for a Knowledge Socigigpes are presented the sectionbelow.

5.4.2.1 Chemistry Assignment 1 and Assignment 2 (Experiments): Requirements,
mar king criteria, and studentbés refle

Two Chemistry assignments provided to me by Sarah were referred to as Experiments

but were simir in nature to Laboratory Assignments in Semester 1. The assignment
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requirements for Experiments were up to seven pages long, however, the format and
type of information was similar to assignment requirements in Semester 1, i.e. they
includedsafety infemation about the tested ingredients, formulae to calculate

ingredients, and stelpy-step guidelines on how to conduct experiments.

In Semester 2, Sarah felt more confident reading and understanding the assignment
requirements. She al$elt much more cdident when conducting lab experiments
because she was already familiar with different lab equipment and lab actions:

|l was so clueless and scared [in Sem
[lab equipmentland like,br eak it and getmto pay f

fine.

Nonetheless, assignment requirements still contained vocabulary that was unfamiliar to
Sarah. However,nlike Semester 1, when she used only English to interpret assignment
requirements, in Semester 2, in order to speed up her preparation pootkss f
Experiments, Sarah started translatinggiplinespecific terminology intder first

language, Arabic:

Hard to just translate from English to English. That would take me

more time to understand.

Figure 5.12

Translation of Unfamiliar Vocabulary into Arabic: Assignment 1

es. 5
S o7
ht/volum*e\aqu
| )this dropwise

g . ¢ TTeATTivmne SuunuL W UIE diUmInium nitrate solution and stir
the mixture using the magnetic stirrer for 5 minutes at room temperature,

C " t . f wZ,\ip))(j’/jl""j\"’ (’3'9 ﬂlpA,b‘) a2

ollect one piece of universal i illa '

G VN e 08 LD pH paper and one glass capillary tube. Measure
Sarahods transl ation of unf amil i ar vocabul

is shown in Figure 5.12 above.
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In addition to translating disciple-specific terminology into Arabic, Sarah also
continued using an Engliganglish dictionary for unfamiliavocabulary that in her
opinion was not necessarily related to her discipline area:

6Containingbé, or, |ike, bdgucti on

translate into English.

Sarah believed that she cadmuhkerdviitterse o6gener
assignments or answers to exam questions. An understanding of such vocabulary, in
Sarahés opinion, could beEmlishiEnglisac hi eved 1

dictionary.

In Semester 2 Sarah also simplified her preparation for Chemistry assigndmeihes.
Semester 1, in Semester 2, Sarah stopped using highlighters when reading the writing
assignment requirements. Instead she simply underlineguarednformation and
instructions that she perceived important for conducting Experiments. When

Experiment instructions provided a sequence of lab actions, Sarah also numbered active
verbs, as shown in Figure 8.1She explained that such marking pd®d her visual
assistance for the order of lab actions during the Experiment. Even though Sarah felt
more confident with lab procedures, there still was lack of time for any detailed reading
during the Experiments, so she had to have the knowledge obhmavform

Experiments, in order to act quickly in class:

In the labs you take all your brief notes and then make experiments.

Thereds no time to read.

Thenextsuls ecti on di scussed the studentods wor
feedback, andthestudéns r ef |l ecti on on i t.
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Figure 5.13

Numbering the Order in which Lab Actions had to be Followed in Experiment 2

EXPER|MI:NIAL VYOI i 7 7o
robls(ethylenedlamine)cobalt(m) chloride.(O)

Preparation of dichlo
g aker with your bench numbers. 1.5 g @

\L I)a clean 100 mL glass be ' :
a:;elt(ll) chloride hexahydrate into the beaker together with a stlr.retr ar e
o mol L~! H202 from the automatic dispenser to the mix uri ’i

S i board. Heat the
g\@he beaker onto the hot plate in the fume cup es

beaker: A i
irri i es. ~
mixture with stirring until the solid dissolv _sk/?p apte

Studentds work on the assi gnmeeflectiononigct ur
In comparison to Laboratory Assignments in Semester 1, there were morenuaeh

guestions in Semester 2. When answering assignment questions, Sarah used discourse
mar kers, such as O6at the beg4Samhexgaihed 6t h
that she wanted to communicate the sequence of her actions during Expebnotents

she worried little about any language errors, such as punctuation, capitalising, grammar,
and spelling. She believed such errors would not affect her besdeise the focus of
Experiments was on illustrating disciplispecific knowledge and practical skills.

Figure 5.14

Sarahés Written Answer to a Question in Experiment 2

‘“‘:L SO\u,Q«m Cdowr Wos dew k ()w(PlL aﬂ HL be{\mmnj) mﬂu/
w\ cokling” en” N Solubion Colowr changed Vo lorkcfreal [ orown

own, Hen oo \S win of Shrring W50y \s adebn) angd ﬂf_\ |
Sl Colowr Chowsyeef o \orow Tolowr {deste, Ken hgrochlenc
ceid s odiee] | 5o Mo Sobdion ColowV™ Cl’wvba! lo %rean. Swr%
05(2&“ CWSS“& &‘“‘w‘ el flen P[ach’ on loP Oﬁ hob

pok ond  He colowr (/-l\awawf Jo pwple " Qauch("
> 4
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Figure 5.5 presents marking criteria for Experiment 1, where circled areas indicate the

supervisorodos feedback on Sarahoés written
that there was no assessment of student s
Figure 5.15
Marking Criteria for Experiment 1
Mark: 4 3 2 1
: Bestchoice b
Preparation: module ed.
» I \ Large crystals  of | Potassium alum isolated | Potassium alum isolated
sy I‘;:‘rg:sic&st:'s igolated | potassium alum isolated | as a powder in high as a powder in small
in high yield. in small yield. yield. yield.
Correct unit  cells | Unit cells, icted with Unit cells depicted with
depicted. one two or more errors.
% All chemical equations Chemical equations for
Aosijeis: for steps in alum steps in reaction
reaction written written with.éne error.
correctly.
All written questions One error in answering | Two errors ip-agswering | Three or four errors in
answered corectly. written questions. written que{;:s. answering written
questions.
TOTAL:
Note Circled Areas Indicate the Supervisords Feedback o
The next section describes Sarahods assi gl
wast i tl ed, the Communicating for a Knowl ec
assignments and the |l ecturerb6s feedback

5.4.2.2 Communicating for a Knowledge Society: An overview

For the Communicating for a Knowledge Society pafarah provided me with two

out of three assignments, Research Summary and Poster. Since the paper was directed

to i mp

rove

Sarahos

had to focus on demonstrating her writing proficiency anduage skills, not

disciplinespecific knowledge:

|l t s an

SCcCor e

[ at

Engl i sh
t he

paper
nt er nal

have t

| anguage

o tak

t es
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All three assignments in the paper had to focus on the same resesstibrglAreas of
interest were defined by the lecturer and limited to beauty, cancer, and psychology, but
students had to specify their research question in the chosen area themselves. For her

assignments, Sarah chose to focus on the effects of chlormatedon human health.

Details for the Research Summary and Poster assignments are descidesbotiors

below

Assignment 1 (Research Summary): RequiTre.l
reflection on them

Assignments 1 for thEommunicating for a Knowledge Society paper was referred to
as Research Summary and involved writing a research summary on the topic of

st ude nt d'ke assigrment regalitements were separated into two documents
assignment requirements and resouecgiirements. Sarah was able to provide me only

with the latter, ashe could not retrieve the former from her university LMS.

Figure 5.16

Hypothetical Example of Resources

Hypothetical example of resources, which meet the course requirements.
My research question: Does beauty therapy improve self-esteem for breast cancer patients?

* |usethree journal articles from the SCOPUS database via the library website (I have now met
the course requirement to have at least three journal articles)

¢ PLUS - | obtain one report published by the New Zealand Cancer Society (found in the library
in hard copy — this is a quality source).

*  PLUS -1 obtain one report via the web from the World Health Organisation (this is a quality
source)

*  PLUS - | use one article from Google Scholar via the library website (this is a quality source)

*  PLUS - | use one psychology textbook to define self-esteem (this is a quality source)

ALL THE ABOVE SEVEN RESOURCES MEET THE COURSE CRITERIA AS QUALITY RESOURCES

THEN...I then access "filler" information from the following two general websites:
*  USABeauty-Today.com
* NZBeauty.co.nz
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Theresource requirements explained what was meant by resoflicessignments had
toinvolvef our o6équalityo6 r esourpeeeevipwed jpurnele of w
articlesThe fourth O6qualityd resource could b
or an article from a leading newspaper. Students were warned that information from
general websites was dubious and students were discouraged from using it. Figure 5.16
abovei | |l ustrates a range of d6équalityodé resou
assignments. Students wemrgcouraged to mainly use scientific databases, such as

SCOPUS or Google Scholar, when searching for resources.

All resources were to be referenced.aBsist students with the referencing norms,
students were provided with the APA referencing conventions, as seen in Figure 5.1
Additionally, a reference list for the Hypothetical Example of Resources (Figuie 5.1

was provided.

Figure 5.17

Guide to APA Referencing

My reference list will be presented as follows:
* in alphabetical order (quality and non-quality resources included) according to the last name
of the first author.
* Indented (hanging first line) and titled ‘References’.
* Asonelist.
* Containing correct and complete details following APA rules, for each type of reference.

In the FP at University A, Sarah was introduced to various academic research channels

and the APA reference format. Hence, Sarah was confident approaching the assignment:

| practiced it [APA referencing] a lot in the Foundation Programme.
So, | didndot really need this [writ

referencing].

The marking criteria assessed students on the following: Research objectives (1 mark),
Discussion/Structure (3 marks), Conclus{@mmark), Written Expression (2 marks),
Required sources (1 mark)-text citations (1 mark), and Reference list (1 mark). Sarah
did not provide me with documentation which explained what each marking criterion

involved.
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The next suksections describe Baa h 6 s wor k on the assignmen
the studentos reflection on it.

{0dzRSYy 1 Q& 62N) 2y (GKS FraaArayyvysSyi

When Sarah read the assignment requirements for the Research Summary, she felt
excited because it seemed to reserabignments in her FP. However, when she
started writing it, she was confused by the required {paeagraph structure for a short
Research Summary. In the FP, Sarah learnt that each paragraph had to develop a
separate argument. In Assignment 1, Sarabeperd that all the information she used

was related to the same argument:
But this is, like, summary of all the research | did. Same topic.

Although she did not see the need for separate paragraphs, Sarah knew she had to
introduce the topic and state gh@rpose of the assignment, as seen in Figuib.the

next subsection. Then, she presented two eviddmased arguments related to two

effects of chlorinated water on health, i.e. bladder cancer and birth defects, which she
found in the literature. Flowing her knowledge from the FP, in the concluding

sentence, Sarah summarised all the information discussed in the written assignment, i.e.

two effects of chlorinated water on human health

[ SOGd2NBENRE TSSRolFO1 FYR GKS dGdZRSydQa NB
Thele¢ ur er 6s feedback was provided in two

a form on aroverall comment on the university LMS.
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Figure 5.18

The Lecturerds Feedback on Assignment 1 (Research Sumn

Note Lecturer 6s RAbsencefahe Kitle (underbinedvirebtlie), Vocabulary (underlined in red),

Grammar (highlighted in yellow), Sentence Length (underlined in green), afekirCitations (underlined in black)

As seenirFigure5.Babove, the | ecturerdos feedback
and related to the following areas of t h

Absence of the title gnderlined in blue): Sarah advised that she swasxcited to share
her research, which she did over several weeks, that she forgot to write the title.

Vocabularyunder I i ned in red): The |l ecturer ¢
6injuries,b,anme x@aenddrieebddi tshh eedf6f eecot s6, 6cond
respectively Sarah was confused by such feedback. While the correction of the first two
words seemed to make her Research Summary sound more academic, the last one,
6showedd, dlignednhdthetassignment requirement to utilise simple

language understandable to lay audience.

Anot her vocabul ary correct iporno dawacst sroe |iantsett
Achl orineo. The st uden t-progduets camot exist withouth at s |
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the product itself, chlorine, she coul d
perceived that the -pcrommcsucatnstd neend itom i lnmgn eod
which would make the assignment wordy and contradict its mainsammnary.

Grammar (highlighted in yellow): WhileSarah agreed that her use of the preposition

was wrong, she was surprised that she had to use the Present Simple tense instead of the
Future Simple. Despite the knowledge related to using the same graalrtestse in

academic writing, acquired in her previous academic studies, Sarah perceived that
Assignment 1 was only a summary of secondary sources and not the research itself.
Hence, when referring to research, she meant the next assignment, Postesrd,heref

she used the Future Simple:

Well, | was like summarising in this assignment and | thought that the
Poster [Assignment 2] would be the research itself. So, yeah, future

[tense].

Sentencelength nder |l i ned in green): Trded | ectur e
sentence into two shorter sentences, which the student perceived as more appropriate for

lay audience.

In-text citations and referencesynderlined in black): Sarah ovkroked the iatext
reference and did not include it in the reference list. ®asah r e f er ence | i st

long and had a single error related to a missing volume number, as seen in BE@ure 5.

Figure 5.19

Reference List for Assignment 1 (Research Summary): Missing Vidlumiger

Gallagher, M. D., Nuckols, J. R, Stallones, L., & Savitz, D. A. (1998). Exposure / / /;W 7
to trihalomethanes and adverse pregnancy outcomes. Eprdem/ology,/
484-489.

Figure 5D belowpr esent s t he | ecturerodés overall ¢

provided via the university LMS.
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Figure 5.20

L e c t u riteem Commewt on Research Summary

Research Objective: 0.75
Discussion / structure: 2
Conclusion: 0.5

Written expression: 1.75
Required sources: 1
Intext citations: 0.75

Ref list: 1

TOTAL MARK (max 10) = 7.75

COMMENT:

Interesting topic and good quality sources used for the summary. However, you research question is a
little too braod. Focus either effects of chlorine on cancer risk or pre-mature birth. Too many health
impacts covered here.

Bring studies a bit more in conversation with each other. Avoid just listing them one after another.
The conclusion does not really reflect the overall findings you discussed in your summary (selective).
This should be easier once you've decided on one particular effect of chlorine in drinking water (e.g.
cancer).

Thel ect urer commented on the broad scope ¢
consequently, the weak Conclusion. However, Sarah linked the comment about the
weak Conclusion to her inability to demonstrate the skills of drawing a conclusion due

to time constraints

| know it needed more work, but | was in a rush, so | just put it. | think

its vague.

Sarah did not understand how she could have improved her Research Summary in
response to the | ecturerés comment about
with each othero. Sarah believed she pre:
improve hempresentation of the research in the subsequent assignments, she decided to
focus only on one effect of chlorine water on health effects. She considered that by
narrowing the scope of her research she would illuminate the problem of linking

different reseah aspects together.

Overall, Sarah was satisfied with the assignment grade, 7.75 out of 10 marks. Although
the lecturer provided the student with the breakdown of the grade, there were no

detailed marking criteria for tdepth understanding of what eavolrk represented.
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The next suksections discuss the assignment requirements for Assignment 2, Poster,
and Sarahdos work on it. Sarahodos reflecti
feedback are also discussed in detail.

Assignment 2 (Poster): Reque ment s, mar king criteria, ar
them

Assignments 2 for thEommunicating for a Knowledge Society papers referred to
as Poster and involved students creating an Al size poster on the same topic as
Assignment 1Sarah did not provielme with writing assignment requirements because

she followed the marking criteria provided in two comprehensive documents.

The first document for the marking criteria, presented in Figutke &&s referred to as

Visual Impact & Design and assessedstidt s 6 abi |l ity to create
poster. The Poster had to involve a catchy title, ¢asgad fonts (examples of

acceptable fonts were provided), and a balance between written text and graphic

el ements. Graphs haddat oi nbteo O6tsheea npl oesstselry diil
Sarah understood as antext explanation of the information in the graphs. The

mar king criteria also evaluated student s
sound, concise, and coherent writing. Sarah tstded that, similarly to Assignment 1,

the language had to be simple, directed to laymen.
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Figure 5.21

Visual Impact & Design Marking Criteridssignment 2 (Poster)

VISUAL IMPACT & DESIGN

EXCELLENT SATISFACTORY UNSATISFACTORY
(0.75-1) (0.5} (0-0.25)
Visual Impact Draws audience immediately | Underestimates the Visually bland. Does
to the poster — visually visual nature of the not atiract the

attractive, with a catchy fitle
{and likely explanatory
subtitle). Colour is
appropriate, maybe relevant
to the topic and colour
contrast is effective so all
text is readable. Uses sans
serif font type (e.g Arial,
Verdana, Geneva, Helvetica,
Tahoma). Initial first
impressions are welcoming
and indicate a carefully
designed poster. Topic is
immediately apparent.

medium. Likely favours
the textual elements.
Visual elements are
probably too small or
preferences lots of small
images rather than
oneftwo large images.
Background may
interfiere with the visual
impact. Images used
may not be particularly
relevant to the topic.
Font type may not be
the recommended sans
serif typeface. Topic
may not be initially
apparent.

audience. Tite is too
leng or difficult to
follow, =0 topicfocus is
not immediately
apparent. May contain
written English issues.
Font type may not be
the recommended sans
serif type font. Draws
audience away.

Visual/Writing Understands the poster Favours either too much | Usually toe much text
Balance medium so there is a good text or too many small evident so that it reads
balance between written and | visuals. Word count more like an essay
graphical elements. probably 750-1000 than a pester. Under
Appropriate use of bullet words. Infrequent use of | values or under
peints, which are true bullet bullets with resulting estimates the visual
peints and not dots in front overuse of the namative | nature of the medium.
of a paragraph. The poster form and excessive use | Takes too leng to tell
does not overwhelm the of long sentences and the message. Poor
reader with text. Word count | Jfor long paragraphs. editing - dees not apply
likely to be 500-750 words. Requires toc much the & Cs’ for effective
Clever use of white space, to | interpretation by the writing. Mo ccherent
create clear divisions reader. Message is not | use of white space.
between sections and easy 1o access — Word count likely to be
appropriate use of space requiring too much T50-1000 or more.
between headings and body | reading. Message could
text and within body text. be said more simply.
Readability Poster is correctly formatied | Poster is corectly Poster may not be
as an Al size. Font size is formatted as an Al size. | presented as an A1
appropriate throughout and Font size is generally ok | size. Font size does not
follows the guidelines. but does not always always follow the
Language is coherent, clear, | follow the guidelines. guidelines.
sound and concise. All Graphs / tables may Graphsfables - too
pictures and graphs / tables | require a lot of reading small making them
are clear and are quality 10 access message. difficult to read.
reproductions. References / Background may
citations may be smaller interfere with
fant, but are still readable. readability of body text.
Direction Clear and coherent direction | Cenfusion in discussion | Very difficult to follow

from intreduction, through
discussion to the conclusion.
Headings clearly guide
reader. Clear sections.
Graphs seamlessly
integrated into overall poster
discussion.

section that makes it
hard to follow.
Headings do not clearly
aid reader. Graphs not
well integrated into
poster discussion.

poster structure. Lacks
coherency and flow
which confuses reader.
Graphsfables are not
integrated into the
discussion.

The second markingriteria, presented in

Di

According to the Academic Discussion marking criteria, students had to integrate

oqualityo

SCUuUSS

on

and

redopusoasdi

Figure 2,2vas referred to as Academic
s tbasddemnitings 6

assessed

B nh

d acéesebi

bl

ab

e

ar gul

section had to provide an answer to the stated research question, which had to emerge

from the Discussion section. The Conclusion had to be sound, coherent, and contain a

clear takehome message. Sarah diok understand why the language requirements

were mentioned in both marking criteria in several places but decided that coherent

writing understandable to lay audience would meet all of them.
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Figure 5.22

Academic Discussion Marking Criterfsssignment 2 (Poster)

ACADEMIC DISCUSSION
EXCELLENT SATISFACTORY UNSATISFACTORY
(0.75-1) (0.5 (0-0.25)
Discussion | Details at lsast 2 studiss [5] ion lacks sources uzed
{one in particular detail with and iz not well linked razulting in a poorly
graph/table) into a coherent | betwsen each Iy . i that
i that iz well linked | D may focus only sounds mare like the
betwsan each studyitheme ‘on one study. Diacussion author’s own opinion rather
providing a cohezive lacks cohesion and than evidence-based
argument. Integrates data introduction may be weak. regearch. Litte evidence
into the discus=ion so that Includes =statistical that the author has
data iz well explainsd components but undervaluss | engaged/ understands the
mesting the statistics the “story” slement of the course's reesarch
requirements but still poster and as such is leas requirements. Displays little
recognizing that this must be | accessible to a general evidence of author's
ible to the audi i Diose not devslopment over the three
and address markers' | assignments. Poorly
the story slements are well concems in the previous two | edited. Written English
i Some writen izzues disrupt message.
topic well and communicatee | English izsues svident but i
a zolid, zound and still understandable.
accessible argument.
Coherently written.
Dizcussion is grounded in
the svidence_
Evidence Prezentz minimum of FOUR | Pressntz minimum of FOUR | Lees than the required
ouality references (a= ‘quality references, however FOUR sourcss andior
outlined in couras nat enough detail of at least raliance on weak
requirements poeted on two studies is presentad — references such as thoss
CANVAS/Learning likely focuses only on ong from the world wide web.
Aezources) with adequats study. Data is not well Data not presented or
detail and relevant data that | integrated into the argument | asimply does not relate to
provides a sound base to ot dose not adequately relate | the queation. Discuasion
anawer the question poeed. | to the question. Findings do | scunde like personal
not zoundly emerge from the | cpinion rather than
damic gources’ avid, . ing from ol
sources.
Conclusion | Providss the answer o the | Gonelusion simply Too brief of no conclusion
research gusstion by letting summarizes the discussion at all. Author does not
thiz emerge from the but doee allow critical provide the answer 1o the
discussion. (doez notneed | conclusionz/leamings to research question or draws
to be a YES or NO anewer). | emerge from the poater's conclusions that have not
Mo new inf i die ion. Likely to be emarged from the
prezantsd. simply repstitive of what haz | dizcussion ssction.
Sound & coherent. Take been stated in the
home mesaage iz apparent. | dizcussion. May introduce
Likely includes the ‘ocutcome’ | new material. The take home
aection of the statistics message iz not always
markshaet. rent.
Citations All sources are referenced. All sources are referenced Mo in-text citations or
100% correct wee of APA in- | but there maybe some minor | inadequats use or
text citations and reference | presentation izzuss in presentation of in-text
list. Comectly presented and | reference list or in the in-text | citations andior poorly
readable reference list. citations. Student’s name iz prezentsd references.
Appropriate inclusion of in- | present on the poster but Continually faile to addrese
text citationz in all sectionz | may not be sasily seen. citation concerns raized by
of the work. Graphitable the markers in the previous
refiarenced. Studsnt's nams assignmsntz. Studant's
i= on poster near the title name may not be on
and vizgible. postar.
PLEASE NOTE: poor
refarencing/citafionspara-
phrasing may breach
infegrity requirements and
lead to disciplinary acfion.

Thenextsuls e ct i Sarahdés work on t

t he

ons present

student s reflection on them.

Ve A

{0dzRSY Q& ¢2N) 2y GKS FFaaAr3ayySyi
Although Sarah never creategaster in her previous studies, she felt empowered by
her deeper understanding of the research question gained through the completion of the

previous assignment, Research Summary:
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| liked that it was stefpy-step so in the end | knew what to write
about.l was ready. It was just about organising it and making it look

nice.

For her Poster, Sarah chose a bluish background colour, which seemed to her related to
the research question, itbe health effect of chlorine in drinking water on bladder

cancer. Tadd to the visual attractiveness of the poster, Sarah included two pictures at

the top and bottom of the poster. The top picture depicted a glass of water which Sarah
believed activated the readersd schemat a
indicated chlorine anditshgyr oduct s in a glass of water,
thePoster a scientific look. Since Sarah used these pictures for visual attractiveness, she
did not reference them:

ltés just to fildl unpke tt interestngandt e 6 c oz

attractive.

Sarahoés Poster had four secti oinBater | ntr od:
disinfection, Discussion, Conclusion and Outcomes. In the Introduction and Objective
section, Sarah used the same text from Assignmengarés.18) to introduce the

research topic. In the Poster, she corrected the grammatical errors marked by the

lecturer in Assignment 1 (highlighted in yellow in Fig&&8. The Introduction and

Objective section also included abbreviations, THM and HAMSch were left

unexplained. Sarah believed the abbreviations werelaelvn and did not require an

explanation:

| think there are some abbreviations that everybody will understand,
like, chlorine is CL.

Figure 53pr esent s Sar ah 6 sme€seation, where bullet paimisd Out ¢
were used to summarise the information from the PdSseah explained that she was

working under time constraints, so did not have sufficient time to write coherent text,

which required a lot of thinking. Sarah believidttthe use of bullet points would

result in a quick completion of the assignment and additionally assist her Hfreeror

writing. As a result, she did not precdad the final section, which lacked linguistic

clarity:
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Shorter to write in bullepoints and, also, | make fewer mistakes this

way.

Figure 5.23

Conclusion

“*Data analyses showed concentration of THM in different countries, and
long-term effect on human health was observed

“*Drinking, inhaling, showering and swimming are different ways of
exposure to chlorinated water, hence swimming showed a higher risk

«»All toxicological data are recent and further research confirms the issue
further studies should be conducted

[ SOGdINBENDRE TSSRoFO1Z FYR GKS &d0GdRSydQa N
The | ecturer ds f eedlWdavaskrovidpdrviamversity leVb andn  Fi
focused solely on the language aspect. Although the lecturer negatively commented on

the complex language that impeded the uptake of the message communicated in the
Poster, the use of tentative language received positive commentsedbadk also
pointed out the studentdés |l inguistic 1inai
Poster were hard to understand, however, it was not explicitly stated whether this issue

related to |linguistic inaccugreadc.i es or t h

Figure 5.24

Lecturer's Feedback

Total out of 8: 5.75

Overall good work Sahab, The uptake of the message is affected by written english issues - and unnecessary
complex language - so this may make it hard for yvour stage 1 audience to understand. However you present
sound evidence and have appropriately softened the language to be less black and white. Watch the
introduction - very hard to understand.
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The next section provides answers to the three research questions based on the

information from the case study described in this chapter.

5.5 Within -Case Analysis

The current section attempts to answer the three research questions drawing on the

i nformation revealed in the process of

5.5.1 RQ 1. What challenges do international L2 students in the early 241
century encounter throughout the first year of their university studies as
they attempt to meet the academic writing standards demanded by their
institutions?

Throughout her first year of undergraduate study, Sarah encountered a number of

challenges that carelorganised into four larger categories:

1) challenges following academic writing conventions;
2) challenges understanding and following assignment requirements;
3) challenges completing assignments under time constraints;

4) challenges interpreting feedback.

The following subsections provide detailed analysis of challenges in each category.

5.5.1.1 Challenges following academic writing conventions
Sarah encountered challenges following academic writing conventions which involved
i) challenges comprehending discipliggecific vocabulary, and ii)anfusion about

how to write on a scientific topic to lay audience

Challenges comprehendinijsciplinespecific vocabulary
One of the biggest challenges for Sarah at the beginning of Semester 1 related to
understanding discip@specific vocabulary in the assignment requirements for her

major subject, Chemistry. Although she had acquired a certain amount of discipline

specific vocabulary in her FP, the amount of unfamiliar vocabulary in her degree studies

was so high, that Sard#lt overwhelmed. As discussed in Chapter 1 and 2, Hyland and
Shaw (2016) state that students tend to struggle with discigheefic vocabulary.
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Scholars (e.gCasanave, 2002; Macbeth, 20Hyland & Shaw, 2016) further claim

that disciplinespecific norms and conventions are best acquired through practice in the
discipline areaTo gain understanding of the Chemistry assignment requirements at the
beginning of Semester 1, Sarah seemadakeuse of certaimneffectivestudy habits.

Jairam (2020) identifies four ineffective study habits, among which aesading

information several times, studying linearly and not drawing connetions between facts,
making disorganised notes with insufficiehe t ai | s, and hi ghl i ght.
ineffective study habit was related to highlightidgthe beginning of Semester 1, the

maj ority of Sarahds assignment requireme.l
1 was highlighted (Figure 5.8 in Sectibrt.1.9. Jairam (2020) states that students

fal sely assume that &éstudyingd happens t|
that students tend to believe that the higher amount of text is highlighted, the more
learning is happening. It appears that alreadthke second lab test Sarah realised that

the use of several highlighters was time consuming, did not empower her much during

the practical tests, but impacted her preparation process for the Chemistry and other
papers. Sar aho6s o hsioeto nesratagiserher leaning bebaviout. 0 a
Hence, when approching Assignment 2 in Semester 1, Sarah started using only one
highlighter (Figure 5.9 in Sectidn4.1.3. Yet, the amount of the highlighted text was

still considerably high indicatingth&ar ahdés | evel of comprehe
requirements was stil/l qguite | ow. 't seel
understanding of disciplirgpecific vocabulary used in the assignment requirements
increased and stappeared to have attainacdtive disciplinespecific vocabulary which

she was confident using in both perceptive and productive skills. Consequently, her

study habit concerning highlightingpproved andn Semester 2, highlighted and

emphasised areas in Chemistry assignment requiremené mainly reduced to such

information as the order of lab actions (Figbr&3in Section5.4.2.).

Confusion about how to write on a scientific topic to lay audience

When approaching her Semester 2 assignments in the Communicating for a Knowledge
Sodety paper, which was a compulsory EAP paper, Sarah was confused about how to
write on a scientific topic to | ay audi el
assignments may be rooted in her academic writing experiences. Although a number of
researcher (e.g.Basturkmen, 201 #Hyland, 2013a; Hyland & Tse, 2007) investigated

the i mpact of EAP writing nor mgeciftn st ude:]
writing, Sarahods devel op esgecificavptiagtseeimaedtoy o f
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obstruct hefrom writing more simply. Sarah did not seem to possess sufficient
vocabulary to make disciplirgpecific knowledge accessible to lay people.
Furthermore, it appears that Sarahos per

further supported her cha@of disciplinespecific academic lexicogrammar.

Sarahés linguistic choices appeared to b
Shesaw the EAP course as an opportunity to have some diseggewfic writing

practice and tprepare for futurevriting demands in her discipline area. Therefore, she

failed to see the importance of having simple vocabulary to discuss complex terms.
Sarahoés expectation that the EAP-speafior se
writing appears to be sharbg other international students. As discussed in Chapter 1,
Section 1.5.41.obo and Gurney (2014) conclude that after preparatory English language
courses within various disciplines in an Australian university, international L2 students
expected to be wefirepared for academic writing demands in their discipline areas. In
Sarahés case, the findings indicate that
studies detracted her from the actual assignment aim, communicating scientific
knowledge to laymerl.t seems t hat Sarahoés | ecturer

writing to lay audience is a steppingstone to a more complex diseggafic writing.

5.5.1.2 Challenges understanding and following assignment requirements
Sarahoés chal |l en gandfolloning dssigmmedteegusréamanisdnivoived

challengesvith thestructural organisation of assignments.

Structural organisation of written assignments

Another challenge encountered by Sarah related to structural organisation of her written
assignmentgparticularly in the EAP paper in Semester 2. For example, the required
structural organisation of Assignment 1, Research Summary, confused Sarah. She could
not comprehend why a short summary of sources on the same topic had to be presented
in, what seento her, an essay structure, i.e. IntroducBady-Conc |l usi on. Sa
bewilderment about the required structure may be explained by her confusion of what
constituted a Otopicb6b and d6éargumentsod. Li
seespacf i ¢ t er mi nol o g sndtherefoteino meedoohclarfieatios. e 6

They further theorise that wordings which are central to academic writing, such as

Oargument 6, ar e tcroammsomd rye nvti lepB)dmi¢hearsi mgf ul 0O
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lecturers, yet present challenges to the students. Furthermomand 8aeet (1998)
claim that lecturers themselves are often unable to specify what the notion of

6argument &6 means.

5.5.1.3 Challenges completing assignments under time constraints
Challenges with time required for completing assignments related taoinséraints.

Time constraints

I n the course of Se me s-$pecific khowledganeerdddos | a c |
comprehension of Chemistry assignment requirements affected the time she could

devote to prepare for assignments in other papers. Onwuegind@eaman (1995)
andCaviolaetal. (20172ar gue t hat ti me constraints re
level and lead to lower test grad#snight be that hasty work in some assignments

resul ted i nbeSesudsshdés second

5.5.1.4 Challenges intepreting feedback
The challenges Sarah faced interpreting the feedback she received on her written
assignments were primarily related to henftision withmarking criteria and the

sSuper vi-gedal fieedbanko n

Confusion with marking criteria and supey i s o ‘vaibal ferdback

Some of Sarahdés challenges interpreting |
to her confusion about marking criteria, which may be explained by two primary

factors. Firstly, several assessed elements were combinedtb@dame marking
criterion, as in the O6Discussion/ Struct ul
assignment (Figurg.20in Section5.4.2.9. Secondly, the language requirement was

included under different marking criteria for the Poster assigh(feguress.21and

5.22in Section5.4.2.3. Saddler and Andrade (2004) argue that unclear marking
criteria, or rubrics, in their terminol o
certain assignmentds requi r edmiaterdastandand p o
demotivation towards academic achievements. In cond@sgs et al. (2017) argue that

explicit and detailed marking criteria may assist students in gaining a clear

understanding of the assignment requirements and, as a result, enharacatienic
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performance. Sarah was steered towards ensuring all marking criteria were reflected in

her assignments regardless of what criterion they were described under.

Anot her i1issue influencing Sarahossiabi | it
about not particularly informative super
which was largely in a form of ticks and crosddgland (2013a) states that compared

to feedback on humanities and social sciences assignments, science assigoments

more nonverbal feedback, often in the form of ticks and symbols, which often

frustrates students. Since Sarah could not get any comprehensive feedback from her
supervisor regarding her mistakes in the assignment, she felt discouraged to search fo
correct answers. Bihe beginning of Semester 2, Sarah changed her focus from gaining
correct answers to all lab test questiongaming practical skills that she might be able

to employ in her future academic career, and, later, at work:

| jJust want b know how to do experiments because | will need it in

Year 2 and maybe at work too.

552 RQ 2. I n what way do international st
experiences, including preparatory academic English courses such as
IELTS, successfully preparethese students for the challenges they
encounter throughout the first year of their academic stud¢

S a r a h-degreestudées allowed her to acquire a range of sitillgegies and

knowledges that she brought to her first year studies. For exampleg deri IELTS

studies, Sarah improved her knowledge of grammar, acquired task analysis skills, learnt
how to analyse graphs or tables, and present visual information in wvithen

writing answers to her lab test questions in Semester 1, Sarabdutié IELTS skills
related to task analysis. For example, t|
for the Chemistry Assignmentsignaled to Sarah that an extended answer would not be
accepted by the lecturer. Consequently, Spraltiided conciserswers tadhe

guestions, i.e. in oRBVO sentences.

The time management skill, acquired during IELTS preparation, was identified by the
student as one of the most useful skills in relation to academic writing. Adams and Blair
(2019) identify time managemeas a set of behavioural skills assisting in balancing
study and life workloadKearns and Gardiner (2007), and Misra and McKean (2000)

argue that good time management skills positively correlate with academic
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achievements and result in a decreased dresk Although during her IELTS studies,

time management skills were related to succinct language, during her university studies,
Sarah expanded this skill to her preparation for Chemistry assignments. That is, in order
to ensure she had sufficient tidog her written assignments, Sarah carefully managed

her time for preparation for each assignment.

During the FP, Sarah also acquired research and referencing skills, which she
effectively and successfully applied in her current studies. Although Ne2Al@S(

2012) suggest that referencing is often taught as a defence against plagiarism, Sarah
seemed to have also brought the referencing skills that allowed her to develop her
authorial voice. For example, in the Research Summary in Semester 2, Sarah
incorporated the scholarly findings into her arguments by referring to researchers by
their names within her argument (Figlré8in Section5.4.2.2.

Although Sarah could see relevance of a number of skills, strategies, and knowledge
acquired in her preegee courses, she also realised little relevance of some other
previously acquired skills to her current writing practices. For example, vocabulary
learnt during IELTS preparation seemed to Sarah more relevant to the field of business.
Stigger (2019¥tateghat the IELTS vocabulary is generalised and decontexualised,
which means that it is not necessarily relevant for HE discisjpeeific studies.

Moreover Durrant (2014)and Hyland and Tse (2007) point that there is a small

amount of vocabulary that ie¢ same across the disciplines and that disciglreeific
vocabulary is best acquired while learning the discipline itself. Although it seemed to
Sarah thathe knowledge of disciplirspecific vocabulary acquired at the FP somewhat
prepared her for undgtanding the assignment requirements in the Chemistry paper in
Semester 1, this knowledge was quite limited and slowed Sarah down in her preparation
for lab tests because she found herself translating most of the assignment requirements.
However, it appe®d that for Sarah some knowledge was better than no knowledge at

all and she appreciated the vocabulary that she gained in this area.

Anot her discrepancy bet we e regiastudibs@rsd hdc n o wl
current writing practices related genre writing, Sarah realised thatrious types of

essays that she learnt during IELTS preparation seemed to be irrelevant to her Semester

1 papers as she found herself mainly writing Laboratory Assignments or Laboratory
ReportsAllison (1996),Krashen(2011),andHyland and Shaw (2016) argue tiEatP
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fails toacknowledge variations between discipline genres and nmsipiyorts

relatively stable Anglophone academic norms and conventions.

Furthermore, as discussed in SectoB11, Sarah commented théuet majority of

| ELTS instructorsd feedback relNalaymd t o gl
(2018) states that one of the expectati ol
void of errors related to surfatee vel f eat ur es @gramimadtoal, | an g u:
punctuation, and spelling errors, did not seem to impact her grades. Moreover, in
Sarahés Chemistry assignments |l inguistic
marking criteria Hy |l and (2013a) pointsonteot the | ec
knowl edge in studentsd assignment and f e\

linguistic accuracy.

553 RQ 3. How do the studentsd perception
writing practices, including their prior learning, consciously change asheir
first year of study progresse8

When approaching her assignment requirements for the Chemistry paper in Semester 1,
Sarah saw an opportunity to improve her command of English by achievilegiihn
comprehension of her assignment requirements. Laaagat{2008), Lasagabaster and

Sierra (2009)andArné-Maciaand MancheBarés(2015) postulate that international L2
students are motivated to learn English in authentic situations where they are provided
with meaningful opportunities to practice discighspecific language. Nevertherless,
Arno-Maciaand MancheBarés(2015) found that in disciplinepecific subjects taught

through EMI, little attention is given to language learni@gts (2013) links lack of

focus on the language learning indiscipispe i f i ¢ subjects to | ec
| anguage awareness, which stems from | ecH
Sarah seemed to realise that as an international L2 student studying in an HE institution
with EMI, there would be limited formal Efish teaching in her disciplirgpecific

papers. Being selhotivated, she chose to improve her language hefseHchieve

this goal, Sarabised an EnglistEnglish dictionary to interpret unfamiliar vocabulary in

the Chemistry assignment requirementgtSan adaptive learning strategy, coupled

with weekly practical lab tests, where Sarah had to refer to amdeher assignment
requirements as well as provide written answers on the lab test sheet, seemed to boost
Sarahoés knowl spegievocaldulargd and acadgmlicisaiertific register.

As a result, she increased her -s@hfidence when reading assignment requirements
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and answering lab test questions in Semester 2. Lasagabaster (2008) points that learning
a language through disciplispect i ¢ s ubj ect s i rognfidencedrs | ear
own ability to communicate disciplirgpecific knowledge in the language.

Furthermore, he argues that it promotes and motivates learners to continue learning the
language. The latter, however, was notdage with Sarah. Perhaps the absence of

|l ecturersd and supervisorso6 guidance wit|
motivation for learning English through reading Chemistry assignment requirements.
Consequently, in Semester 2 Sarah started trargslanfamiliar vocabulary mostly into

her first language, Arabic.

From as early as the middle of Semester 1, Sarah seemed to lose motivation to utilise
her writing skills acquired in her paegree studies. For example, when approaching

her Lab Report InitheComputer Science paper, Sarah made every effort to apply her
knowledge of academic writifgom IELTS and the FP, which largely related to error
free and cohesive writing through the use of discourse mattevgever, already by

As s i gnme n tLabBummarg waa lbs8 detailed and featured linguistic mistakes
(Figure5.5in Section5.4.1.1) demonstrating her lack of motivation to achieve
linguistically flawless writing. This happened because, firstly, Sarah was restricted by
time constraints wheapproaching her written assignments, and, secondly, linguistic
mistakes did not seem to impact her grades as grades were determined by the amount of
correct answers to the Lab Report questions and not by the linguistic accuracy.
Therefor e, SmnoahHing ser GomputertSeiemge assignments appeared to
be quite effective.

Al t hough Sarah did not find that | ectur el
value, she quite valued the | ectureros f
constues that although learners are often motivated by their assignment grades, they
also value written feedback. Since the g
of ficially registered, Sarah sought educ:
Baik and Geig (2009) claim that students often lack motivation to attend EAP courses

built into the mainstream curriculum as they take time away from mainstream classes.
However, Sarah was rather motivated to achieve good results in the paper as she
expected it tenhance her language skills needed for her future studies in her major.
Therefore, she tried to meet all writing assignment requirements and built on her

|l ecturerds feedback wh eGbbsapdSimpsorc(B0D4 g e acl

identify sevenconditils under which feedback is beldi
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These involve the quality, quantity, and
response to it. The written feedback on !
quantity and qality, so the student saw real benefit in it. Consequently, when

approaching Assignment 2, Poster, Sarah 1

on her linguistic errors from Assignment 1, Research Summary.

Despite her motivation to receivearstme nded gr ade f or t he EAI
perception that the paper would prepare her for academic demands in her discipline
seemed to be detrimental for her EAP ass|i
was a way to enhance her writing skillsinthe sci pl i ne strengthene
choice of academic vocabulary in her assignméfyand and Tse (2007) suggest EAP

i nstructors to align their vocabul ary t e:
to the choice given to the students regagdesearch areas for the assignments,

vocabulary needed to relate to humanities or science areas. Durrant (2014) states that
vocabulary and grammatical constructions vary across the disciplines. Therefore, it may
be that Saraho6s urfeompges langusadewhs redataghtd theylatke nt
of the |l ecturerés explicit instructions |

assignments.

5.6 Chapter summary
This chapter presented a detai |l esthrtednc oun:
with the presentation of Sarahods profile

pathway to the current studies were reported focusing on the skills, strategies and
knowledge acquired through her preparation for the IELTS test, both IEIEp@natory
coursesandseft udy, as well as through the FP.
academic experiences were detailed focusi
approach to her Semester 1 and Semester 2 assignments. After that, theasghin

analysis was presented focusing on the three research questions.

The next chapter presents details of the second case study, Reema.
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Chapter 6. Case study 2: Reema

6.1 Introduction

The second case study focuses on Reemaya&®ld student from Saudi Arabia,

studying towards a Graduate Diploma in Business at University C. The chapter begins

by providing Reemads educationalNZbackgr ol
Then,thes u d e n t O-learnibg expeiienck in General English and IELTS class at
University C, as well as her seadfudy for the IELTS exam are described focusing on

the skills, strategies and knowledge acquired in relation to academic writing. Following
thatReeme&@aperi ence of EAP classes is provioc
undergraduate degree studies are presented, and details of papers, which the student
chose to share from Semester 1 and Semester 2 201ffacademigear, are

discussed.

6.2 Reemabds profile and educationa

Reema is a 30 yeald student from Saudi Arabia, studying towards her Graduate

Diploma inBusinesn a full government support. Before arrivingNZ, Reema
acquired a Bachel or 6s foméadrcolintrppuadedidednio i n t
requalify and obtain educationBusiness Wi t h her previous Bacl
was not required to complete awholethyee ar Bac h e INZbuiolytdke gr e e
Year 2 and Year 3 papers in the new major in order to obtain Graduate Diploma, which
could be achieved in one academic year.

When Reema arrived in NZ, she could not have a simple conversation in English.
Originally, Reema learnt English in a paglschool as a compulsory subject. Her classes
occurred once or twice a week and were based on a translation method, which involved
almost no communication in the target language. Reema said that in her English classes,
English was mainly usedtogiveshd i nstructions to the stu

bookso, or firead and transl at eo. The mai |
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vocabulary which was tested in written grammar exercises in a mwdtipiee format.

There was never a speaking test:
They dondét do speaking. Never. Only

Reemads | anguage practice was rather | i mi
t hough she had some English TV channel s
her language learningnd Reema dinot see any benefits in learning a second

language herself:

Why we | earn English when we donodt t

Overall, Reema did not feel that she acquired much knowledge of the language during

her school years.

Duri ng her BearcténehingArabis, Rd@maghadea compulsory English
class that lasted a semester. Similarly to her school, teaching at university was also
translationbased, so Reema did not benefit in learning conversational or written

language either.

Aftergaininghe Bachel or 6s Degree, Reema worked
she found it tedious, so she decided to change her job. She found an administrator job in
a marketing company, which she liked. So, she decided to get a qualification in

Marketing to cotinue her career.

Since Reema did not know English that would allow her to complete a qualification in a
university with EMI, her government awarded herygear scholarship to learn English

prior to her main studies in NZ.

The following section presentset ai | s of Reemads pat hway t
University C inNZ.

6.3 Pathway to current study

When Reema arrived in NZ, she did not speak much English, so her new iini&#is
were Arabs. In fact, Arabic remained the main language of comcation for Reema
throughout her studies MZ. The majority of her English speaking was reserved to the

classroom environment and when speaking to herArahic speaking classmates.
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R e e maca@demic studies in NZ started with general English classes that lasted for a
year. Then, she was transferred to an IELTS class, where she remained for around nine
months. Throughout the entire English learning journey, she took six IELTS tests before
sheachieved the required results for admission, with roughly a month between each
test. Four tests were takenNiZ and after little success she took the test twice in Saudi

Arabia.

The first time Reema took the exam before she even started the IELTS €rasea

wanted to see her level of English and have realistic expectations of the test results. The
second time she took the test was shortly after she started IELTS to check if there was
any improvement. Reema explained that she had to take tests fhedpeeatse the-2

year time frame for her scholarship was coming to an end. But with little improvement

indicated by the test scores, Reema started feeling disappointed and discouraged:

| really suggest to my friend to take it [IELTS test] in a long period
becausel o esndét work i f you try many t i me
disappointed.

Reema achieved an overall scor@fér each of four IELTS tests that she tookNA,
attributing such low scores to strict examiners and the tense atmosphere during the
exam This score was not sufficient to be admitted to an undergraduate degree of her
choice, as she required a minimum overall score@R&ema decided to leaZ and

try taking the IELTS test in her country, hoping that it would be an easier pass. In
contast toNZ, the exam atmosphere in Saudi Arabia was more relaxed and more
agreeable to Reema. She achieved an overall scor@iaffter fifth test, which was a

better outcome but still not sufficient to entéda university.

Then, R e e ma 6 ndédrhéer asmalwwriesedeamtare.comebsite, which

had assisted the friend in selfeparation for the test. Reema used the website for three
weeks focusing mainly on her writing skills. In her last, silE, TS test taken in Saudi
Arabia, Reema achieved an overall score of 5.5 witiod writing, and 5.5 for

listening, reading, and speaking.

Although the overall score of 5.5. was not sufficient to start her undergraduate degree
courses irNZ, Reema enrtdd into a threenonths EAP prelegree course at University
C on the understanding that if st@mmpleted the EAP course with an overall B+, she
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could enrol for hebDiploma She considered that the course would make her major

studies easier after she leamire about the academic culture:

Now | get thisto get to EAP and EAP will pass me to uni, that is OK.
Actually, its best to learn a lot of things about uni before you go

there.Becausée her eds not a | ot of ti me to

Eventually, she wasappy to have chosen this pathway believing she would be better
prepared for university life and have a deeper understanding of what university study
was going to be like, what university assignments would eatailell agjain core
academic skills, sucas referencing, writing long assignments, doing projects, and

conducting case studies:

EAP is perfect actuallyBecausef | go with language only, | will face

a lot of challenges, like how to do assignments.

Reema achieved an overall B+ at the EAP coanskwas admitted into her Graduate

Diploma in Business studies at University C.

6.3.1 General English classes, IELTS classes, and ssttidy for IELTS

This section focuses on Reemabs experien

at University C, asvell as seHstudy for her IELTS experience.

Overall, Reema perceived the skills acquired during her General English classes and the
preparation for IELTS were only marginally relevant to her undergraduate degree.

While she understood that the former wiasigned to prepare her for daily

communication, she could not say the formal IELTS classes prepared her well for the
IELTS test nor that they provided her with sufficient learning support throughout the
course. In fact, she felt the IELTS classes werengicuation of her General English

classes with more intense focus on vocabulary and grammar. In contrast, she believed
that by undertaking setudy she was presented with a plethora of information and

tools to help score high on the exam. The infornmatiffered on the website Reema

used during selétudy included vocabulary which would be more advantageous in a
writing test, explanation of grammar, essay structures and samples. Since the site was so

detailed, Reema felt as if a teacher was guiding Veyestep of the preparation:
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Vocabs, grammar, EVERYTHI NG actually

someone whoos actually beside you e

Reema acquired a number of skills and knowledge throughout her overall preparation
for the IELTS tet. First of all, she focused on improving her knowledge of grammatical
tenses and structures, such as conditionals; passive voice; relative, subordinate, and
conditional clauses. Another main focus was on academic vocabulary. During her
classes, Reema Bkl the daily lists with thirteen words given to students to memorise
and that were tested in writing the next day. She believed the taught vocabulary was

academic and useful for her degree course:

Like 60keyd and O6focusé6é. Thatis exampl e,

more academic and that is, like, level 9 or level 8 in IELTS.

During selfstudy Reema started boosting her vocabulary by using online Thesaurus

dictionaries, as she believed vocabulary was vital for IELTS.

Structuring essays and paragraphs washen skill acquired by Reema during her
preparation for the test. Although different written genres in IELTS Writing Tasks had

not been explained to her in her faodace classes, during selfudy she reaed that

each writing task in IELT®elongs to different types of essays, such as Opinion Essay

or Advantages/ Disadvantages Essay. During IELTS classes students were provided
with a rather broad description of an essay structure, which consisted of an Introduction,
Body, and Conclusion, bdiuring selistudy Reema learnt the function of each sentence

in each paragraph. While her IELTS instructor emphasised the importance of cohesive
paragraphs through the use of linking words in almost every sentence, Reema perceived

it a better practice tase them mainly to introduce new paragraphs.

While Reema considered that paraphrasing through the use of synonyms, changing
grammatical structures of sentences, or swapping parts of the sentences was one of the
main skills learnt during her sedtudy, ths skill was only relevant to paraphrasing

IELTS Writing Tasks to introduce essays.

To sum up, during her IELTS learning, Reema believed she extended her academic
vocabularywidened her knowledge of germed improved her ability to write

accurately.
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As was mentioned in Sectidh3, after gaining an overall score of 5.5 in her last IELTS

test, Reema was admitted to an EAP course, which preceded her main study.

6.3.2 EAP experience

During the course, Reema further extended her knowledge of academic vocahdlary
successfully continued using the learnt functions of sentences in paragraph writing. She
also developed skills of writing good topic sentences and improved her skills of
summarising and drawing conclusions. Students were assured that lecturersrattyniv
preferred linking words and phrases in university assignments teadings in an

attempt to organise the content of written assignments:

They [lecturers]j usually -1-l KE t he | inking. They do
headings. | learnt it in EAP.

Reema alstearnt something entirely new to Hecreating a reference list according to
the APA &" style and the way to provide-text citations. This was discussed in detail

over a week in her EAP course and entailed a number of exercises for practice.

After meding the requirements of passing the EAP class, Reema was admitted to her
mainstream studies. She believed that the knowledge gained in EAP empowered her and
equipped with the skills necessary for achieving positive outcomes during her Graduate
Degreestudes. The next section discusses the
experiences at University C.

6.4 Current Academic Studies

The following sections detail critical mi
with her written assignmentsroughout the first two semesters of her academic study at

University C. They include a detailed description and examination of the following:

1) Reemab6s assignment instructions and r
compared for consistency.

2) R e e m@e@eptions about her ongoing assignments and marking criteria.

3)y Reemads writing processes as she attel

4) Reemads application of previously acq
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5 The | ecturerds grhdas Bedmhéedbpackepht!

6.4.1 Semesterl

In Semester 1 Reema took four papers: Communications in MARS (Marketing,
Advertising, Retailing, Sales); Understanding the Environment; Data, Information and
Knowledge; and Trends and Innovations. The stupeatided me with a total of four
writing assignment requirements, and f oul
Although all the assignmenpsovided insightsintR e e ma 6 s per cepti ons
academic writinga decision was made not to incluadkof them but to provide

description of critical moments only of assignments belonging to different written

genres and formats.

6.4.1.1 Communications in MARS (Marketing, Advertising, Retailing, Sales)
Assignment 1 (Communication Content Marketing Plan)

Assighment 1 was referred to as Communication Content Marketing Plan, which

involved students contexualising workingtor MARS Communi cati ons
client who needed help with a communicat
boys. Students could cbse a brand from provided examples, as highlighted in yellow

in Figure 6.1, or choose a brand of their liking. Reema misunderstood the requirement
related to choosing a brand and considered that she could recommend a generalised

communications campaign. &ktated:

We didn6t have to use a specific br
Figure 6.1

Communications in MARS Assignment 1 (Communication Content Marketing Plan)

You need to imagine that you are working for a client who has
approached you for help with their communications campaign for their
new retail fashion brand, aimed at teen boys. You can research an
established “teen boy” clothing brand if that helps you clarify your
thinking; e.g. Diesel, Hollister, American Eagle Outfitters, or some other

cool brand with teen guy appeal.

Note Examples of Brandare Hghlighted inY ellow
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The assignment had two distinct parts. Although the assignment was contextualised in
the field of marketing, the first part of the assignmentineled an academic essay in

which students were required to demonstrate their discippeeific knowledge in an
organised way. To assist students with structural organisation of the assignment, the
lecturer offered a detailed stéy-step guide, which incluel information that was

expected to be written in each paragraph. Figure 6.2 presents the information in relation

to the first part of the assignment.

Figure 6.2

Communications in MARS Assignment 1 (Comication Content Marketing Plan): Assignmé&egquirements for

theFirst Part of Assignment

1. Briefly explain to your client the three types of content. One
paragraph for each content category should be sufficient.

2. Help your client understand what “consumer engagement with a
brand” means. A brief paragraph or two here should be sufficient.

3. Help your client understand how the three content categories can
help people to engage with a brand. You might want to explain the
benefits and problems that brands face when creating
communications for the three content categories.

4. Explain to your client what “organic traffic” is and how it is
achieved. This means that you will need to briefly talk about
keyword searching and how such consumer behaviour relates to
the generation of organic traffic. You might write one or two

pages for this part.

The second part of the assignment seemed to be asfietdfic Pitch Document, which
had to contain a Content Marketing Plan for the chosen branded comptrey1200
1500word Pitch Document students had to utilise relevant theories from academic

sources. All used sources had to be acknowledged but there were no specific
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instructions on what conventions to follow and how to acquire knowledge of those.

Reema pesumed that since it was a Year 2 paper, the lecturer must have thought that

students were already familiar with referencing information. Reema said that she knew

referencing conventions from her gdegree EAP classes, so she had no issue with

composinga reference list.

The fi

nal

wr

ting

assi

gnment

requirement

requirement relevant to her first experience with writing academic assignments at

University C. Compared to her previous studies in her country, where students mainly

wrote traditional academic essays, she found this assignment very different in nature.

As a result, Reema struggled with Assignment 1 and was in need of strong academic

support.

Figure 6.3

Communications in MRS Assignment 1 (Communication Content Marketing Plan): Magkiieyia

Criteria

Arange

B range

Concepts, theory
selection and
application

12.5 marks

Student clearly &
consistently
selected, explained &
applied a range of
relevant theory &
concepts to support
and justify the
decisions made in
the Content
Marketing Plan.

Student identified,
explained & applied
arange of
appropriate theory
& concepts to
support the decision
points in the Content
Marketing Plan. May
have been minor
gaps and/or
inappropriate theory

& concepts selected.

Informative writing and

quality

12.5 marks

The Plan is well-
written and
characterized by
elements of a strong
writing style.
Content used
demonstrates that
the student is well-
read, using learned
content to inform.

The Plan shows
above average
writing style.
Content used
demonstrates that
the student reads
moderately &
attempts to use
learned content to
inform.

Presentation

5 marks

Student presented a
persuasive Pitch
document with
grammatically
correct work and
correct APA
referencing in all

cases.

Student presented a
sound Pitch
decument with
grammar &
presentation
generally of a high
standard and
correct APA
referencing in most

cases.

NoteHi ghl i ght ed

Text

I ndicates

t

he

Lectureros

Mar ki ng
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The marking criteria for the assignment are presented in Figure 6.3 above where

hi ghlighted areas indicate the | ecturer0:
seen, théanguage requirement was embedded into two rubrics: 1) the Informative
writing and quality, and 2) Presentation. The former rubric required students to
demonstrag a strong writing style which Reema was not able to elaborate on for me in
the interviews. The latter rubric seemed to mainly focus on grammatical accuracy of the
Pitch Document, i.e. second part of the assignment. Reema did not attribute this
requiremenbnly to the Pitch Document, as ghelieved the whole assignment had to

be errorfree in order to achievegrade in theA range. Reema did not think that her
assignment could contain any linguistic mistakes if she wanted to achieve the top grade.
Furthemore, she believed that linguistic mistakes would impede clarity of the content

knowledge.

The next section discusses Reemads wor k

on it.

Studentds work on the assignment

The provided assignment was thestfiwritten work for Reema in her firgear

undergraduate studit University CReema was godalriented in striving to achieve a

B+ in the course and continue her educat.
would have several assignments withitamdeadlines, Reema demonstrated her time
management skills and approached her first assignment as soon as she got the
assignment requirements. To figure out the way to complete her first assigmdeat

achieve a good outcomBeema spemtearly a moth working on it

To achieve a high gradBReema decided to closely follow assignment requirements so
that the structur al organi sation of her
(Figure 6.2). Since the assignment requirements were clear aneédlgtad students

felt confident writing the assignment:
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She[lecturer] is very specific and gives the detail for everything she
want. That makes it easier and really helpful for us. Just follow

structure.

Even though Reema followed very detailed guidelines in organising her assignment, she
encountered an issue with presenting content knowledge in a concise form. Each
discipline-specific concept for the assignment was explained to students-lroane

lectures but had to be compressed int® faragraphs. She could not compare concise
writing of IELTS Task 2, where she had to write about a single general topic, to her

current assignment, where she had to discuss several dissipéniic concepts:

[[ELTS]i s totally different. They give
anywhere. Plastic bags, Ok, talking about plastic bags. But here if
you go to the content categories, it

took this in maybe-8 lectures for just this assignmenbls har d.

To avoid going over the word limit Reema decided\oid topic sentences in each
paragraph, which was the norm in | ELTS al
phrasesd, as seen in Figure 6.4, e€onsi del

indication ofwhatthe paragraph was going to be about:

Like a shortcut of what you want to say.

Figure 6.4

Communications in MARS Assignment 1 ( Ehornansuendddetechd on Con

"Owned ContentSection

Owned Content

Brand like Blogs, Websites, email or mobile base application, for which user do not

need to pay any charges. Bucher pointed out that these modes of channels have the
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AlthoughReema previously learnt that linking words and phrases were vital for
university assignments, she perceived little need of them as she used descriptive sub
headings. There wempdhrmcecsdmmgnttdheon ekddhuo

believe that they were acceptable in academic writing instead of topic sentences.

One more issue that Reema encountered when writing the assignment was related to her
paraphrasing skills since paraphrasing reguinederstanding the content meaning of

the information from secondary sources. Because the discgpreafic knowledge was

new to her, Reema was not always certain if she understood it correctly. She further

generalsed the issue with paraphrasing tolall students:

Il t6s hard f or uswe[0tc@eddotchadgethd s] becau

meaning.

Reemads Recommendations section was addr
rat her broad and directed at any teen bo\
recommendationsound more persuasive, Reema consciously chose forceful language,
such as fAmanagers will do thisod, Ateenag
choice of forceful language to two major reasons. Firstly, she linked her direct language

to her life perience:
Because f you dondét push someone, they

Secondly, since the assignment was contexain the MARS industry, Reema
believed that tentative language, which she had learnt to use in fogues courses,

would not be suitale when addressing business audience:

Someti mes O6couldé and dédmayb, the sugg
work. They are teaching something and

Striving to achieve the best grade, Reema believed that apart from theratructu
organsgation of her assignment, it had to be effree. Hence, the student approached a
proofreading service. Reema was happy with this decision as therneautgr, who
previously majored in the same discipline area, identified many grammaticzd.issu
Additionally, the proofreader made changes to some vocabulary, which seemed to
Reema a better expression of her-4academic writing. In fact, there were so many
considerable changes in the final version that the student felt there was little wither o

writing left.
183



Although the assignment was thoroughly checked by the jpeaaler and there were no
spelling mistakes, there were some grammatical errors related to verb forms, articles,
incorrect parts of speech, and subjestb agreement. Examplessafime grammatical

errors from different parts of the assignment are highlighted in Figure 6.5.

Figure 6.5

GrammaticalErrors: IncorrectParts of SpeechncorrectUse ofPassiveVoice, SubjectVerb Agreement.

as, the report delivers a detail pitch plan, which will elaborate an effective action plan

to implement all factors.

This can be measure in terms of number of ads impressions

This content support the marketers

Thenextsuls ecti on presents | ecturerdos feedbac
studentdéds reflection on it.

Lecturerdos feedback and studentdés refl ect
There were two types of |l ectureros feedb:
marking sheet with highlighted areas indicating the grade range for each marking

criterion (Figure 6.3). The second type of feedback was in a form of an overall comment
onhe whole assignment. The | ecturer prais
well-developed understanding of disciplispecific concepts and the clear Pitch

Document.
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Figure 6.6

Communicationsi MARS Assignment 1 (Communicat iCoonmenfontent Marl

Mark: A; 26.4/30 marks

Comment: Great work ‘ Your assignment shows a sophisticated and very well-developed
understanding of all the relevant concepts that make up a content marketing communications
plan for a “new” retail fashion clothing brand.

Take case with editing some of the language, every now and then there are simple spelling errors
that detract from your work.

As seen in Figure 6.6, the lecturer did not comment on grammatical issues but found
spelling mistakes detracting from the work. Reema misinterpretddéhe t ur er 6 s
feedback perceiving it as an issue with semantical meaning of lexical units or register

modified by the proefeader:

[Theproofr eader] kept asking: fAWhat does
him in easy way, and he tshaaytso.. i OK, t

Maybe it changed meaning. | trusted him.

Reema was excited to receive a high grade for her first written academic assignment,

i.e. 24.5 out of 30She attributed her success in this assignmergrpdetailed writing
assignment equi rements, | ecturerdés availabilit
the |l ecturerdos written feedback on her di
Communications ilMARS paperwas an exception to the general rule as, with time, the
stuent found that | ecturers for other pape

concerns and were rarely available to provide written feedback on drafts.

The next section discusses Reemabds ot her

6.4.1.2 Understanding the Environment Asignment 1 (InClass Activity 1)

In the writing assignment requirememssignment 1 was referred to as a Case Study,
a Case Analysis, an4@lass Activity, an Essay, and a Report. Reema was confused by
this:

Il think they |just npwthkedifferencea name. T
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Reema herself perceived-@lass Activity 1 as an Hlass opetbook exam, referring to

it as such during our interview:

It's kind of exam. Because you have to study and then come back to

class.

Below, | refer to the Assignment 1 forethiunderstanding the Environment paper as an

In-Class Activity.

One of the reasons why Assignment 1 was referred to as several genres could be its
hybrid nature. Before the 4€lass Activity, students were provided with the

descriptionsof he case OXx0fiGaekusi ness producing
antioxidants. Students had to stuahyd analys¢éhe caserior to the class. To start their

case analysis, students were provided with a list of pa@stdicated in Figure 6.7.

The abbreviations in thessignment requirements were frequently dealt with in class

and Reema had a clear understanding of what they stood for. Whilsiagahe case

prior to the inclass test, students could make notes which were allowed during the In
Class Activity. Studentaere advised not to do any further research but to rely on the

information provided in the case.

Reema clarified that the provided list of points (Figure 6.7) was a general guideline to
potential areas that students had to address in their reports dhariimiass Activity.

At the beginning ofthe k€l ass Activity, students were
essay questionso related to the case whi

and students were expected to write answers to these q@dstia coherent Report.
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Figure 6.7

Understanding the Environment Assignment 1Glass Activity 1): AssignmeRequirements

B When you study the case, focus on the followings:
e Micro-environmental factors: 5Cs (Company, Competitor, Collaborator, Customer, and Climate)
e  Macro-environmental factors (for the section of Chmate): PESTLE
e Green Ox’s market segmentation criteria
e Potential target audiences of Green Ox
e Current positioning of competitors and the potential way to position Green Ox
e Green Ox’s 4P marketing mix

¢ Green Ox's SWOT

Students were allocated only 60 minutes for th€lgssActivity, in which they had to
produce a maximum of fivpage typed document using own laptops. In case students
could not bring a laptop, the lecturer provided answer sheets and student could write by
hand. Reema feared that her ability to type quicknglish was not sufficient to

answer the questions fully in the given time frame. Neither could she imagine hand
writing a lengthy Report. Reema wondered whether th@ldss Activity was an

assessment of her typing skills.

According to the marking critei a, assi gnment evalwuations
thorough scrutiny and analysis of the information in the case as well as structural
organgation of the Report. Figure 6.8 presents marking criteria for an A range grade for

Assignment 1.
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Figure 6.8

Understanding the Environment Assignment 1Glass Activity 1): MarkingCriteria (A range)

CRITERIA

A range

Clear explanation of key
strafegic issues

Shows superior knowledge of
the 1ssues, key problems, and

the company’s present situation
and strategic 1ssues.

Critical 1ssues and key problems
that supported the case were
clearly 1dentified and
thoroughly analysed.

Key change drivers and the
underlying issues were clearly
identified and thoroughly
analysed.

Valid arguments and
logical flow of analysis.

Appropriate analysis
and evaluation

Specific concepts and analytical
frameworks were adequately
applied in the analyses (e.g.,
5Cs, SWOT, 4P marketing mix,
STP)

Quantitative data and stats were
presented for all parts that could
be deseribed in numbers.
Effective recommendations,
solutions, and/or plans of action
were provided.

Conclusions and
recommendations are
congruent with strategic
analysis

Specific data or facts were
referred when necessary to
support the analysis and
conclusions.

Excellent grammar, spelling,
punctuation, professional
writing, and syntax.

Professional writing

the fi

strategic i

To achieve grade in theA graderangef o r rst marking cr

explanation of key ssuesobd, st

t he probl

t hat 1

i nvestigated companyds issues,
under stood

t he

on the information in the provideda s e, s he
ed
superiority could be demonstrated by linguistically accurate writing. The next two
y toi
final marking criterion, Professional writing, referred mainly to sudawgel features,

referred to detaill answers to 6ess;

A

marking criteria seemedtoasse st udent s6 anal cal and

such as grammar, spelling, and punctuation.
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I n what foll ows, Reemads woniitarediscusseds Si g n mi

Student 6s work on the assignment
In Semester he Understanding the Environment paper seemed one of the most
informationdense papers for Reema. Additionally, she struggled with the way the

assignments were set out.

Reema perceived several major barriers to her successful completion of Assignment 1.
Firstly, she worried that without preogading her level of English was not sufficient to
express her ideas in a comprehensible way. Secondly, vague requirements and absence
of questions for the Report did not allow her to structure her notes of theluigese

preparing for IrRClass Activity. Anticipating these barriers, Reema decided to guess
potential questions, write answers to them prior to the class and modify them in class to
fit the actual questions and presentation requirements. Following heRglama wrote

down as much about the case as she could, considering that the quantity of her writing
would all ow her to respond to any potent|
announced, the student perceived that she had answers already Wattener, the
6essay questions6 did not offer detailed
information and this freedom regarding structural orgsitn only confused Reema

and elevated her level of anxiety.

To create a cohesive report during theClass Activity, Reema wrote her answers to

the O6essay questionsdé in separate paragr :;
was answering by using a different font
and &6physi ogr aphi celbieved that &diffgrent fent s6/le diminaRRé e ma
the necessity for topic sentences or-behdings as there was an indication of what the

paragraph would refer to.

Since Reema could not use proeading services, her-@lass Activity was less
comprehensild compared to her other assignments in Semester 1 provided to me.
Although the range of grammatical mistakes was quite similar compared to the mistakes
in the assignment faommunication Content Marketing Plé®ection 6.4.1.1), the

quantity of mistakes as much higher. Errors were related to incorrect parts of speech,

subjectverb agreement, missing predicates, and incorrect articles.
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Figure 6.9

Understanding the Environment Assignment 1Glass Activityl): KeyWords Emphasised in ®ifferentFont Style

(Thinkers — Achievers — Experiencers). For demographic is useful to know the gender
preferences and their mecome level fo estimate the product price. Regarding the case study
that consumers less than 25 years old and more to age 40 consume different sports-drink from
40 1o 42%. As the Green Ox1s expensive companng o other competitive products due to the
cost of added antioxidants, individuals who are earning more than 75K should be the income
segments to Ureen Ox. Males with high income houschold likely to be grocery purchasing
but due to the increase of women number as a sport person, it will be essential segment
because they are still 35% in primary grocery shoppers as well as they are regularly purchase
in club store.

About psychographie, Green Ox need to foeus on two segments Thinkers and
experniencers. Thinkers becaunse they are active and open (o new ideas that make the purchase
process of a new product as Green Ox more likelv o happen. Moreover, because they seek
out the value when buving products, the benchit of antioxadants will attract them. As well as
experiencers quickly become enthusiastic o new ideas, thus, the benefit of green ox as a

sport drinks will make them interested .

Thenextsuls ect i on presents | ectureros

student 6s reflection on it

f eedbac

Lecturerods feedback and studentodés ref

Although students were provided with specific marking criteria (Figure 6.8), the

|l ecturerdos feedback consisted of

| ec

det ai |l e

Comments indicated what the student could have potentially referred to in the Report.

Commentl, for example, was related to the 5Cs mentioned in the writing assignment

requirements (Figure 6.7). When completing he€Class Activity, Reema did not think

of referring back to the assignment requli
questtn s 6. She neither expected that the prc«
woul d be used for assessing her work nor

detailed with focus on every possible point she could have addressed in writing the

Report. Henceshe was confused with the function of the marking criteria and the
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reason for providing such general written assignment requirements instead of precise

guidelines.

Figure 6.10

Understanding th&nvironment Assignment 1 {@lass Activity 1): Comment 1

Comment 1

A 5Cs

» Company:

o Green Ox is one of the strategic business unit of Palmer Jackson Inc.

o Recently it developed a technique for dissolving common antioxidants into high-glucose
beverages.

o

* Competitor:

o Direct competitors: Sports drinks including Croc-Ade, Sport-Ade, and Powerboost
Main distribution channels

Market shares

[¥] Each brand's current positioning

How retailers perceive or evaluate each brand

Retail and manufacturer prices

Unit cost to manufacturer

When reading through athipea ge | ect ur er 6 s sefl thadttheb a ¢ k Re
feedback was mainly related to disciphsgecific knowledge with only one comment

regarding structuring an answer, such as shown in Figure 6.11.

Figure 6.11

Understanding the Environment Agsiment 1 (IRC1 ass Act i viReadbatklonQ2L ect ur er 6s

Q2 (Market segmentation and targeting):

* You should start this section with discussions on how the current market has been
segmented. Then introduce at least two different approaches to segmentation and discuss,
their pros and cons

Reema received 2 out of 5 marks for Assignment 1. As she believed that she had
addressed each 6éessay questiond, she foul
reconsideration. The lecturexplained that some answers were not acceptable due to

insufficient explanation, lack of details, or surface analysis. However, the lecturer
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agreed to add 0.7 mark to the assignament
Class Activity assignment madkeema reconsider her attitude towards writing
assignments and shift her focus from structural osgéion and absence of linguistic

errors to delivering wdepth content knowledge in Semester 2 assignments.

6.4.2 Semester 2

In Semester 2 Reema took four papers: Attitudes, Cognition & Behaviour |; Segments
and Markets; Strategies and Tactics; and Attitudes, Cognition & Behaviour Il. In total
Reema provided me with four writing assignment requirements and four of her written
asi gnments, only three of which had | ect
Semester 1, | made a decision not to include all four provided assignment works in the
description of the case. Although three of the four provided assignments belotiged to
written genre of a Report, the decision was made to provide detailed analysis of the
Attitudes, Cognition & Behaviour | assignment because it was based on a primary
research, i.e. observation of consumers?o
Markets paper was an individual C2B (Conswittebusiness) Project and is discussed

in section6.4.2.2.

6.4.2.1 Attitudes, Cognitions & Behaviour | Assignment 1 (Consumer Behaviour
Audit Report)

The assignment for the Attitudes, Cognitions & Behaviour | papers@uoer

Behaviour Audit Report, contributed 40% towards the final grade. Students had to rely

on their knowledge and understanding of key consumer balmavioch they had to

observe at a public place of consumption. Observation of a chosen consumerusehavio

had to last for a minimum of two hours. Students had to ensure they were observing
behavir t hat was of manageri al i mportance t
there were no instructions on how to decide which consumer behaviour was of
managerialmportance. Reema stated that since lecture materials emphasised emotional
reaction of consumers, she decided to ob:
products. To have a clearer display of emotions, Reema decided to focus on emotions of

childrenand heir parentsé purchasing behaviour
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To assist students with conducting an observation, the lecturer provided links to online
articles related to rules, steps and methods used in qualitative observational research.
Additionally, stuents were directed to FAQs about observational research on the
university LMS. Reema checked the provided resources but did not find theoretical
knowledge on conducting the observation relevant to the practical field work, where the
student had to followaimilies and note their behaviour. Reema felt very invasive
conducting observations because she found it rather obvious.

While conducting their observations, students were also encouraged to make detailed
field notes which might have influencedko ns umer sé behaviour . Wh
making notes during her observation, she felt glances of her participants. Fearing that
she could get into trouble with her Owei |

notes shortly after starting the obsagion:
| didndét find itds easy. Maybe someo

In fact, Reema stopped observations after she felt she raised suspicion with the first
observed family. Even though originally Reema targeted to observe three families, she

did na want to experience the same awkwardness again. She hoped that few field notes

t hat she took, and heruwoeldbe sufficieatto canpletes u me |

her written assignment.

The collected observational data had to be osgdnn a ConsumdBehaviour Audit
Report with recommendations on how the c:i
behaviar to their advantage. The assignment had to be organised according to the

specified structure, which involved:

1) Cover page

2) Contents page

3) Executive sutmary
4) Introduction

5) Discussion

6) Recommendations
7) Conclusion

8) References

9) Appendices (if any).
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By Semester 2 Reema had a clear understanding that none of the essay structures taught
in IELTS or EAP were useful for her current assignments. Additionallynstieed that

the structural organisation of academic assignments in the same genre varied from
lecturer to lecturer. As a result, when completing the assignment for the Consumer
Behaviour Audit Report, Reema did not feel empowered by her previous practical
knowledge of writing Reports. Hence, she consciously chose to sedae assignment

in a way that she perceived fit for an academic Report with the main aim of

demonstrating her knowledge of theories and concepts from the discipline:
I donodt thing Follow my ragnisements.

To prepare a good Consumer Behaviour Audit Report, students were directed to the
Marking Guide, as shown in Figure 6.12.

The Marking Guide was rather confusing for Reema. For example, she did not

understand what was meantibyi s el | i ngo the reporto in th
or ficonstructiveo in relation to the Rec:
|l didndt get the meaning. For me itod

easy.

Reema also noticed that the Presentation & Formatting ngankbric gave little value

to the language criteria:

That is worth only 2! |l tds not t
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Figure 6.12

Attitudes, Cognitions & Behaviour | Assignment 1 (Consumer Behaviour Rejlitrt): Marking Criteria

Assignment 2: Consumer Behaviour Audit Report — Marking Criteria

Performance Criteria
fcolumns show maximum marks for each criteria)

Objective/Criteria Needs Met Good Exceptional
Improvement Expectations

Executive Summary — summarises 1 2 3 4

content meaningfully and “sells” the

report

Theory/Concept(s) — articulates and 2.5 5 7.5 10

demonstrates thorough
understanding; clearly explains
appropriate points
Application of Theory (s) - 2.5 5 7.5 10
communicates good application of
theory / concept in practice

Recommendations — succinct, 1.5 3 4.5 6
accurate, constructive

Conclusion — sound conclusion 1 2 3 4
demonstrated

Research and Reading — shows good 1 2 3 4

research ability and wide reading; use
of academic source; applicable and
balanced

Presentation & Formatting — 0.5 1 1.5 2
presentation regarding spelling,
grammar & punctuation; referencing
format/style; meet page length
requirement; report format followed
correctly

Total Possible Marks for Each Criteria 10 20 30 40

Lack of importance attributed to language criteria in the marking criteria and the

| ecturersodo feedback on Semester 1 assigni
importance of linguistic clarity in her assignments, sometishe had tried to achieve

in Semestet assignments. Reema started to believe that an incorrect preposition or
absence of an article could not impede understanding of her written assignment. Instead,
she attributed significance to reporting data, disonssf theories or concepts, and
recommendations for interventions because honouring every marking criterion related

to the disciplinespecific content could allow her to achieve a positive outcéimeing

it hard to report findings from her observatiotie student addressed her concern to the
SLC, which she found quite helpful. Firstly, the SLC staff member briefly explained

how to approach the assignment. Secondly, Reema provided the SLC staff member with
her assignment draft for written feedback owHo improve it:
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Actually, | get benefit with them. Because | give my idea and they say

if they think that is my requirement.

Thenextsuls ecti on di scusses Reemabs work on
it.

Student 6s wor k onectohemitassi gnment and r e
Reema perceived that the Consumer Behaviour Audit Refarain exercise in
observation with the focus on students?o

not on the paraphrased theoretical knowledge from secondary sources:

| t 6s jvuastti oonb.s efor t hat reason, It hi

assignment lots of reference. So, you write what you want.

Even though Reemads Report was a detail
observation, she systematically referred to secondary sources ivwvas appropriate,
such as in Figure 6.13.

Figure 6.13

Attitudes, Cognitions & Behaviour | Assignment 1: Us8embndarySources

It was evident that the consumer behaviour of the parents was influenced by emotions.
According to Williams (2014), the consumer purchase behaviour is often influenced by the
emotions of the influencers. In most cases, purchases are made not out of necessity but rather

on the way the emotions trigger responses from the consumers when they see the product. It

influence the decision of the families for the products that they like.

In reporting her findings, Reema avoided usinggher s o n a | pronoun 0Ol
was not prescribed to academic writing because she did not find any examples of it in

academic texts. l nstead, she addressed
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|l want to get a bit academic. I 6

Similar to Semest 1, Reema believed it was important that a preatfier checked her
assignment. However, in Semester 2 Reema required therpem®r to focus on the
accuracy of the content knowledge. Since the same-peader, who helped Reema in
Semester 1 was unailable, the student had little choice but seek help from a{roof
reader who had previously majored in another discipline area. As a result, Reema found
that the proofeader had distorted meaning of her text:

|l get | ow mark becagetse t he conten

In an attempt to avoid grammatical mistakes while correcting her work after the proof
reader, she used Grammarly. However, as seen in Figure 6.14, Reema still had a
number of linguistic errors, among which were clumsy expressions, the inacesct
passive voice, usage of vocabulary with wrong semantical meaning, the incorrect use of

articles, and repetitions

Figure 6.14

Attitudes, Cognitions & Behaviour | Assignment 1 (Consumer Behaviour Audit Report): LinBtrist&

While it was spent more than an hour on observing the parents and the child’s behaviour,

It means that the products that are for their own use and children find involved within are often

the ones that are forced to purchase by the children.

The objective of the study on the observational behaviour at PAK’n SAVE supermarket is to
carry out an understanding of consumer behaviour from the interaction between the parents

and their child have been carried out.

For Reema, one of the challenging parts of the Report was the Executive Summary.
Apart from different ways to approach Executive Summary put forimadifferent
lecturers, Reema did not see the relevance of exercising this skill in the academic
setting. The student believed that in the4#alscenario, the chance of the whole report

being read by a busy manager heavily depended on a persuasiuéExsammary. In
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contrast, in the university context, whe]
disciplinespecific knowledge, Reema was certain that the focal point was on the main
part of the Report, i.e. Discussion and Recommendatiomaitritie Executive

Summary:
Who cares about the [Executive] summary?

As a result, Reema devoted much less time and attention to the Executive Summary

when writing the Consumer Behaviour Audit Report.

Lecturerdos feedback and studentds refl ect
Unfortunately, the only feedback the student received was in a form of the final

assignment grade, hence it is unknown which of the marking criteria (Figure 6.12) in

the assignment were assessed as excellent or poor. Overall, Reema was satisfied with

the gade, i.e. 30 out of 40 but she was eager to know what could have been improved.
After speaking with the lecturer, Reema was disappointed to find out that some marks
were deducted for the absence of field notes, which, according to the writing assignment

requirementsyere optional:

She said if you want to give a whole description of observation [in the
Report], you dondét have to provi

Reemads ¢gr adcdrsidened Isy the lecturerbat the student was glad to receive

areasonably high grade.

The next section provides details of the assignment for the Segments and Markets

paper.

6.4.2.2 Segments and MarketsAssignment 1 (C2B (Consumeto-business)
Project)

Assignment 1 for th&egments and Marketapermreferred to as C2B (Ceamerto-

business) Projectanda s wort h 40% of .ttihvelvegsulentssds t ot
presenting a new business model in the form of a Repwerall, the assignment

requirements used business specific, professional language, which seemedregencou

students to come to the task as professionals in their field. Howesassignment
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requirements did not seem to require students to contextualise the Report, leading
Reema to perceive it as an academic assignment which required more tentative

language.

The assignment requirements were clearly dividedtimtoparts. The first required

students to come up with a product service system, a redistribution market, or a

coll aborative | ifestyle brand, basiyng th
Then, adapting Mads (2014) philosophy, s
that would be suitable for consumers as both providers andsand of service3he

second part of the assignment required students to deliver their idea of a new C2B

venture in an organised Report. The structural organisation of the Report was provided.
However, as indicated in Figure 6.15, there were no headings for each section. Instead,
students were provided with a set of questions to answer in the Report. Thistpart
assignment seemed to test studentsd abil |
academia and industry, among which were research skills, analytical thinking skills,

creativity, persuasion, and structural presentation of own ideas.

Figure 6.15

Segments and Markets Assignment 1 (C2B (Constmimrsiness) Project): WritingssignmenRequirements

(Structural Organisation of the Report)

(2) Describe the new model in a report with the following sections:

1. Atitle page listing your project title, name, student 1D

2. What is the idea?

3. Who is the target segment for service or product providers?
Describe the segment you have identified with marketing research,
as well as via a consumer profile. What specific benefit or marketing
messaging will attract this segment of service providers to your
service?

4. Who is the target segment for ultimate end-consumer purchase or
end-user of the service? Describe the segment you have identified

Figure 6.16 below presents the Marking Guide where the highlighted numbers are the
marks for each marking criterion given by the lecturer. The language requirements were
provided in the Presentation markimg cr i f
writing. Similar to the language requirements in the Segments and Markets paper, the

Presentation marking criterion could contribute only two marks towards the total
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assignment s grade. The uneven distribut
cortent knowledge was superior and even if her assignment was poorly written, she
could still get a desired grade. Although Reema had a number of linguistic mistakes in
herC2B Projectamong which were the incorrect use of articles, incorrect use of
prepositon, and subjeeverb agreement, she received the highest mark for the

Presentation rubric.

Figure 6.16

Segments and Markets Assignment 1 (C2B (Constaitrrsiness) Project): Markin@riteria

Assignment 2: Collaborative Consumption Project — Marking Criteria

Performance Criteria
{col show d marks for each criteria)
Objective/Criteria Needs Met Good Exceptional
Improvement | Expectations
Collaborative Cc ption venture 2 5 7 10
idea/description —Describes the idea
with specifics, grounding it both in
how the market would use the
innovation, how to recruit and
cultivate “peer users” and “peer
providers”

Application of Theory/Concept(s) - 3 7 11 14
Articulates and demonstrates how the
innovation proposed fits with
concepts advanced by Jack Ma and
Botsman and Rogers. What additional
research might need to be done to
reveal why, how and when the
innovation may work? Shows good
research ability and wide reading on
the topic.

Exploration of market segments — 3 7 11 14
Explores 2-3 target market segments.
Comfortably employs statistical
research from secondary sources to
demonstrate market need. Based on
research, develops market insights via
a coherent consumer profile for the
top market segment of consumer
end-users exploring consumer
behaviours, preferences,
demographics, lifestage, unmet
needs, and etc.

Presentation — use of academic and 0.5 1 15 2
key professional resources. Clean and
clear writing; Spelling, grammar,
punctuation, and written
presentation.

Total Possible Marks for Each Criteria 8.5 20 305 40
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Student s work on the assignment
Reema believed that her knowledge of describing visuals acquired from the IELTS Task

1 was particularly useful in thessignment:

That [skill of describing graphs from IELTS Task 1] is helpful yes,
becausd have to describe the graphs.

However, she saw several differences between how she was required to describe visuals
in an IELTS task and how she could approach theiteker current assignment. The

student explained that in the former she had to write an introduction and explain as

much data from a visual as possible. In comparison, she believed that she could describe
only the information that was relevant to her B#pvhich could be done in onte/o

sentences.

Thenextsuls ect i on presents | ecturerds feedbac

studentodéds reflection on it.

Lecturerdos feedback and studentdés refl ect
The | ecturerds f eedb aedknthe markingshdet aRdrinathee c t
form of an overall comment. As could be seen in Figure 6.16, Reema got a total of 25
mar ks from a maxi mum of 40, whichsresul t
comment provided Reema with feedback on the contéetfdedback indicated

missing consumer profiles, a lack of statistical data and pointed out that the visuals did
not support the studentds C2B idea. Howe\
lecturer acknowledged good discussion throughout the Rggoiridicated in Figure

6.17. Reema tried to request a reconsideration of her grade based on this comment but

after reconsideration the mark was not changed.

Figure 6.17

Segments and Markets Assignment 1 (C2B (Constmaieu s i nes s ) Pr ©OyemktQommentLect ur er 6s

social media is suitable for your target — find some stats to support this. Some good
discussion throughout this report!
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The next section presents withtase analysis in relation to the three research questions

for this study

6.5 Within -case analysis

Thecurrent section attempts to answer the three research questions drawing on the

i nformation revealed in the process of d:

6.5.1 RQ 1. What challenges do international L2 students in the early 241
century encounter throughoutthe first year of their university studies as
they attempt to meet the academic writing standards demanded by their
institutions?

The research analysis showed that throughout her first year undergraduate study, Reema

encountered several challenges thatiadtte grouped into three major categories:

1) challenges following academic writing conventipns
2) challenges understanding and following assignment requirements

3) challenges completing assignments under time constraints

The following subsections provide detled analysis of challenges from each category.

6.5.1.1 Challenges following academic writing conventions

Challenges with academic writing conventions involved i) the variety of written genres
in the course of her diploma studies, ii) the assortment of diffgees in a single
assignment, iii) challenges paraphrasing and writing concisely, iv) linguistic accuracy

and content meaning, and v) academic register.

Variety of written genres

One of the major challenges for Reema in Semester 1 related to a vaweityem

genres, such as a Communication Content Marketing Pl@omsumer Behaviour

Audit Report. Graves (2017) states that assignment genres vary greatly across and

within disciplines and in some disciplines, students may encounter over fifty various

genre names in the course of their degree studies. As was discussed in Chapter 1, genres

may be charactesed by specific ways of using the language (Hyland, 2008), hence
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knowledge of what genre an assignment belongs to may assist siuiders in their
linguistic choices of grammar and vocabulary. During her previous writing practices in
her IELTS and EAP classes, Reema was mainly introduced to the genre of an essay,
hence she had a narrow scope of knowledge about other academic written genres and

what rketorical, linguistic and structural choices would be acceptable in them.

Reemads confusion with the variety of gel
studies. Graves (2017) states that the complexity of written assignments increases with
the couse progression and uppgerel students are expected to expand theiryestr

knowledge regarding academic writing and demonstrate higher level skills in writing,

such as analysis, synthesis, and evaluation. Reema, whose university journey started

with Year 2 and Year 3 papers, had no previous undergraduate writing experience to
scaffold on. In fact, her approach to her assignments was largely limited to linguistic

clarity and structural orgasdtion of assignments, which were the focus in her IELTS

andEAP classes.

Mix of written genres in the same assignment

Several assignments in Reemab6s study conf
claimed to belong to. This happened mainly because firstly assignments required
elements of several written genresy¢ Communication Content Marketing Plan) and
secondly were referred to as different genres Reema was unfamiliar with {€lgsn
Activity). Leedham (2009) argues that conflation of genres has become common in
first-year writing due to the massificati@f higher education, neoliberalism, and
marketdriven economy, which were discussed in Chapter 1. Leedham claims that
institutions that try to attract international feaying students for funding purposes,
publicise innovation in teaching and assesspgirtth as incorporation of knowledge

from a different field of study to the discipliagea, as a selling point in advertising
course materials. Furthermore, Zhu (2004) emphadhat in a business major a single
assignment often purposefully combines rhetorical modes and undergraduate students

are expected to smoothly navigate from one mode to another.

Reemads concern when addressing tatBesi gn me |
|l ack of her genre awareness, that is fa
and formo (Tardy et al ., 2018, p . 2). Tal
be achieved through genre acquisition, which is the investigationgufisitic and

rhetorical genre patterns that students then attempt to replicate in their own writing. In
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Reemads case, the studentds | imited encol
previous studies appeared to be compensatgetne acquisiin during hexwork

experience in the field of marketing. However, such genre acquisition seemed to be
skewed towards written genres circulating in the industry, hence resulted in certain

rhetorical choices (e.g. use of directive language).

Paraphrasing anduccinct writing

When writing her assignments, Reema was challenged with paraphrasing secondary
sources. Paraphrasing, which is at the crux of evidbased writing, requires students

to change lexical and syntactic items from the resource yet stili thlameaning of

the original textila & Nhat Chi Maj 2017; McCarthyet al, 2009).NaandNhat Chi

Mai (2017) state that when paraphrasing texts, L2 students are presented mainly with
linguistic challenges related to, firstly, reading competence, andndly, confidence

I n own grammar and | exical skills. When |
were intensified by her lack of skills with regard to succinct writing. For example, she
struggled to compress the information she learnt in an haurdeioto a single

paragraph as was required by the assignment requirements. In an attempt to make her
writing more succinct, Reema used short phrases instead of topic sentences and such
stylistic elements as different font styles. Reema believed thahphgasising a point in

a different font style, she, firstly, was using fewer words, and, secondly, would not have

to describe what the emphasised point entailed.

Linguistic accuracy and content meaning

One of the major challenges for Reema in Semestestadeliver linguistically

accurate assignments. In Semester 1, she believed that top grades could not be achieved
when assignments contained grammar, spelling and punctuation errors. Such belief
appears to stem from her IELTS and EAP courses. As wassdied in Chapter 1, both

IELTS and EAP tend to narrow teaching to sthsciplinary skills, such as grammar

and general academic vocabulary (Algxander, 2010Green, 2005; Wingate, 2015).
Furthermore, Wingate (2015) aAdexander(2010) arguehatEAP teachers are not
adequately prepared to deal with the discipBpecific demands. Therefore, EAP

divorces the teaching of academic vocabulary from specific disciplinary context

privileging discrete elements of language (e.g. vocabulary and grantmnapjriet al.,
2019).Haneda (2014) states that academic language in the general sense hasbecome
end in itself rather than fAa means to th

purely | ingui st i copalsqagogues thé& BAP writikdjffdrsdrond ( 2 0 1 .
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disciplinespecific writing. He suggests that the former focuses on students learning
how to express themselves in the language, while the latter encourages students to
demonstrate their critical and analytical skills and develop their atmlitpnstruct

disciplinespecific arguments following the conventions of the discipline area.

By Semester 2 Reemads perception regardi.
realised that low English proficiency would not greatly affect her gradéangsiage

was limited to a certain number of grade points in the marking criterion for assignments.
Hyland (2018 di scusses the |l ecturersd priori:
| anguage accuracy in student s oOtakeimtesi gn men
consideration the fact that L2 students may be challenged by the language accuracy,
hence assigning a small percentage of the assignment grade to the language marking
criterion indicates an intent i cgatherthan as s e
the language. However, Hyland indicates the difficulty lecturers face when attempting

to distinguish whether studentsd errors

i nvol ves ficoncepts, procedur elsi,netodh e(oirbiieds.
11) and o6formé is studentsodé r bspetificri cal cl
6content 6. Hyl and argues that | ecturers

device by which content knowledge is delivered but rather is a tashloh the writer
attempts to persuade his readers of his line of reasoning as well as indicate his
membership in a certain discourse community. He claims that language used to express

ideas and arguments is inseparable from those ideas and arguments.

Anot her reason for Reemads changed percept
accuracy in her assignments was related 1
Al t hough | ecturers in Hylandés study real
the delivey of the scientific argument, Hyland (2d93ccentuated that STEM and

humanity lecturers seem to pay a different amount of attention to it. While STEM

| ecturers provided nearly a third of thei
written assignrant, the amount of comments on the language by the lecturers from the
humanity disciplines reached nearly 43 per cent (Hyland,l§0R3e e ma 6 s maj or ,
business, may be classified under humanities, sisadisaussed in Chapter 1,

sustainability andustome-focused competencies are vital for business organisations in
todayods gl ob ddsedeedomy(tbachvdt a. 2@l&vVicMurray et al,

2016). Therefore, the results of the current case stligly withHy | a (2@L8b3

finding in relation to theype of errors humanity lecturers comment éithough
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Reemads assignments contained a certain |

they were not commented on by the lecturers.

The finding that lecturers give priority to the content meanireg bnguistic accuracy

may point to another related area, the i
critical and analytical skills, their ability to critique and synthesise information, as well

as implement different theories and philosophiesawta arguments and business

ideas, required at this level of educati®och skills allow students to develop

understanding of own abilities for learning, their level of mastery of the study material,

as well as foster lifelong learning skills irsmdericentred way. Tempelaar (2006)

claims that there is a positive correlation between the level of critical thinking skills of
first-year undergraduate business students and course performance. However, although
Tempel aar 6 s st udyL2istadents]language Wwas hoeonenohtheinioen a |
subcomponents of metacognition by which
measured. Snydek. G.and SnyderM. J.(2008) conclude that undergraduate students
struggle demonstrating their critical thking skills due to lack of previous training and

practice. However, when lecturers use effective questioning techniques, model the
thinking processes, and guide studentsod |

better critical thinking skills.

Academic egister

Another challenge with thassignments that Reema encountered related to the academic
register. In particular, Reema struggled with the use of tentative landqRexp@ps in an
attempt to prepare student for the industry lecturers seemed toassigipments (e.g.
Communication Content Marketing Plan) taipeared to be a fusion of what seemed

to be an academic essay and a faécific document. Although two written genres are
usually characterised by different types of language: an academayjcregsires a more
tentative use of language (Bailey, 2017), while professional writing in the industry
usually involves a more forceful use of language (Haratdd, 2019), students were

not told which approach was appropriate. Strauss and Goodsin (B0&4tigated

challenges of postgraduate hospitality students with regards to written assignments.
They argue that students commonly compl ai
particular way of writing without explicitly stating what writing would beegtable.
Although lecturers realise the need for explicit language instructions, Strauss and
Goodsir (2011)and Zhu (2004) indicate that lecturers often find it hard to teach the

kind of language they appear to want in their assignments.
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The fact thathe research by Strauss and Goodsir (2011) involved postgraduate students
strengthens Reemads case. Firstly, compal
their undergraduate qualifications and were to an extent familiar with writing norms in

their discpline, Reema was an undergraduate student who came into the academy after
EAP courses and was only at the beginning of her contact with academic written

st andar ds andBdyyud2018rakgaes that newcomers into the Western
academia havetoacqeir idi f ferent skill s(pt8@auchas hat o

disciplinespecific academic register.

6.5.1.2 Challenges with understanding and following assignment requirements
Challenges with understanding and following assignment requirements involved
challenges witlapproaching assignments with vagssignment requirements, and ii)

challengesvith thestructural orgarsation of assignments.

Approaching assignments with vague assignment requirements

Unlike theCommunication Content Marketing Plan, wh&eema was provided with
detailed assignment requirements, most of her other assignments in her first year of
studiesdid not appear to bearticularly weltstructured and did not have sufficient

detail to enable a clear understanding of what was retj(erg. InClass Activity 1 in

Section 64.1.2.). Lack of clarity in the assignment requirements seemed to contribute to
Reemads s twritimgagsigrenenisias she was unsure of how to approach them.
Copeland et al. (2018) claim that students masttie intended aim of their

assignments due to vague and pofolynulated assignment requirements. Inkize

HE context, Johnson (2008) concluded that L2-fisthird-year undergraduate

students find understanding assignment requirements challenging thamnplek

wording, too wide a topic choice or topics that were too general, and use of such terms as
evaluate or Whatus$soofp.i nX3e6r)est i n Reemad
unclear assignment requirements resulted in her struggtentplete assignments on

her own and she had to deploy her adaptive-begking behaviour (e.g. addressing
proofreading services). On the other hand, unclear assignment requirements seemed to

empower her with certain flexibility for structural organisatof her written works.

Structural organsation of assignments
Although in her predegree courses Reema was taught how to structure andseriyani

written works, she found this task challenging at the beginning of her first year studies.
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Bailey andGarner (2010) state that undergraduate students tend to struggle to meet the
requirements for the structural orgsation of their assignment, which is mainly due to

the lack of clearlyworded requirements in this regard. Indeed, as was discussed earlier,
most of Reemadbds assignment requirements,
organgation in particular, could be considered vague. Nonetheless, although at the
beginning of Semester 1 vague assignment requirements for structure somewhat
contributedto Reendtas st ruggl e with structurally or
seemed to quickly change her perception and view it as an opportunity for own

decisions on how to organise her written works.

The reason for Reemao0 s sasohof egsgignenents mayh st r |
additionally relate to the traditional E .
traditional fiveparagraph essay structure wittrtainrhetorical moves within each
paragraphAlexander, 2019Macbeth, 2010; Wesley, 2000). In E§énre studies,
Paltridge (2014) identified rhetor.i cal m ¢
303). Devitt (2015) states that EAP students are often taught simplified structural

patterns of certain genres, leaving students teesglfore the comlpxity of structural
organgation of various disciplinspecific academic genre3evitt also emphasises the
importance of writing practice in the discipline that empowers students to make own
conscious decisions of using more complex rhetorical strudtuthsir university

assignments. Crosthwaite (20E8)dFentorSmithet al.(2018) claim that, through

analysis of disciplinespecific texts, EAP teachers empower learner with academic

writing skills, including grammar, vocabulary, and rhetorical strecthat lead to
academic success throughout | earnersd ac:
are argued to be problematic. Fox and Artemeva (2017) state that skills related to
structural orgarsation of writing taught in EAP classes are not nesrdlgsapplicable to
disciplinespecific studies, since EAP emphasises broad rhetorical structures

presumably suitable across disciplines. Dias and Pare (2000), and Hyland (2007) further
claim that academic writing cannot be learnt outside specific disegplBearing in

mind the cultural and linguistic diversity of student population in HE, discussed in

Chapter 1, and the fact that EAP students usually proceed with their education in

different areas of study, teaching generic structure of written text migtoe

appropriate to |l earnersd future academic
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6.5.1.3 Challenges completing assignments under time constraints
Challenges with time required for completing assignments related to time constraints.

Time Constraints

One of Reemao0 s hroughguleesfitst yeaostudies,rwasstime constraints

with writing assignments. Many a time Reema had only a week to complete
assignments which in her view resulted i
and Bayyurt (2019) argue that time constraion written assignments cause firaair
studentsd anxiety and result in poor wri!
Lea and Street (1998pint that lecturers acquire academic discipbpecific writing

knowledge through years of practiceowkverst udent sé acqui siti on
specific knowledge usually happens through a range of papers, each lasting a semester.
These papers are often taught by different lecturers. Canagarajab)(Rizt@ifies the

difference in requirements set bydimidual subject lecturers, which is often based on

|l ecturersd diverse personalTimecobsgaingsonet at i ¢
each course did not allow Reema time to orient herself quickly in the academic

environment of changing genresandkeur er s various writing

Furthermore, the fact that Reema wrote her assignments in L2 intensified her struggle.
Reemads | ack of confidence with her | angi
to complete her assignments because isstefrote them in Arabic and then translated

into English:
Yeah, the hard drive [mental processing] is still in Arabic.

Alténmakas and Bayyurt (2019) points to
adapting to Western academic ways of using the lamgurgtly, students struggle

using appropriate disciplirgpecific academic register and rhetorical structure, which

may differ from that in either their country or their jutegree courses. Secondly,

writing disciplinespecific content in their seconchiguage is challenging for L2

students whose language is still in the developmental phase.

Reema believed that academic writing was much easier for L1 students, and L2 students

should have been given longer time frames for completing assignments:

They trea us like the native speakers. But we need the time.
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652 RQ 2. I n what way do international st
experiences, including preparatory academic English courses such as
IELTS, successfully prepare these students for thehallenges they
encounter throughout the first year of their academic stud¢

At the beginning of her first year studies, Reema was happy with the set of skills,
strategies and knowledgdout academic writing that she acquired in hefymigersity
studies, and believed that she was ypedipared for her degree studies. However, when
approaching her assignments, she realised that only few of the acquiredtsatigjies

and knowledgeavere relevant to her current academic writing practices. As mentioned
above,he main reason for Reemads struggle w
as the mix of genres in a single assignm@ogersandRymer(2001) and Zhu (2004)
argue that udergraduate assignments in a business major are highly contextualied and
often require students to write effectively to a wide range of audiences. With language
knowledge that was still developing andheut the knowledge of the required genres,
Reema strggled to utilise the necessdexicogrammatical resources in an effective

way (e.g. tentative languagéjyland (2015) points out that academic language and
knowledge of genres required by the disciplapecific studies are linked thscipline

specificepistemologies. However, in the currentcaseistud a | ack of | ect
comments on | anguage accuracy, as well a
genre names, often | ead to the assessmen:
skilsrei ect ed in studentsod critical stance o

Wilson (2016) states that many EAP students do not have critical thinking skills at the

|l evel expected in HE. She argues that thi
may be related to their educational, political, and cultural backgrounds where such skills
are not necessarily fostered. Moreover, Wilson argues that EAP courses often adopt a
skills perspective on critical thinking that emplsasithe development of logik

argument through identifying causéfect relations and making inferences. As

discussed in Chapter 2, Benesch (2009) emgdgmsie importance of the CEAP, which
recognises the need for reasoning and analysis, confronts social ideologies, as well as
creating safe opportunities for students to explore various cultural and societal

differences.
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653 RQ 3. How do the studentsd perception
writing practices, including their prior learning, consciously change as their
first year of study progresses?

It seems that Reemads orientation towar d:
her degree study and proceeding to the ni
motivated her to deploy adaptive helpeking behavioursniher search for the ways to
approach each genre in her assignments.
her conscious implementation of various adaptive academieskelpng strategies,

such as seeking support at the SLC, asking her lectureifgin questions about

assignment requirements, or paying for pragding services. She seemed to be

emotionally and academically equipped to deal with challenges during her academic

journey at University C.

When Reema was writing each assignmentssieened to come back to the forethought
stage in Zi mmermanoés (2000) model, discu:
considered that vague writing assignment requirements contributed to her struggle. Her
confusion with the way to approach assignmenth waigue assignment requirements

seemed to result in more cycles in the model before she completed assignments. In
contrast, detailed stepy-step written assignment requirements and reaadhelp

lecturers, such as in the Communications in MARS paperrmeSter 1, made her

confident writing her assignments, meaning that she did not have to come back to the

forethought stage as often before completing them.

Reemads whole first year academic writing
Based on hernowledge about academic writing acquired in thedegree courses, in
Semester 1 Reema focused on structural osgaon and linguistic clarity of her

uni versity assignments. However, meemaods
appear suitable foehgthy writing in her current studies. Firstien though she

attempted to focus on paragraph structure, her lack of knowledge in this area, which was
acquired writing short texts, was not suitable for the extended wrémgred at

university. Secondl assignment requirements did not have explicit instructions for
paragraph structur e e madés perception of the inappr
paragraph writindor her university assignments is also supported by Alexander (2019).

He states that @maditional paragraph structure taught in EAP classes, i.e. topic sentence
that introduces the main idea, a series of sentences developing the idea, and a

summarising sentence, is useful only as a starting point in learning to write genre
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specific textsln the currentcasestudy | ack of | ecturersdé feed
organgation of the assignments led Reema to a conclusiopénagiraph structungas

of little significance to academic writing in her discipline afaarthermorea limited

number of marks for language clarity that Reema could receive for each assignment as
we |l | as |l ack of | ecturerdés comments on t|
content meaning was of superior importance larglistic errors probably wodlnot

impede understanding of the disciphsecific knowledgeAs was mentioned in the

discussion of RQ1, Hyland (208)3points out that although lecturers comment on the

| anguage errors in studentsd assignment s,
knowledge. Zhu (2004) emphasises the importance of delivering content meaning in
written assignments specifically in the context of undergraduate business programmes.
Indeed,theabundance of feedback on each aspect
in-depth, points to the superiority of the discipimegp e ci f i ¢ knowl edge a
analytical and critical thinking skills. Hence, in Semester 2, Reersiategised her

approach to academic assignments and focused primarily on delivering accuieé con

knowledge.

Reemads diligent study throughout her fi
to have contributed and developed her skillarohcademic writer. The variety of help

seeking strategies usid by the student throughout her fiystar studies made it hard

for Reema to distinguish which of the skills she was using in her current study were
devel oped i n her B,arcARcbusestShe daid that ey éheend EL T
of Semester 2 her writing style has changed to an amalgsmadther own writing

style, writing styles used in disciplirspecific secondary sources, and those of proof

readers who helped her throughout the year.

6.6 Chapter summary

This chapter described the findings from the second case study, Reem#é\s in
previous chapter, the current chapter st
educational background and pathways to universitid&Zinincluding her general

English and IELTS classes, sstuudy towards the IELTS test, and an EAP course.

Reem@ s -umivessity educational experience was described focusing on the skills,
strategiesand knowledge acquired in relation to academic writing. Following that, the

chapter presented anéthe pt h account of Reemads approa
212



studentchose to share from Semester 1 and Semester 2 20 if@cademig/earwith
the focus on critical moments that paved
The chapter then presented witluti@se analysis in relation to the three research

guestions.

The next chapter presents the findings from the third case study, Marina.
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Chapter 7. Case study 3: Marina

7.1 Introduction

The third case study focuses on Marina, gy@4rold student from Mexico, studying
towards a Bachel or 6s Deegpityd.eTheicmptévbegimsiye Bi
providing Marinads educati onal NZarbek,gr oun
t he st u-dtedyptowasls as ELTS exam are described focusing on the skills,
strategies and knowledge acquired in relation to anaderiting. Following that,
Marinads university undergraduate degree
assignments, which the student chose to share from Semester 1 and Semester 2 in the
2017academigear, are discussed. The chapter thegsents withircase analysis in

relation to the three research questions. Finally, the chapter is summarised.

7.2 Marinabés profile and education

Marina started learning English when she moved from Mexico to the United States at
the ageof two. While there, her family encouraged her to learn English and Spanish
simultaneously. During this period, she attended an Americacatay where she was
taught English, however at honveith her family, she spoke Spanish. When Marinla
turned threeher family returned to Mexico. In Mexico, she went to an American
kindergarten and later studied at an American primary school, both of which used
English as the only language of instruction. As before, she continued to speak Spanish
to her family and fends outside the classroom. Halfway through primary school,

Marina asked her parents if she could be transferred to a local school that had Spanish
as the medium of instruction. This is because she experienced significant social stress
and peer pressure iver English school and was repeatedly being judged by other
students. Moreover, the local school had a focus on sports and the arts, both areas that

Marina specifically enjoyed:

The other [Mexican] school was like free and open and like they had

lots ofarts. Like, arts classes and PE every day. So, it was really cool.
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The English class at Marinads new school
because students were placed according to their level of English, Marina found herself
in the highest clas#n this class, they were expected to only speak English during
communication with both the teacher during whdkess activities, and with estudents

during pair, groupand project work.

To support her English, she had a first language speaker oflengbsing her at home
once a week for a year. Her classes with the tutor mostly focused on watching movies in
English, reading agappropriate books, such as those by Roald Dahl, and learning

through games.

For her last two years of high school Marinadgtd at another local school which had a
stronger academic focus. As with her previous school, English classes only occurred
twice a week. Howevethe primary focus was on other subjects, and as a result Marina
believed that her English language skillglded during this time. After graduating

from high school, she took a gap year where she trained to do wakeboarding and
travelled the world.

When Marina arrived itNZ, Spanish was her main language of communication.

However, she pointed out that sintaring her studies here, she has been mainly
communicating in English with her classmates who are of different nationalities. She

also has a boyfriend who is a natsjgeaker of English. As a result, she only uses

Spanish with her family via Skype two thiree times a week as they are in Mexico. At

the beginning of her academic year, Marina felt quite home sick, so her mother visited
her for around t wo -‘wsemeskesbreakpandMizey travelled s f i r ¢
aroundNZ. Her mother left just before osecond interview. During the semester break,
Marina also met her family in Fiji, where they all travelled and spent time together

relaxing.

7.3 Pathway to current study

Marina arrived irNZ on a visitor visa when she was 19 as part of her world travel, and
after seeing the country, she decided to stay and study. She worked towarg®arone
business diploma at a NZ college. To enrol, Marina was required to complete the

c ol | e g e 6 sguageteast, whishhMatina passed without any difficulty. She
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believed that this was because the test focused on general English, in particular, tenses,

grammar and essay writing, rather than business English.

Although Marina studied business, her passias W become a scientist and help

improve the condition of the oceans. Thus, after completing the first semester of her
business diploma, she decided to enrollMzsdb ac hel or 6s degree i n |
biology. After browsing and enquiring about logtions at varioulZ universities, she

realised that an IELTS or TOEFL score was required for enrolment. Unfortunately,

none of the universities would accept her enrolment in a NZ business diploma

programme as proof of her English language proficiency.

While completing her diploma, Marina decided to prepare herself for enrolment in
University A. As she was more familiar with TOEFL, than with IELTS, she borrowed a
number of TOEFL books from her college library in order to study for the TOEFL test.
However after receiving TOEFL test scores that were just below the satisfactory grade,
she decided instead to study for the IELTS test. Again, she borrowed books from her
college library. Alongside the borrowed books, Marina also used various free online
sourcego study for the IELTS test. These included official Cambridge websites, as well
as YouTube videos posted by IELTS instructors. The total time that Marina spent self
studying towards both TOEFL and IELTS was three months, with the majority of her
exam prepration taking place whenever she had time after her business classes and at
the weekend, as well as throughout re@mester and semester breaks for the business

diploma.

Before completing her diploma education, Marina had managed to pass the IELTS test
and achieve the required overall university entrance score of 6.5 in her first attempt (7.5
for Listening, 60 for Reading, & for Writing, 7.0 for Speaking). As a result, she was

able to successfully enr olBiologyattnvessityB\ac hel

7.3.1 Selfstudy for IELTS
Marina pointed out that she learnt a great dealssatlying towards IELTS and that she

became equipped with the strategies necessary for her future academic career:
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IELTS gives you the keys that will stay foryallr life: the structure
of an essay, attracting attention with the first sentence, developing

ideas, using connectors.

Marina strongly recommends that other students study for the IELTS test, as she
believes that the skills learnt provided her with theidsafor both reading and writing.
At our first meeting Marina sounded assured that IELTS helped her to communicate
information more efficiently in her current writing assignments due to a clear

understanding of a paragraph and essay structure:

Everythingyou want to communicate in writing, [IELTS] gives you a

good structure.

Marina considered that acquiring vocabulary was paramount for the IELTS exam. She
stated that she completed many vocabulary exercises during her IEL-E&idglf

However, she paidttie attention to learning a range of vocabulary or synonyms, even

t hough she was cognisant that academic wi
using a single word for a phrase, such a:
were of paramournimportance for receiving a good IELTS writing grade. Even after

gaining a required IELTS score, Marina believed she had to further improve her

vocabulary:

Really tryingto learn all the different, like, connecting words. Like,
saying o6for ienxsanapnlcee®d oorr ,0flarke, di f f e
wor ds. Because someti mes | really s

problem with me.

Another skill that Marina acquire during her IELTS sdlfiidy related to structuring an

essay and organising ideas in paragraphs.|&drnt that the structure of an essay

involves an introduction, body, and conclusion. According to Marina, the introduction
encompasses a brief description of each paragraph in the body of the essay, and each of
these paragraphs starts with atopicsertee t o attract the reade
linked to the information in the introduction. Each paragraph in the body also provides

an example of the information discussed in the paragraph and concludes with a

summary. This concluding paragraph sums epnformation from the whole essay and

mi ght include the writerds opinion on thi

217



7.4 Current academic studies

I n order to gain a comprehensive under st
influences, experiences, and practices thatimpgcton and | ead t o chal
academic writing processes, the following sections look at certain critical moments
within the narrative of Marinads engagem
the first two semesters of her academic studyratesity A. They include a detailed

description and examination of the following:

1) Marinads assignment instructions and |
compared for consistency.

2) Marinabd

3) Marinabd

4) Marinabo

5) The | ec

S perceptions about heia. ongoi ni
S writing processes as she att
s application of previously ac
turerds grades and feedback, a:

7.4.1 Semester 1

Marina bok four papers in Semester 1: Biology of cells, Biology of animals,
Communication, and Kinesiology. However, according to Marina, the Communication
paper was the only paper that required her to do written assignments. She provided me
with two of her assigments that she completed for the course. Assignment 1 was
referred to as a Source Justification and consisted of two parts. Although Marina did not
provide detailed assignment requirements for Assignment 1, the analysis of the
provided documentation reaied that the first part required students to find three
secondary sources related to a topic that students chose from the list provided in the
writing assignment requirements for Assignment 2. The three secondary sources had to
belong to three differenbsirce types, i.e. a media source, a peerewed article, and

an official government website. Then, students had to identify three key points in each
source and provide reasons for the sourc
second part of the signment, students had to reflect on their search strategies for the

secondary sources. Assignment 2 was a Position Paper. For this assignment, which took
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the form of a filter blog the student was required to express their opinion about a topic

relatedto the environment.

It should be noted that Marina was highly motivated and aimed for high grades at the
beginning of her studies. She spent hours in the library finding and reading sources that
could complement and expand her knowledge omthierial taught in class. She

believed that quantity of her knowledge would win over quality. However, her
systematic reading and netgking did not relate to material which could contribute to

her assignments. Moreover, by the end of Semester 1, sisedeadtetaking was more

of a mechanical exercise from which she did not learn much. Consequently, she did not

have sufficient time for her assignments.

7.4.1.1 Communication paper Assignment 1 (Source Justification):
Requirements, mar ki nsgeflectononthemi a, and s

This section details the assignment requirements and marking criteria for Assignment 1,
the Source Justification, from Marinads |
documents the studentds r ef | @markingpcriterian t h

for the assignment.

Figure 7.1 presentsfourpver i t t en mar king criteria acco
work for the Source Justification was graded. The highlighted sections in Figure 7.1
indicate how Mar i ngnimentwork ardundrthe third scarceghéit h e r

she discussed.

2Filter blog is the type of a éhbl,@20l2)twithaedirectiegf | ect s
readers to Aspecific content el sewhere on the Wel

p. 2). Filter blogs usually contain webKto sources that have informed the argument.
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Figure 7.1

Assignment Marking Criteria for Part 1- JustifyingY our SourceSelection

Source 3 Poor Fair Good Excellent
APA format Incorrectly formatted | Format has several errors. Referenced correctly minor Referenced correctly.
reference. errors (1-2).

Evidence of poor
search strategy.

Search strategy

Search strategy appears
effective but little detail
provided.

Effective search strategy with
some detail provided.

Demonstrates very effective
and/or creative search
strategy. High level of detail
provided.

analysis of the usefulness of
the source and its relevance to
the NZ context. May not
connect to other sources.
Limited understanding of
source quality.

OR links to other sources OR
the NZ context. May give a
good reason for selecting a
source that may not be
appropriate. Identifies
elements of source quality.

Three key No key points given. Minimal identification of key Key points identified but mainly | Key points clearly identified
points points factual with attempts to make in terms of relevance to the
connections to topic. task.
Reason for No justification Attempts to justify the source Clearly identifies the relevance | In-depth outline of how this
source selection | provided. selection, but contains a mix of | of the source, but may lack source contributes to the
/ rejection detailed support and surface either clear supporting details topic, and to the NZ context.

Links to other sources
identified.

Explains, in detail, the
quality of the source and
indications of source quality.

As can be seen from Figurel, the students were assessed on their ability to abide by

the APA referencing conventions. Secondly, students were graded on the nature of their

search strategy. Thirdly, students were assessed on their ability to identify the key

points of the three sources and explain how these points were relevant to the chosen

topic. The

final

mar ki

ng cr

terion

r ef

selection based on its contribution to the topic andNtheontext. The fourth critéon

also required the students to identify the reliability of the information found in the

selected

devel odepabhhéi di scussi on,

and critical skills.

Andrade (2005) states that a rubric, or marking criteria, as it was referred to in the

documentation provided by Marina, should go hand in hand with a detailed written

sour ce.

To

gain an

mo s t

6excel

| i atytic

|l ent

aly

explanation of the requirements, or an oral elaboratiaaiss. Marina stated that

students were provided with detailed writing assignment requirements and the

requirements were additionally briefly explained in class. Furthermore, students were

supplied with the assignment template for organising answehe fast part of

er |

Assignment 1, which is presented in Figure 7.2 below. However, when approaching the
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assignment, Marina was still confused which question had to contain her justification
for choosing sources. As a result, she provided source justifieaien answering

questions two and four.

Figure 7.2

Assignment 1 Part 1 Template

Justifying Your Source Selection

+

SOURCE 1 TYPE:

1. APA reference

(]

How did you find this source?

3. Identify three key points that are relevant to the position paper

4. Reason you chose to use this source

For the second part of Assignment 1, students were required to reflect on and self
evaluate the search process offitet part of the assignment. To do this, students were
prompted to answer three questions about their search strategies and the challenges they

encountered:

1) What have you learned about the information searching process?
2) Describe your information process tthe position paper
3) What was the greatest challenge for you in finding and evaluating information

sources to use in this position paper?

The answer to the first question clearly
search process in the first paftAssignment 1. However, the other two questions,
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although they made mention of finding and evaluating sources, were actletigd to

the subsequem{ssignment 2, i.e. the Position Paper. As a result, they caused a degree
of confusionfor the student when completing the second part of Assignment 1. When
answering the second question, Marina decided to descrilweoheprocess on
Assignment because she did not make much progress on Assignment 2 by then.
Marina answered the third quest in a single sentence, stating her biggest challenge
was in finding a credible media source on the topic. Marina explained that she did not
believe that media sources twbe credible in the first place because in her home

country it was mainly biaseédwards an opinion supported by country leaders.

The second part of Assignment 1 was graded from 1 to 5 (1 being the lowest grade and
5 being the highest grade). Details of the marking criteria are provided in Figure 7.3,

where the highlighted sectionindc at es Mar i naés grade f or
assignment.
Figure 7.3
Assignment Marking Criteria for Part 2- Reflecting on th&esearchProcess
PART 2 - REFLECTING ON THE RESEARCH PROCESS
1 2 3 4 5

Minimal reflection. No
evidence that learning
has taken place or that
challenges in
information searching
have been identified.

Attempt to reflect on
research and learning
process, but lacking
detail that shows
learning has taken
place. Information
search process lacks
detail and challenges
are not clearly

Good reflection on your
research process but
lacking in detail about how
you have developed your
search process or how you
dealt with the challenges.
Reflection suggests you
may over-estimate your
ability to search

Very good reflection on
your research and learning
process. More detailed
evidence would show that
deeper learning has taken
place, and would
strengthen your overall
reflection. May not
identify areas that you can

Excellent, thoughtful
reflection on your
research and learning
process, with clear
evidence that learning and
change has taken place
and identification of areas
that you can still improve
on.

identified. effectively, or are still improve on to show you
struggling to identify have really thought about
appropriate sources. your learning in this
process.
I n what foll ows, Wdiscussewandher commentstoremy anvalysis k

of her work are presented.

Student

6s work

on t he

assi

gnment

When Marina quickly read the assignment requirements and marking criteria, the

former was not provided to me, she believed that finding sources related to a topic of
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interest and identifying key points in the sources was a straightforward task. Marina was
confident that presenting the key points in short paragraphs would suffice and would be
easy for her because she had learnt the relevant skills for structuring paragraphs from
IELTS. Neither was Marina worried about demonstrating effective and creatioh sea
strategies, as she was confident that Google would provide her with a plethora of

appropriate sources.

Theperception of easy work ahead made Marina postpone work on the assignment and
use the time to work on her other subjects. However, when shialygid begin

work on the task, she thoroughly read the marking criteria and realised that it was a
more complex task than had seemed at fir:
must be taken to control the fishing industry in the interestsos&inable marine
environment o was too general for Assignmi
marking criteria (Figur&.1), had to be narrowed down to tN& context. Secondly,

Marina realised that Assignment 1 was a preliminary step to Assigranehich

involved students presenting their position on the same chosen topic. Hence, the same
information and sources could be used in both assignments. Consequently, Marina
wanted to select sources for Assignment 1 that could support her posititiZ, was

the most careful country when it came to overfishing. However, all the sources she

found on the topic pointed that, like many other counthNishad big problems with

overfishing too As the result, Marina found linking the sources to her sel¢ofgd of

overfishing and th&lZ context challenging. The task felt even more challenging when
Marina realised that she had to find specific source types, i.e. a media source, a peer
reviewed article, and an official government wehsited not any sourcdbkat could

support her personal opinion.

Overall, Marina found it difficult to simultaneously think of her Position Paper

assignment, while still working on her Source Justification assignment:

| did struggle with that. Because | thought it was gonnadrg easy.
Because we just have to find sources and write some paragraphs. But

because it was, like, thinking about the next assignment.

As a result, and in an attempt to speed up her work process, Marina decided to search
for the shortest sources thatestould find. This is because she feared that she would
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spend a considerable amount of time reading lengthy sources, which might also not be

so relevant:

If | see a big thing of thread, | would rather look for something else. It

takesalotoftime,andmabe it 6s not relevant.

Another big challenge for Marina in completing the first part of Assignment 1 was
determining whether a source was credible or @oe of the reasons for struggling

with the task was the novelty of it, i.e. she had not engagedsityfie of task before.
Additionally, the difficulty with the ta:

identify that sources were reliable:

The only thing that was new for me was researching reliable sources.
| was never, | i koebehonest, | @methbedériot k now t h
being very sure of why the sources were credfue. having to

justify myself somehow. But not being really sure.

Marina justified selecting the first two sources by density of the information in the
sources, presence of factual and statistical data, as well as source types. The Reason for
SourceSelectionRe j ect i on mar king criteri etniwowas ma

sources.

Marinadés reason for selecting the third
peerreviewed journal article. Marina believed that pemiriewed journal articles could

be considered reliable because they were written by acadentiesfield. According to

the |l ecturerds feedback for the Reason f
for the third source, which was marked 0]
level analysis about the usefulness of the sourceerldiBcussion about such low mark,

Marina stated that she had insufficient time to providégapth justification.

Another challenge that Marina faced related to the assignment template. When Marina
started writing Assignment 1 by following the templateq Figure 7.2), she realised the
template did not allow space for an introduction. Marina did not feel that she could go
straight to the main part of the task without first introducing the task in some way.

Hence, Marina exhibited a degree of agency bkingachanges to the assignment
template in her desi-bodycoocl alsli owot Ise r dicni
academic writing that had encountered in hefpreersity studies:
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| need to state what kind of information | was searching. So, even |
cameup with these topics, like, after | found the sources, it is kind of,

like, an introduction to [the task].

The rest of Marinads written work foll owi
However, Marina was confused about the way she had to organisedingsahs of the

key points she had identified because she realised she could not apply her IELTS
paragraph writing skills to this component of the assignment. This difficultly was
compounded because Marina also found supporting evidence for the samenkay poi

various sections of the sources and was unsure if these should be combined in a single
paragraph. As a solution, Marina placed each item of supporting evidence that she

found in different parts of the sources in separate stborte paragraphs. Two

paragraphs that present supporting evidence on the same key point of overfishing can be

seen in Figure 7.4

Figure 7.4

Source Justification 2Key Point 1

Key point 1: Overfishing is an increasingly detrimental problem. Alexandra Wimley (2015) describes how

overfishing is a problem in the Pacific Ocean: Bluefin tuna stocks have declined over 96% compared to un-
fished levels and 90% of Bluefin catch are juveniles who have yet to reproduce. Long line fishing also
results in unintended harm to marine life that gets caught on the 170-kilometer long lines. On average
300,000 sea turtles and 160,000 sea birds die on long lines each year. (...) Over 100 million sharks are

killed each year, largely as a result of the fin trade.

“It's time for fisheries to clean up, set up and be responsible. If they don’t, there will be no tuna left.” (Karli
Thomas, 20195)

Marina stated:

| was confusedecause, like, the author expanded and spoke about
other things. But, then, kind of come back to the same point. So, |

wasnoét sure i1 f 1 could put it

Another area of concern for Marina related to referencing convenfdtheugh the
Communicatiorpaper students were directed to the library website to find out about

referencing conventions, Marina found it difficult to come to terms with the-often
225



complicated nuances of APA referencing. As a result, the references for some of her
selected sources formatting issues, for example, the titles were not italicised.
Marinadés final selected source was incorl
wrongly identified the source type. Marina labelled it as a journal article when it was a
conference papeAccording to Marina, she did not have sufficient time to find a-peer

reviewed article, and decided to present a conference paper as one:

| think | knew thatitwasnotapeerevi ewed articl e. But

find one.

The lecturer gave feedback on thdeliénce between the two types of sources but

stated that no marks would be deducted for the incorrect identification of the source

type.

Lecturerdos feedback and the studentods r el
Apart from the grade for each criterion highlighted in thekingrsheet (Figure 7.1 and
Figure 7.3), the lecturer provided feedback within the assignment in a didéedentred

font, as shown in Figure 7.5.

Figure 7.5

Comments on Assignment 1

Reason you chose this source: The reason | chose this source is because it is a peer reviewed journal

article. It means that even though it is a secondary source, all the information is 100% true. Be careful with

claims like this!

After her struggle to locate reliable sources, Marina was especially confused to receive
feedback advising her not to use strong claims regarding the credibility of her source.
She believed that as a peeviewed journal article it was eminently relialffegure7.5
above). Marina stated:
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It seems, like, they want us to choose reliable sources, but here she
comments that these sources, l i ke, n

know.

However, reliability of the journal article may nothaxeén t he f ocus of t
comment, but instead she may have been m;
phrase A100% trued, which is semanticall

6credi bl ed.

Overall, Marina was satisfied with a B+ grade this assignment. She suggested that

her inability to identify reliable sources contributed to her failure to get a higher grade.

7.4.1.2 Communication paper Assignment 2 (Position Paper): Requirements,
mar king criteria, and studentobés refl e

Assignment 2 of Marinads Communication p:;
mentioned in Sectio.4.1.1, Assignment 2 needed to focus on the same topic and

employ the same sources that the students chose for their first assignment, the Source
Justificdion. However, in Assignment 2, students were required to use the selected

sources to support their own position on the chosen topic.

Assignment 2 was to be written on paper in the format of a filter blog and then handed
into the lecturer. The Position Rapnstructions required the blog to be engaging for
various audiences, from high school students to research scientists. The underlined parts
of the Assignment 2 requiremeimtsFigure 7.6 indicate the informal register in which

the assignment instructisiwere written in, potentially inviting students to produce a

similar register in their assignment.
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Figure 7.6

AssignmenRequirements: Position Paper

The editor of a blog on the Science and Society section of Sciblogs
(http://sciblogs.co.nz/category/science-and-society/) likes to invite guest writers with

expertise on controversial topics to contribute to her blog. The environment seems to be a hot
topic right now, so she emails you, asking you to write a position paper (also known as an
WOH this topic. In her email she says “I really want you to provoke my readers to
think about this topic. It would be helpful if you took a stand and really argued a point of
view. You need to ensure that what you say is backed up by scholarly research to please the
scientists who read my blog, so vou need to include references, but make sure it_’_s_leilly
engaging for anyone who might read it. My readers range from research scientists to retired

farmers and high school students, so you need to write to a general audience”™.

You decide to accept this challenge. Your task, therefore, is to write a position paper for the

blog of no more than 1200 words, excluding references and title page. It should be written in
an engaging way that will interest the readership of the blog. But it must also be scholarly,
1.e. based on scholarly sources and referenced correctly (using APA referencing) and you are
expected to employ the key stylistic elements of scientific writing; for example, clear
paragraphing and a clear, concise writing style.

The assignment requirements were a page long. The task resembled something of a role
play, in that it explained how the editor of a Sciblog had emailed the students inviting
them to write on a O6hot topicbd, irolee. the
play more credible, the students were provided with a link to the blog website, that
contained other blog entries, which could potentially be used as exemplars for their

assignments.

By setting up the Position Paper assignment as a blog, the tevigte have intended

to encourage students to develop their ideas without the constraints imposed by the
demands of academic writing conventions. Nonetheless, the assignment requirements

and the marking criteria, presented in Figuig $eemed to send rad messages about

what written genre was expected from the
suggestion that Assiugpn nibeynts czh ohlaadr Ityo rbees eéal

Okey stylistic elements of swentienalt i fi c wr |
academic essay genre, while some, such a:
and the requirement to make it oOreally el

the blog genre (Figure 7.6). Similarly, the requirement in the criteaiat would use

APA referencing related to the conventions of the academic essay genre, while the
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requirement for a O0creative, adcddemct i on,

writing genres.

Figure 7.7

Position Paper Assignmehtarking Criteria

Name & ID: Marina
247.155 Marking Criteria
Assignment 2: Position Paper |, er: Lecturer
U=Unsatisfactory F=Fair
G=Good E=Excellent UIF|G|E Comments
Introduction Good use of stats to draw the reader in.
Creative, aftention grabbing X Clear thesis statement.
hook.
Thesis statement clear,
unequivocal, justified. X
Body or Content Your paper refers to 2 pumber of
Well researched; good X sources but none of them are scholarly
understanding of topic. or academic. However, there is a clear
Logical and coherent argument. X argument that develops well.
Referenced appropriately using Some errors in referencing.
APA style. X Headings could be better!
Informative headings. X
Conclusion Very strong conclusion.
Strong, memorable summation X
and closing statement.
Writing Style Good writing style, appropriate for the
Audience focus; styvle X audience. Some errors. Good
appropriate to audience. paragraphs.
Punctuation, spelling, grammar. X
Deductive paragraphing. X
Clear and concise. X

Comments:

This is a good paper. You have a clear argument that develops towards a strong
conclusion. However, it would have been much stronger with some scholarly/ academic
research incloded and this was a requirement of the assignment.

Date: Grade:

The marking criteria for Assignment 2, presented in Figure 7.7, sent Marina mixed

messages about the nature of the assignment itself. Unsure about which way she had to
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approach the assignment, as a filter blog or an academic essay, Marina chose the latter,
believing it would be more appropriate for a university assignment. By the middle of
Semester 1, Marina had realised that this paper was directed at teaching students to
communicate disciplingpecific knowledge to the general audience, rather thangestin
studentsdé knowledge from their disciplin
disciplinespecific research, she saw Assignment 2 as an exercise to express ideas and

information in a coherent way, following a certain structure:

Il t 6s | us atiorapaper Sontheynteach how to communicate

somet hi ng. ltés not checking my Kkn

As can be seen from Figure 7.8, the assignment requirements indicated that students
could find resources explaining how to write a position paper@nrtiversity online

LMS. Marina decided not to spend time searching for the links due to the overwhelming
amount of work she had to do in her academic studies. Insieechose to write her

assignment guided by the assignment requirements and markerg@agirovided.

Figure 7.8

Position PapeiAssignmenRequirement®Related toWriting Position Papers

2) Make sure you understand what a position paper is. We have provided links to resources
on writing position papers on the Stream site.

Marinads work and reflections on Assi gnmi

Student 6s work on the assignment, l ect ur «
By the time Marina started her work on Assignment 2, she was overwhelmed with her
university work, and consequently did not pay careful attention to all the reqoieeme

and explanations for the assignment. Nevertheless, the student felt empowered to do the
task because she already had the three sources analysed for Assignment 1. Additionally,
while working on the previous task, she had also saved some articlesetitasiht

woul d be relevant for the Position Paper

experience with blog writing, so she decided to write her assignment in a form of a
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university essay. She stated that she did not pay detailed attention tarkiiregnariteria
because she was aware she lacked the skills for achieving excellent outcomes. Marina

did not go into detail of what skills she referred to.

Before submitting their final version for Assignment 2, students were required to
provide a draft ofheir work, which would not be graded. After checking the draft, the
lecturer scheduled individual omm#-one sessions with each student. During theayre

one session, feedback on the draft was provided in writing in a Tutor Clinic Sheet, and
the lecture also discussed the ways that the student could improve their Assignment 2

written work.

When working on the final version of the Position Paper, Marina utilised the feedback

from the oneon-one session. For example, the first piece of feedback in tioe Tu
Clinic Sheet was: ATitle?0. Marinads dr af
|l ecturerd6és comments, a title was added t
topic-focused title would not be sufficiently appropriate, so she ircluter particular

position within the title perceiving that it was important to present the reader with her

position up front (Figure 7.9).

Figure 7.9

Assignment 2 Title

“Further action must be taken to control the fishing industry in the interests of a

sustainable marine environment”

-Agree

Furthermore, asperherect ur er 6s comments in the Tuto
neglected to include section headings. Marina had never included section headings in

her previous experiences of academic writing, as IELTS did not require them. Instead,
Marina learnt from IELS that the overall academic essay structure would contain an

I ntroduction, Body, or O6Paragraphso6 i n M;:
she provided section headings related to the conventional essay structure, as well as
developed headings thatcurately summarised the content in the Body part of the

assignment, as can be seen in Figure 7.10.
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Figure 7.10

Headings in Assignment 2: Position Paper

Thesis statement

New Zealand is a great example of sustainable fishing; it is easy to think that there is not
much more to do but to “keep up the good work”. Even though New Zealand has done a

action must be taken by every one of us to promote a healthy, happy ocean.

Paragraphs:

Understanding the size of the problem:

Before getting into detalil, it is important to know what overfishing is and what the main

causes of overfishing are. Overfishing means, “fishing too much that the fish cannot sustain

As can be seen from Figure 7.11, the lecturer negatively commented on the headings
related to the conventional essay structure and advised to provide headings that reflected
the content of each section. Subsatguent |
Headings sufgriterion from the Body or Content marking criterion (Figiér@.

Figure 7.11

LecturersCo mment on t he HBdadingr oducti ond as a

Introduction o Your headings should be about your topic, eg: 'The
Problem of Over-fishing'.

It is estimated that three-quarters of the world's fisheries are completely exploited or

overfished meaning we need to act fast to stop this crisis. Some countries like New
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I n the Tut or Cledctuner mark&ltihe absendd af the thesi® ssatement.

The student had previously learnt that the thesis statement was the part of an

introduction that explained a position on the topic, and she believed she had included

this in the draft. Marinacouldno¢rc al | t he | ecturerds expl a
statement was unclear, so in her final version of Assignment 2, she singled it out by

adding a separate headjsgt at i ng O0Thesi s statementd. f
that Marina had included sesal ideas in her introduction, and it was unclear which of

them was related to the thesis statement. As can be seen from Figure 7.12, the lecturer,
although somewhat unsure himself, commented on what may have been the thesis

statement in rMdarinads assignme

Figure 7.12

ThesisSatement in the IntroductioBection

g This is probably your thesis statement, not what

you've labelled 'thesis statement'.

no more fish left to eat? New Zealand fishing methods could be the future of sustainable

fishing for everyone and this could mean the end of overfishing.

The | ect ur ferthé $hesis Gtatemeesiilycriterion from the Introduction

mar king criteria st atddodndakwasassignedh(legaries st
7.7). Marina was confused what the comment referred to, as the lecturer had perceived
her thesis statement unclearly identified. Marina concluded for herself that for an
OExcell entd mark she had to specify ways
stated in the thesis statement:

| think if | was cleaer with my thesis [statement] and said not only
that it is a problem but maybe ways to solve [the problem]. Could be

a better mark for [Thesis Statement sultterion].

Marina responded more successfully to thi
Ohdak which as can be seen in Figure 7.13
advice to use i mper s oinsarporard to enderstagbd i and,

avoid using the pronoun 6youd6 in the I nt
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Figure 7.13

Advice UsingImpersonalLanguage

It seems that the lecturer was guiding the students to master the perceived conventions
of academic writing, rather than the genre of a blog which characteristically address

therr eader as wusing the personal pronoun 0

good grade for her work, so she did not question the authoritative opinion of the
lecturer. In fact, given her own intention to organise the work as a university essay,
ratherhban a filter bl ogwewhshaeorsdacoemtablegronaugto e e d

empl oyyotuhban 0

(

1

OWedé, or, for example, instead of sa
say, |i ke, O6it is important t

Marinads I ntroduct i ognmant® inticated tHat the atlideny e r s i
i mpl emented the | ecturerés advice to wri
statements, such as 06lt is estimatedéo a
will take to solve thhg pheblem@eér,tasav
| ecturerod6s comments in the Tutor Clinic

linguistic and stylistic elements in her Introduction were seen as effective in attracting
readersod6 attenti on, Nradefomher Inoddction. Maitae i v e d
believed that her | nt r gratlebatther leaturedwerses tov e d
encourage her to do better next time by

Furthermore, and as can be seen in Figure 7.14, in her final sigmfier Assignment

1, Marinadés reference |ist did not stric
Although the lecturer, during the feedback @meone session, had referred Marina to

the university | ibraryos wdstyle shewabmor t he
able to develop her references to the required APA standards, especially in relation to

web resources:
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| just retrieved [APA conventions] from the library webdité |

coul dn o6t [refeiemcidg]veelisites t

Figure 7.14

Referencd.ist for Assignment 2 (Position Paper)

Pepiin Koster (2007-2012) Overfishing- A Global Disaster Retrieved from
www.overfishing.org

WWF global (N/A) By-catch victims Retrieved from

wwf.panda.org/about _our_earth/blue planet/problems/problems_fishing/fisheries_managem
ent/bycatch222/bycatch_victims/

Alexandra Wimley (2015) Greenpeace appregends illegal fishing in South Pacific Retrieved
from http://www .nzherald.co.nz/element-
magazine/news/article.cfm?c_id=1503340&objectid=11512792

Marina received a C+ grade for Assignment 2 (Figure 7.7). Below the marking criteria,

the lecturer stated that the assignment was actually a good P&sipen

Consequently, there were no mistakes specified except the lack of reference to academic
sources. As a result, although the major|
OExcell entd, the student bel i evabdendebfat t |
any reference to peeeviewed articles, as well as her excessive use of personal opinion

in her assignment. From the assignment grade, Marina understood that the online

sources she used, such as official governmental websites and leadingpessyspauld

not be considered reliable and used as supporting evidence to her own opinion.

The next section describes Marinabds work

Sustainability paper in Semester 2.

7.4.2 Semester 2

As with Semester 1, Marina took fourgaas in Semester 2: Science and Sustainability,
Statistics, Chemistry, and Physics. Overall, the student was much happier with the

subjects in Semester 2, as most of them did not require much writing and were mainly
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based on practical lab tests and calioites. Marina chose to provide me with her three
written assignments from the Science and Sustainability papéhree assignments

needed to be related to the same topic chosen by the students. The first assignment was
referred to as a Source Summarg aequired students to summarise three recent media
reports related to sustainability concepts. Assignment 2 was referred to as a Rough
Draft. It aimed to help students understand a critical issue related to sustainability, as
well as assist students inpnmoving their written communication skills. Assignment 3, a
Research Project, required students to write a paper following the format specified in
the assignment requirements. As the writing assignment requirements for Assignment 2
and 3 were the same, dission of Assignment 2, as an intermediate step, is omitted
below.

7.4.2.1 Science and Sustainability Assignment 1 (Source Summary):
Requirements, marking criteria, and s

The first assignment contributed only 2% towards the total final grade of the paper and
required a summary of 3 recent media reports related to sustainability concepts. URL
links from leadingNZ and the UK newspapers were provided for the student to choose
the media reports from. Each chosen media report was to be summarised in a hundred

words.

According to the writing assignment requi
originalo. In her interpretation of this
word o6original 6, &laasand ariginallsienméswoluld be @rehat h at
was not plagiarised. To acknowledge the sources, students were not required to provide

APA references and URL links were sufficient.

After summarising information from the chosen sources, the students were required to
propose a topic for their subsequassignments. The topic was supposed to be in the

form of a question anberelated to at least one of the summarised media reports.

None of the three assignments for Science and Sustainability paper had marking criteria,

which Marina justified asthelct ur er 6s i ntention to test

the discipline, rather than the student s

€ [Position Paper] was for Communi ca

they teach me how to write. Whereas timis [Source Summary] is
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more | i ke, environment al i ssues. Li ke

saying than how I 6m saying it. Just

Marina did not worry about the absence of the marking criteria, as she found the written
assignmentequirements detailed enough to complete her assignments. Moreover, she

had an excessive amount of work to complete for her ptygers and so chose not to

be as dedicated to each paper as she was in Semester 1. Overall, in Semester 2, Marina
developed anore balancedtudylife equilibrium, and decided not to neglect her

friendship, relationship, and hobbies, even though it might have led to detrimental
academic outcomes. Her motherds visit th:
to have a huge ihnfu e n c e 0 attitublless towanda lGesacademic studies. After this

visit, Marina was no longer concerned with getting good grades as she was before.

Student s work on the assignment

Marina struggled to summarise sources succinctly as she had litieysr@ractice

with it. She exceeded the :0@rd limit for each of her written summaries by between
18 and 39 words.

Marina initially attempted to write each summary in a single paraghapter IELTS
preparation, she learnt that a paragraph shoulebeted to a single idea, which she
believed was relevant to summarids.a result of her Communication Paper in

Semester 1, the student had learnt specific rules for writing a paragraph. For example, a
relatively short, eightentence paragraph would h&lkeep the reader interested.

Short eight sentence paragraphs would also express information concisely and in a way
that was easy to understand and follow. Students were also informed in the
Communications Paper that the frequent use of paragraphsrgharteight sentences

often gave the impression that the parag@pitainednany unrelated ideas. Apart

from paragraph length, Marina also learnt from the Communications paper to follow a

particular paragraph structure, i.e. thesis statement, explarstiomary:

In each paragraph, you should have an introduction, body, and
conclusion. Which is, like, say what you want to say, say it, and say

what you said.

237



When working on Assignment 1 in Semester 2, Marina struggled to apply this approach
to paragraplstructure. She did not feel that her summaries required an introduction or a
thesis statement, or a summary:

Il think itoéll be too much putting,
[summaries]. | would have gone over the word limit if | follow this

[structure].

Additionally, the skill of writing a creative hook was not identified by Marina as

applicable to the current assignment:
|l t 6s not becauad t ywasmedtull i ke an ess.

Although Marina initially tried writing single eigtgentence paragraphg fdssignment

1, she felt that the information found in each of the chosen sources was rich and dense,
and that summarising this information into a-gagagraph summary would have made

the paragraph difficult to comprehend. Hence, she chose to writerheresies as more

than one paragraph which she believed would make them easy to follow and
understand. However, this was not always effectively done. As can be seen in an extract
of her writing in FigureZ.15 Marina exercised her agency in an attempt to summarise
information about five innovations shaping current sustainability practice. In this

extract, it can be seen how she separated information about three innovations in one

paragraph and the other twoanother paragraph.

Figure 7.15

Use ofSequencers anBaragraphing in Assignment 1

bringing solutions. According to Laura Parker, the 5 innovations that
shaped 2016’s sustainability are “ The geabin” which pulls in water and
floating trash. The second, Q-poc (cancer detector) that analyzes DNA
and can detect cancer and infelctious deseases in minutes. The third,
cutlery you can eat” which can replace plastic cutlery.

“A drone that helps endangered species” is used to shoot vaccines to
preserve endangered species”. The last one is “Use of 3D printers to
eliminate plastic waste” which turn plastic from bottles into 3D printing
filament.
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The | ecturerdés feedback and the student o
Marina received 1.6 percent out of 2 percenttbete was no feedback or indication of

how the grade was assigned. Although there was no marking sheet, the feedback was
provided electronically via a message on the LMS. There was no feedback on the
summariesand it was onl y r e lquedstiendorthesubdéquent na o s
assignments (Figure 7.16).

Figure 7.16

Ma r i ResearshQuestion for Assignment 2 and 3

Question for research project:

Can we use sustainable innovation to reach to people’s actions towards the
environment?

As can be seen in Figure 7. 17queéstioainbnect ur

attempt to clarify its meaning.

Figure 7.17

Feedback on Assignment 1 Semester 2

Are you asking: ‘Can we use technological innovations to achieve

sustainable practice fowards the environment?

Marina thought that her stated research question was not clearly worded and took the

| ect ur er hdoafd eveen variing the next assignment.
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7.4.2.2 Science and Sustainability Assignment 3 (Research Project):
Requirements and Marinads reflection

The assignment requirements for the Assignment 3, Research Project, were provided in
writing and were also explained to the students in class. As can be seen in Figure 7.18,

It was highlighted that the studaermstbés flopad
their assignment. Marina understood Opri |

articles.

Figure 7.18

AssignmenRequirements for Assignment 2 and 3

Do a literature search on your topic and read at least three primary papers related to
your question. Be sure to choose papers that are actually relevant to your topic. Weave
the information from the papers into a cohesive outline that aims to answer your
question.

As seen in Figure 7.18low, theassignment requirements indicated a proposed

specific structure for the assignment: Title, Word Count, Abstract, Introduction, Body,

Di scussion, and Bibliography. Marina coul
structural organisation of her essapd perceived it as simply a reminder of the word

limit:

| thought it was, like, a side note. To remind us not to go over the

word limit.

An analysis of the assignment requirements identified several unclear instructions. For

example, students were required to 6dweav:
into a cohesive outline (Figure 7.18), 0
7.19), or Osynthesize a clean narrativebd

intended to say is that students were expected to compose a logical, coherent, and
cohesive answer (finarrativeo) to their si
were required to incorporate information from the literature sources, which would
provide supporting evidence to their opil
Students were also expected to draw conclusions to their research, which would

summarie t he main points of the research fi:
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messageo). Additionally, studentsodé writi.|

grammati cal errors (Aclean narrativeo)

Figure 7.19

Detailed AssignmenRequirements for Assignment 2 and 3

Title (likely to be in the form of a question, but not necessarily).
Word Count.
Abstract (100 words). Summarize the content and take home message of your paper.

B wnN e

Introduction (Provide background information necessary to place your question into an

appropriate context)

5. Main Body (synthesize a clear narrative that summarizes the findings of your literature
search).

6. Discussion (provide a brief discussion of the implications/conclusions of your synthesis — you
can include personal opinions, areas where new research would be worthwhile etc).

7. Literature Cited. You are expected to have thoroughly read at least three papers from the
primary literature on the topic you are interested in. You are also free to cite internet links
to press releases, blogs etc but these do not count as “primary papers”. Be sure to actually
cite the papers in your assignment. Model your literature cited section after the format
used in one of your primary papers.

8. Figures (you are expected to have one or two figures in your paper — they must be original,

but they can replicate information from your primary papers — make sure the figure has a

legend and that you refer to the figure in the text of your paper).

Marina decided that the requirements written in bold or in a different font Eiglaré

7.18 and 7.19) were of more significance. In cases when Marina could not comprehend
the bold partofthe ext , such as fAsynthesize a cl ear
focus on the clearer part of the sentenc
|l iterature searcho (Figure 7.19). As a r

the assignmnt requirements and its purpose:

I think itods, l i ke, summari se. About

but what you think too.

It could be argued that the Assignment 3 requirend@ists of unclear and vague

| anguage contr i but ecompteloendihre natureafGhe asdignfent. ¢ u |
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Student s work on the assignment
As it was mentioned in Section472.1, in comparison to the beginning of her studies,
Marina had a much more relaxed approach to her assignments in Semester 2, which was

reflectedin the way she approached the task:
To be honest, I di dndét pay much att

As a result of Marinaod6s | ack of attenti ol
assignment requirements (Figure 7.19), she was unsure where imnpasifbstract in

her work. In her understanding, an abstract had to outline what the written work

discussed. However, when starting to write her assignment, Marina realised that the
Introduction served that purpose. Hence, in contrast to the AssignmesniiGments,

Marina decided that it was more logical to position the Abstract after the Introduction.

Furthermore, Marina was confused by the presence of a Discussion section and the
absence of a Conclusion in the assignment requirements (FigureThé%tudent
construed that by Discussion, her lecturer meant Conclusion:

| think discussion, | guess, is the conclusion.

One of the academic writing norms that caused a strong degree of confusion for Marina
was related to evidendmsed writing. By the enaf her first year of study, she became
confused about which opinions could be seen as her own and which had to be
referenced as being sourced by someone else. She concluded that the introduction and
conclusion did not require references, while each papdgin the body of her

assignment had to refer to secondary sources:

It is my personal opi ni on. Not my per

that from what | learnt in the course.

Marina decided to provide 4text citation at the end of each paragraph, whider
opinion, indicated that her own idea described in the paragraph was supported by

secondary sources.

Another area of concern involved figures. Since figures were a compulsory part of
Assignment 3 (Figure 7.19), Marina incorporated several figuoes feferenced
sources. However, there were several issues with the way the student presented and

referred to these in the text. For example, one of the figures, presented in Figure 7.20,
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depicted a technological innovation. The quality of the image dicha&e its text

particularly discernible. It may be that while writing her assignment, the use of digital
technology assisted the student to enlarge figures and read the text in a larger format,

making the images sedfxplanatory.

Figure 7.20

Figure in Assignment 3

(=

(Image retrieved from www.seabinproject.com)

Even though the assignment requirements stated that each figure had toled, ltizel

lecturer did not advise students on certain norms for doing so. Marina was not even

aware thathere were certain conventions for ldbej figures:

|l dondt know how you would nor mal

As can be seen from Figure 7.20, Marina did not number the figure anieédhibebith

a link to the source from which it was borrowed.

Marina gated that in Semester 2 she continued struggling witéxincitations and

referencing. The overall study workload did not provide Marina with sufficient time to
fully comprehend the referencing rules on her own. Since the lecturer did not devote
much chss time to referencing, Marina did not think of gainingepth understanding

of the intext citations believing that incorrect citation would not lead to a lower grade:
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| just really never thought of it [rulesofine xt ci t at i on] . I d

It rdportant.

Marina did not receive any feedback on Assignment 3 by the time of our third
interview, as it had only recently been submitted. Unfortunately, Marina was not
available for further discussion about her Assignment 3 feedback after the third

interview.

The next section provides answers to three research questions based on the information

from the case study described in this chapter.

7.5 Within -case analysis

The current section attempts to answer the three research questions drawing on the
i nformation revealed in the process of d:

7.5.1 RQ 1. What challenges do international L2 students in the early 241
century encounter throughout the first year of their university studies as
they attempt to meet the acadenaiwriting standards demanded by their
institutions?

Throughout her first year of undergraduate study, Marina encountered a number of

challenges that can be organised into four larger categories:

1) challenges with academic writing conventipns

2) challengeswitt he quality and quantity of the
with academic workload

3) challenges understanding and following assignment requirements

4) challenges interpreting feedback

The following subsections provide detailed analysis of challengesah eategory.

7.5.1.1 Challenges following academic writing conventions
The challenges Marina encountered regarding her engagement with academic writing
conventions involved the negotiation of different written genres in a single
assignment, and) the presea e of studentdéds voice.
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A mix of written genres incorporated into one assignment

In Semester 1 Marina struggled withitten assignments that involved a mix of

different genres, some of which sat outside the conventions of essayist genre, such as
the filterblog. It was implied in the Position Paper assignment documents that the
requirement to write the filter blog genre wassedon a perception that 2tentury
scientists have to write media repoHslliday and Frisard (2020) support the use of
blogs asa suitable social media strategy fit for HE milieu. They acknowledge that
blogging invites the creation of new content which is an effective way to enhance
learning. Blogging also allows more flexibility with formatting compared to traditional
guidelinesfor standard academic assignments (Halliday & Frisard, 2020). Nevertheless,
the Position Paper assignment conflated the genre of the filter bog with the conventions
of an academic essay genre, resulting in inconsistent assignment requirements which
ultimately proved difficulty for Marina. Such demands are identified by Bhatia (1997)
who states that while genmeixing may create possibilities for experts in the discourse
community to respond to novel situations under the influence of which genres mix and
evdve, it may present first year undergraduate students with difficulties due to their
lack of prior writing practice in the target community. Moreover, Hyland (2007) reports
that L2 students are generally confronted with difficulties when attempting taqeod
various academic genres and they often require academic assistance. Kress and Street
(2005) and Hyland (2007) claim that international students are challenged by genre
subtleties due to potential cultural differences in approaching the same.genres
FurthermoreA | t & n amdBayywt(2019) states that2 students may be presented

with difficulties making rhetorical choices suitable for various genres as their language

proficiency is in the ongoing developmental stage.

Since each genre has its own writing conventions, Hyland (2007) suggests teaching
beyond vocabulary arg/ntactic structuregnd assist students to develop

understanding of the way language is used in certain conft@tiswing Lim and

Pol i o0 s difgzhat2nstructofsitend not to explicitly identify required writing
conventions and rely on studentsd anal yt|
only guidance on how to approach the Position Paper assignment was a number of
assignment exepfars in the form of blog entries on a webgKeure 7.6 in Section

74.1.2. However, as amternational_.2 studentMarina was unable to identify the

complex linguistic hybridity of the assignment exemplars.
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Studentds voice

One of the majorissueswmr i t i ng her assignments in Ser
confusion about where her dédopiniond coul
use of intext citations, and where references were required. In other words, she was
confused about the presence of Y@ice when paraphrasing secondary sources. As was
stated in Chapter 2, Hylasthacapayobstujlentsite f i n
represent their own ideas in an attempt to contribute to the academic debate in a
disciplinespecific areaDuring her school years, it was acceptable for Marina to

express an opinion that may have been based on other sources and not be required to
acknowledge these sources. In contrast, the sources that informed the ideas discussed in
Marinads uni v e ersaxpegted o Hesackgawkedged thsough references
Therefore, Marina was experiencing the confusion regarding the presence of her voice

at university. Wette (2010) argues that students find it challenging to clearly establish

their voice when integratingeferences to their own work.

While in Semester 1 Marina appropriately referenced the sources of helindeas

Semester 2 she became increasingly confused as to where the voice of authors from
secondary sources stopped and where the expression of hee@angl voice began.

As discussed in Chapter 2, scholakBigon, 1996; Canagarajah, 2002yland, 2002)
identify the i mportance of the studentsd
debate However , i seems that Western academic writingnormss ul t ed i n  Ma
perception of losing her own voice in an academic argument. By Semester 2, Marina
believed that irtext citations within paragraphs stifled her own voice. In order to
somewhat maintain her voice, in Semestbtazina demonstrated a ¢ain degree of

agency by providing a reference to secondary sources only at the end of each paragraph.
AccordingtoVa ug hn 6 s ( Zdidn®&f)ageccy tetaded in Chapter 3, at the

first category, disposition, Marina demonstrated her willingnetskesan action in

response to own confusion regarding expressing her voice. Following the second and
third categories, motivation and position, she demonstrated her ability to utilise certain

writing strategies in response to the demands of the Westecatehal context.
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7512 Chall enges with the quality and quant
dealing with academic workload

Challengesviththequ al ity and quantity of the stud
academic workl oad i ncl udbeultheMeguiredforzus efthe ) mi
academic workload, ii) perception of her inability as an international student to achieve
high grades, and iii) ability to achieve a healthy stliigybalance.

Misconceptions about the required focus of the academic workload

The case study suggests that a major challenge faced by Marina as a first year
international student was a misconception as to where the focus of her academic
workload should be directeMar i nads mi s ¢ o nregained focusfthe b o u t
academic workloadas evidentfirstly, in her belief that she was required to develop an
in-depth knowledge of all material covered in her lectures, rather than focus more
specifically on the topics dfer written assignments, and, secondly, in her belief that

she had to focus on each assignment in a linear progression (i.e. complete one
assignment before moving on to the next). These initial misconceptions resulted in an
overwhelming workload, which caad Marina unnecessary anxiety and stress. Bowyer
(2012) has found that an excessive workload results in high student stress and anxiety
levels, as well as attrition. Research identifies several factors that can impact on student
workload, such aplannedorogrammes, pedagogical resources, teaching methods, and
student abilities (Gonz8lez & Wagenaar,
difficulty and type of assessment (Kember, 2004). Howdawyer (2012) makes
reference to d@sulijheadtiiwed swardleinaas 6 perce
on them by the demands of academic assessments. Kember, &2@DKEember and

Leung (2006) found that students do not perceive extended time of their work as
excessive workload when the course is wieligned. Furthermore, Kember (2004)

argues that when motivated to work long hours, students achieve quality work.
Therefore, when investigating workload, Bowyer (2012) suggests taking into account
thest udent sé6 effort, i ncuarsegd, witheanwhichmork i v at
may not be done. I ndeed, it appears that
assisted the student with managing her workload imegstiating her learning

strategies whenever required.

Perception that internaticad L2 students are unable to receive high grades
By the end of Semester 1, Marina developed a perceptioadtzt international
student it was difficult to receive high grades. She sedlihat her IELTS skills and
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knowledge were barely relevant to loeirrent written assignments. As discussed in

Chapter 1, first year international IsBudents often become aware of their under
preparedness for academic studies when confronted with their first university written
assignments (Read &ncrdasigggsrcepti@n®ith8r paor leMedaf i n a
preparedness for her current studies resulted in a decreasing leveledficadtfy.

Similar findings were found bwhannel|] R.and Whanne]IP.(2014, Burton and

Dowling (2005), and Schunk and DiBenedetto @04nd araliscussed in Chapter 3 in
detail. Nevertheless, Marinabés compl eti ol
academic skills could characterise Marina as exhibiting strong agentic behaviour. These
somewhat conflicting characteristics of Mer may relate to her interest in the subject

and motivation towards broadening her knowledge of the discipline area, as well as
attaining qualification in the field. Janke et al. (2019) state that completion of written
assignment s i s efforeahdgpergederance. They furtbdee suggssbthat
successful writers foster selfvareness, create strong writing habits and surround
themselves with the relevant support system.

Studylife balance

An excessive workload prevented Marina frestablishinga healthy studyife balance.

Mar i nads un dedicafon to mer studies gt the beginning of Semester 1

reduced her ability to foster relationships and enhance her social netwbiZsAs

was discussed in Chapter 1, limited social supportnegative i nf | uences st u
psychological state and may result in attrition (elgang & Klinger, 2006; Mori, 2000;

Smith & Khawaja, 2011). By Semester 2, Marina had established a bettetifgudy

balance. This was partly due to the advice of her mothemvalscconcerned about
Marinads excessive concentration on her
towards more extraurricular activities. It was also the result of an increasing

awareness that as an international student, the extreme commitrhenstadies would

not necessarily result in high-lfgbatte s. TI
was her enlarged social network, increased time the student spent on her hobbies (sport
and music), improved psychological state, and overallfaatisn with academic life.

Similar findings are reported by Jenkins et al. (2019) who conclude that healthier study

life balance and opportunities to spend some time on hobbies and external activities
reduce studentsd6 stressanldev anlps orveel asit ardd etni
being. Furthermore, Ayers et al. (2008) argue that sport and music are two activities that

facilitate better strategies for coping with stress.
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7.5.1.3 Challenges understanding and following assignment requirements

Marina encantered a number of challenges understanding and following assignment
requirements. This was the result of i) her confusion with the overwhelming amount of
information provided to support the writing of assignments, ii) her misinterpretation of

assignmentequirements, and iii) the structural orgaation of assignments.

Confusion with the overwhelming amount of information in support for assignment
requirements

Another area that Marina found challenging was the overwhelming number of
documentgprovided to support the successful writing of assignments. These documents
included writing assignment requirements, marking criteria, assignment templates, as
we l | as the |l ecturerds or al expl apeati on
al. (2019 argue that the level of support offered to students is often connected to their
academic success, in Marinads case, the
assignments caused confusion and framed her approach to study (i.e. attempting to
guess Wich of the assignment requirements were viewed as principal by the lecturer).
Interestingly, Gibbs (2006) has found that students tend to develop-arquickioose
approach when negotiating their way through large curricula, but he also states that

succesful learners exhibit an ability to identify those documents which are also

regarded as important for lecturers, and neglect those that are not necessarily so vital for

(

a successful outcome. However, Gibbso st
necesarily applicabl e i n -pbeceptionafbvwnpdor2 c ase.
preparedness to academic demands, | ectur

assignments, and the strength of her motivation towards academic achievements

effected her perceptioof what to focus on when writing assignments.

Misinterpretation of assignment requirements

Another challenge was that Marina often misinterpreted the assignment requirements.
This occurred because, firstly, certain complex concepts, (e.g. sourcg)queli
viewed as transparent by her |l ecturers,
knowledge was assumed by the lecturers to be more advanced than first year students
were capable of (e.g. their ability ¢atically evaluate the quality of informan within

a discipline). As discussed in Chapter 1-gegreestudies such as thosgoneby

Marina, do not develop disciplirspecific knowledgeRasturkmen, 2010) and hence

first year assignments that require students to critique the quality of acgdemal

articles (whose target readers are disciplinary experts) can be particularly daunting for
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international L2 students. Although Marina met the university admission language
requirements, her systematic misinterpretation of assignment requirenasrasso

related to her insufficient language proficiency. As was discussed in Chapter 1, after an
IELTS test, L2 students tend to be insufficiently prepared for academic studies with

EMI and require additional support with their academic assignnjeigtsdimenez

Munoz, 2015; Read & Hayes, 2008jowever, of interest in the case study was that

Marina was not necessarily aware of the difficulties she was having with the assignment
requirements. This misconcepti ofeedramks r el
on the assignment requirements which seemed to be misinterpreted by Marina (i.e.

creating own figures).

Structural organisation of assignments

Marina experienced some challenges with the structural organisation of her written
assignments in botlemesters. This is largely because her previeastyired

knowledge of an IELTS essay structure seemed to contradict the assignment structure
indicated in the assignment templates and assignment requirements. The standard five
paragraph structure taughtpae-degree course#\(exander, 2019Macbeth, 2010)

seems to conflict with disciplingpecific writing norms, which are best achieved

through exposure to writing practices in the target commukigacbeth, 2010; Hyland

& Shaw, 2016)Hyland (2003) statethat with little writing practice in the target

community, students tend to utilise familiar writing conventions when confronted with
the unknown writing requirements. Marinat
interest, however, is that lack ofthee ct ur er 6 s f eedback on Mar
assignments sent the student the message that structural organisation of assignments

was not of primary importance.

7.5.1.4 Challenges interpreting feedback

The challenges Marina faced interpreting the feedblaekeceived on her written
assignments were primarily related to the disjuncture between the feedback provided
and her actual grades.

The disjuncture between feedback and assignment grades
Another challenge that Marina faced when writing the AssignmdPogtion Paper,
was the disjuncture between her largely positive feedback and hassignment

grades Al t hough the | ecturerb6s feedback inv
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contribute to the i mprovement of Marinabo:
Bailey and Garner (2010) claim that HE lecturers have limited time for providing

writtenf eedback on studentds formative asses.
time largely results in the provision of generic feedbadkch is designed to motivate

and retain students, rather than provide students with educational value. Marina, in
contrast, perceived the Position Paper feedback as providing information that would
enabl e her to Iimprove her writing abilit]
to be quite narrow and focused only on one element of her writing (i.e. lack of academi
sources in support for her arguments). Although the requirement that students follow
academic conventions for acknowledging sources was explicitly identified in the
assignment requirements (Figuré in Section7.41.2) Marinads overal/l
familiarity and experience with evidentased writing meant that she did not fully

recognise the significance of this requirement.

752 RQ 2. I n what way do international st
experiences, including preparatory academic Englisbourses such as
IELTS, successfully prepare these students for the challenges they
encounter throughout the first year of their academic stud¢

At the beginning of her first year academic experience at University A, Marina had a
strong belief that the IELS knowledge and skills she had acquired through books and
free online courses successfully equipped her for her first year university studies. The
prior knowledge and skills that she identified as being the most relevant for her current
academic practicesere essay and paragraph structure. However, Marina discovered
that she could not successfully apply this previcasiguired knowledge to the written
genres of her university assignments. One of the main reasons Marina struggled was
due to the evidenelased focus of her university assignments. Eviddrased writing

i nvol ves st uidtegrate soarceanhteribl eftectively and dppropriately into
written compositionso (Cumming et al. 20.
Ngat ek e erptertrary eadikcatiod (baron, 2016, para. 2) and is a critical element
of academic writing (Hillocks, 2010). Marina, who did not encounter evidbased

writing in her previous writing practices, struggled to incorporate relevant literature into

the argumets in her written assignments.

Furthermore, Marina originally believed that the transfer of knowledge and skills
acquired in IELTS to the discipline of her study, i.e. MaBi@ogy, would occur
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unproblematicallyHylandandShaw(2016) state thagtudents are often misled to

believe that knowledge of generic academic writing norms and structures taught in

IELTS classes would prepare them for writing in their discipipecific academic

studies. Furthermoré&gea and Street (199&nd Lillis (2001, 201¥challenge the

assumption that academic skills can be unproblematically transferred from one context

to another. For instanc#/ardle (2009) indicates that firgearmidwestern university

students struggled to report the relevance of their writing slatisiired in the General

Writing Skills Instruction course to the writing skills required in other courses. The
results from Marinads case seem to echo 1
from Marinads case it i shlearmingdransfdar relatddaot t h
the student 6s unf ansspecificavntingtngrmsvandtcénventions, di s
which Hyland and Shaw (2016) claim can only be acquired through exposure to writing

in the target community.

753 RQ3.Howdothestuderd 6 perception of, and appr
writing practices, including their prior learning, consciously change as their
first year of study progresse8

Marinads perceptions of acadeymarexpewendet i ng
at Univerdty A. After Marina started receiving assignmentthatbeginning of

Semester Isheidentified several reasons why the application of IELTS writing skills

were problematic for her current academic writing practices. Firstly, she became aware
that the foas of IELTS instruction on the Opinion Essay or the
Advantages/Disadvantages Essay genres was not necessarily able to assist her to
produce her actual first year academic assignments which involved a wider range of

more complex written genres.

Secondly, vinile some written assignments required students to write a similar number
of words as in IELTS Task 1 (150 words) or Task 2 (250 words), Marina struggled with
assignments that had a smaller word limit, such aSélece Justification in Semester 1
andSource Summary in Semester 2. Her inability to successfully summarise the source
information in a one hundredord paragraph is possibly because of the evideased
nature of the assignmenWriting summaries based on secondary sources is especially
demanding (Cumming et al., 2016). GreBdger andDavis-Ferreira(2018) claim that
undergraduate students struggle reading and summarising complex ideas from

disciplinespecific texts mainly because, firstly, students are challenged to comprehend
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specialisediterature, and, secondly, they lack explicit instructions and practice with
summarising scholarly texts. Furthermore, evidemased writing has been argued to
be a difficult skill to master for L2 students (Pytash, 2017) as it is linked to cultural

differences in patterns when expressing thought (Lee, 2018).

The requirement that Marina write evideritesed summaries with such a short word
count was particularly demanding. To st al
summarising the key points tife sources as support for her arguments in the Source
Justification assignment, ultimately resulted in plagiarism. GFifee andDavis

Ferreira( 2018) confirm that plagiarism may be
understand the content of secondamyrses, as well as the difficulty with summarising
sources. In Semester 2, Marina was able to scaffold on her increased awareness of
academic integrity, which resulted in her conscious choice of directing her attention to
expressing information in a negplagiarised way. Although when approaching the

Source Summary assignment in Semester 2 Marina was still presented with a challenge
to summarise information from sources in a required number of words, she perceived

that quality of information in her written signment overweighed the assignment

requirement for the word limitation.

Furthermore, in Semester 1, the issue of
uncertainty as to the academic conventions for summarising an argument that was

located in differehparts of the source text. Although Park (2003) identifies nine major
reasons for studentsd plagiarising sour ci
personal values and attitudes towards plagiarism, or temptation and opportunity, the
reason that lealarina to plagiarise in Semester 1 is not one of them. Hence, this
finding expands previous research in the
pl agiarism and source summary. By Semest
academic writing norsimade her summaries less plagiarised and focusing on content

and rhetoric in a coherent way.

What is of interest in Marinads case is |
from Marinabs | ack of practimteerthanthe t hus
issue of summarising alone. Although Cumminget&2 0 1 6) ar gue t hat I
ability to effectively summarise text partially depends on their linguistic abilities, Baba
(2009) hypothese s t hat L2 student s @mskamddhe bditgdgtge o f

metalinguistically manipulate words is not empirically distinguishable from their overall
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| anguage proficiency. Although Marinads :
not seem to improve greatly from Semester 1 to Sem&ssée certainly became more
concerned with the issue of plagiarism. As a result, her summaries in the Source

Summary assignment in Semester 2 resulted in, although lengthier than required, but

nonplagiarised written work.

Furthermore, the case study gegts that the written assignment requirements had an

i mportant role in shaping Marinads perce|
the assignment requirements tended to be vague, which caused certain challenges for
Marina. Implicit and unclear aggnment requirements, suchthese br the Source
Justification in Semester 1, mislead Marina to believe it was a relatively straightforward
and simple assignment. Marinads approach
threephased model for setegulated learning. In the first phase, forethought, Marina
incorrectly analysed the task, which lead to poor time management in the second phase.
Once Marina started her work on the assignment, hejusiggément of the actual

assignment criteria and hersited level of achievement made her return to the first

phase in order to renegotiate her strategies towards approaching the assignment. As a
result of her time mismanagement, Marina had to i) limit her research for the

assignment to short articles, ii) svanable to demonstrate her analytical skills for her
discussion of the last chosen source, and iii) was forced to knowingly present the last

source incorrectly as a peeviewed article hoping that the lecturer would not notice it.

For subsequent assigre nt s Marinads writing process
approaching her assignments, she did not refer back to the forethought stage in

Zi mmer mandés (2000) model as often as whe.
assignment writing strategyapmr ed t o be | inked to, first
comprehend the marking criteria and, secondly, her perception that international L2
students could not achieve high grades. When approaching her first assignment in
Semester 1, Marina attempted to resptmeach marking criteria in the Source

Justification assignment. However, the struggle to comprehend the marking criteria
resul ted i n Maefficaoyalfeady by thevtene ef ier seehdfassignment

in Semester 1, Position Paper. Lowered-e#ltacy resulted in lack of motivation to

pay detailed attention to the marking criteria when writing the Position Paper.

Additionally, her belief that as an international L2 student she could not achieve high
grades further demotivated from staying faadi®n the marking criteria. In other words,

according to Zi mmermands (2000) model , M:
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expectancy, and the process of task analysis in the first phase, as well as poor attention
focus in the second phase led to tigoice to carry on with completing assignments in

the way she originally intended instead cthianking her approaches. However, such

more linear approach to her assignments, although resulted in poorer academic

outcomes, may still be considered quitepi t i ve i n Marinads case
Marinads psychol olfeibalaade hasetinptoeed. inmadtitiom, bytheu d y
end of Semester 2, Marina appeared to have reache@ggelated learning

(Zimmerman, 2000). As discussed in Chaptes@unk and DiBenedetto (2015) find

that selfregulated learning may be reached when students are able to methodically
fadapt their performance to different en\
Marina seems to haaglapted to the educational @ewment and balanced it with

extracurricula activities.

Anot her change in Marinaods -pearrundergraduaten wh
assignments related to academic referencomyentionsAlthough students had to

abide by the APA referencing mos, Marina did not personally recognise the

significance of the APA referencing conventions, even though her lecturers directed the
student to the library website several times throughout the year. Although, the marks
deducted from her Research Projesgignment grade in Semester 2 for incomplete or
wrong referencing were quite significant
view because of her strong belief that the lecturer was assessing dissjjaaikc

knowledge and not focusing much arganisation of her assignments.

7.6 Chapter summary

This chapter described the findings from the third case study, Marina. As in the
previous two chapters, the current chapt.
educational background apdthways to universitesNZ. T h e n, Msiudyi na 6 s
towards an IELTS exam were described focusing on the skills, strat@gies

knowledge acquired in relation to academic writing. Following that, the chapter
presentedani#d e pt h a c c o g approaohfto absgymmiemtsahat the student

chose to share from Semester 1 and Semester 2 20iffacademig/ear with the

focus on critical moments that paved Mar |

chapter then presented withtase analysis irelation to the three research questions.
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The next chapter presents the fourth case study, Harry.
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Chapter 8. Case study 4: Harry

8.1 Introduction

Thefourth case study focuses on Harry, ay@arold student from Sri Lanka, studying
towards a Bachelordés degree in Comphat er
chapter begins by providing Harrydos educ:
universitesilNZ.Then, the studentods Engl imdr | earr
IELTS class in his home country is described focusing on the skills, strategies and
knowl edge acquired in relation to academi
undergraduate dege studies are presented, and details of papers, which the student

chose to share from Semester 1 and Semester 2 2017@academig/ear, are

discussed.

8.2 Harryos profile and educati ona

Although there are two official languages in Sanka, i.e.Singhalesend Tamil, Harry
considers English his first language. He grew up speaking English with his parents and
grandparents, as the previous generations grew up when Sri Lanka was a British colony
with Engl i sh as amnghage. ldaoryregtets thai the days 6f the Brissh |

Empire are over, and that Sri Lanka gained independence:

The worst thing that happened to Sri Lanka was independence, to be
honest. | mean Sri Lankas brought nothing to the country. The British
brought ralway and so many things to the country. | wish the British

still ruled Sri Lanka.

Harry completed his schooling from Year 1 to Year 10 in an international school with
English as the medium of instruction. He claimed that his school followed the British
curriculum with the same subjects and textbooks as in the UK. However, since
Singhalseis an official language in Sri Lanka, the language was adapted into the
curriculum and made compulsory until Year 7, which is not part of the British

curriculum.
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Al t hough most of Harryobés teachers were S
students aall times. Harry could recall that the only difference between his Sri Lankan

and native teachers was the accent and register of the langatige teachers could

use slang. Students were from different backgrounds and someSipgkealesand

Tamil aswell as English. Harry said that he pickedRipghalesend Tamil while
communicating with his classmates during their break times and outside the class.
Nonetheless, he believed that he learnt only conversatamghalesend Tamil, while

English waghe language that he mastered fully.

With regards to Harryoés English writing
essay structure, which involved writing an Introduction, Body and Conclusion.
However, he felt he was never good at expressing has idgically in writing. He

believed that even his teachers lost hope in developing good writing skills in him:

Teachers just gave up trying to help me because | was not really

making that much of an improvement.

In other words, Harry could communicatesiéaand fluently in English in fairly

informal situations, but he struggled with the production of academic written English.

After completing 10 years of his school education, Harry had a choice to continue

studying at high school or start a career. Hesetto work as a cashier selling jewelry,

which continued for four years. In 2016, Harry realised that he wanted to pursue his
studies and get a Bachelordéds degree in |
passion. To be enr oké, hehdd tacaoniplete anothierayeahad | or 0 ¢
schooling, so he started studying towards a diploma in IT at an Australian education
provider in Sri Lanka. Harry said that his diploma could be equated to a university

Foundation Programme and was sufficient to afigryertiary education later on.

Harry said that assignments during the diploma studies did not entail much writing. He
explained that the majority of the assignments were a sequel of questions that could be
answered in a short paragraph, a sentenceyli@t points. Harry perceived that teachers
did not pay a lot of attention to paragraph structure and were mostly interested in the
content. He statetthat even though teachers could occasionally correct grammar and
spell ing error s didnotpetcaivd that duch dnistakesiinfluenced, h e
assignment grades. Harry stated that the main language skill that was required during
the diploma studies was reading comprehension to understand assignments and course
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material. Furthermore, written assignmmedid not entail evidendaased writing, which
usually requires the knowledge of the APA norms. Since referencing secondary sources
was not required in the assignments for his diploma studies, Harry was not introduced to

APA referencing.

Aftercompletiy t he di pl oma studi es, Harry deci d
qualification inNZ. Even though Harry had relatives living in the Wiho could help

him with accommodation costs, the student ciidBd®ver the UK as it seemed to him

easier to gain a resideyistatus and stay in the country later on. Harry currently has a

job related to his major and hopes to gain work experience to later apply for his

residency.

8.3 Pathway to current study

Although Harry considered English as his first language and his previous education was
completed with English as the medium of instruction, his chosen education provider in
NZ did not accept it as the proof of his language abilities and Harry was reqieested

gain a band score in an IELTS test:

We spoke English, we wrote English, everythiagl we had to take
this stupid IELTS to get our student visa.

Harry felt indignant and discriminated against, perceiving that different regulations
were applied to stuahts from developing countries compared to the rest of the world.

He volunteered to be part of my research as he wanted to voice these concerns and let
wider population know about, what he perceived, injustice. He really hoped that voicing
his concerns wdd make a start to introducing new immigration rules and regulations

for students from the developing countries:

| 6m f r o m"wawld countryl Baitd stuglied in English and |
consider it my first language. But | had to take IELTS. I think they
shoutl come up with some sort of regulations. [And] implement it for
all countries, not just selected countries. Like if you studied in English
you dondt need the | ELTS.
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Prior to the IELTS test, Harry had taken a shorh@Qr IELTS preparation course (4

days) in order to understand what the IELTS test was and what the requirements were.
Although Harry had confidence in his language skills, his IELTS test results were not as
high as he would like them to be. He achieved an overall score of 6.0 with band 5.5 fo
reading and writing, 6.0 for speaking and 7.0 for listening. He was disappointed with
the scores as he thought he could have achieved an overall score of 7.0 or even 7.5.
Nonetheless, the achieved IELTS score was sufficient for Harry to start his educati
towards a Bachelordés degree in Computer
CinNZ.

8.3.1 IELTS class experiences

Overall, Harry saw the IELTS class and test as a waste of time and money. He felt
confident that after completing all his educatiercnglishhe had strong reading
comprehension, listening, and speaking skills that would allow him to do well at the
IELTS test and get the needed IELTS score 6.0. As a resulaiaot taking his short
IELTS course seriously, nevas he focused mucmavhat was taught in the IELTS
class. Harry primarily took the course to learn the test structure, requirearahthe

way to complete the answer sheet.

Harry knew that his writing was the weakest among the tested skills. He advised that
students in théELTS class were explained a similar introductlwody-conclusion
structure for IELTS Writing Task 2 that was taught at his secondary school. Since he
rarely had positive outcomes with essay writing at school, he chose not to put much

effort into improvingit during the short IELTS class.

The student stated that in his short IELTS course the IELTS instructor gave only one
essay topic for practice. After students submitted their essays, the IELTS instructor
checked them, provided written comments and adweicenprovement. Harry

remembered receiving advice to separate his ideas into paragraphs and link paragraphs
in a logical way. He did not understand the reason for writing more than one paragraph
for a short 256vord IELTS essay but suspected that seasedgraphs would make it
visually more Oappealingdb. Harry stated

to structure a paragraph nor when to move on to the next paragraph.
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Harryodos | ack of skills in essayrewhdhti ng

was one of the studentdos | owest, along wi

To sum up, -day ELTS goarse dil motseem to allow him to learn much
regarding academi c wr i ‘anfilence infkasidgetingaonal | vy .
required band score gave him a relaxed approach to studying towards the test. Although
Harry was disappointed by the test results, he got the required score and was admitted to
University C inNZ.

The following section will describe the natuireo Har r y6s assi gnment s

Semester 2 in th2017 @ademicyear.

8.4 Current academic studies

In order to gain a comprehensive utheder st
influences, experiences, and practices itiha@gct upon and led to changes in his

academic writing processdse following sections loo&t certain critical moments

within the narrative aroundar r y6s engagement with his w
throughout the first two semesters of his academic studyiaersity C. Similar to the

previous three case studies described in Chaptérs5 Har r yd6s case desc

examines:

1) his assignment instructions and related marking crijteria
2) his perceptions about assignment instructions and marking criteria
3) hisapplication of previously acquired writing and study skills

4)the | ecturersod6 grades and feedback, a:

8.4.1 Semesterl

In Semester 1 Harry took 4 papers: Programming 1, Computing Technology in Society,
Enterprise Systems, Aped Communication. None of the papers in Semester 1 were of
much interest to Harry as he wanted to major in computer networking. The papers that
were aligned with Harrydés motivation for

However, the chosen Year apgers were prerequisites to those of Year 2, so he had to
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pass them in order to proceed with his studies. He felt that Semester 1 papers were filled
with unnecessary written assignments, which he found a waste of time because he
perceived his potential wiorequiring more practical skills than were taught in

Semester 1 papers. Harry provided me with documentation for the Applied
Communication and the Programming 1 papers. In total, Harry provided me with four
written assignment requirements, four writtesigsments, and two pieces of feedback

on the assignments for the Applied Communication paper. For Programming 1, Harry
did not receive any formative feedback from the lecturer but only the overall paper

grade at the end of Semester 1.

The next section prades detailed information about assignment requirements for
Assignment 1 for the Applied Communication paper, Persuasive Essay. It also presents
the studentodés reflection on the assignme.]
feedback.

8.4.1.1 Applied Communication paper Assignment 1 (Persuasive Essay):
Requirements, marking criteria, and s

Assignment 1 was a 6688ord Persuasive Essay where students were expected to
present their own point of view on a computing or technologigat and support it

with at least three secondary sources. As can bems&ggure 8.1, students hadwaite
on a topic of their choicdHarry decided to write about Artificial Intelligence (Al) as he
strongly supported its development and was appati¢iiose who were not.

Figure 8.1

Applied Communication paper Assignment 1 (Persuasive Essay): Example of potential topics

® For your Individual Argument you must take a point of view on a computing or technological topic
(for example drones, censorship, biometrics).

Figure 8.2 presents detailed assignment requirements whereattertiion was paid to

the organisational side of studamtsd wri:
general essay structure, i.e. introduction, haayl conclusion. Harry, who was poorly
equipped with writing skills, had a vague understanding of twostructure his essay

and separate the text into the different sections.
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Figure 8.2

Applied Communication paper Assignment 1 (Persuasive Essay): Assignment requirements

Write a 600 WORD PERSUASIVE ESSAY (on the same topic) (marked out of 50)
write in a clear and concise style

clearly explain AT LEAST THREE points

SUPPORT EACH POINT with a reference from a different resource

use APA (6th) style for your referencing

use a clear structure in your essay with an introduction, body and conclusion
write double spaced 12pt Times New Roman or Calibri

Submit an electronic copy of your essay to Turnitin via Blackboard.

Save a copy of the submission receipt as it may be required as evidence of
submission.

Se@ "o oo00T

DO NOT resubmit a previous assessment.

Harry advised that whereading the assignment requirements, he focused on those that

he could clearly understand and implement, such as font style. The requirements which
Harry could not comprehend, such as O6wri i
to dwell on. He waied little about the linguistic side of the assignment as he perceived

his language abilities were close to a native speaker. His main aim was to achieve the
word count while expressing his opinion on the topic. From his previous writing

experience at scol, he knew that he either went a great deal over the word limit or did

not have enough to say, which was always one of the contributing factors to his poor

grades.

Sections b. and c. in the assignment requirements (Figure 8.2) instructed students to
preent at | east three Opointsé supported b
Opointsé the | ecturer meant o6éargumentso6
sources. The assignment requirements also emphasised that each used source had to be
cited and referenced following the APA style. However, there was no indication of how

to acquire the knowledge or information about the APA norms. Even though this
requirement was written in bold, Harry chose not seek clarification or support from his
lecturer or the Student Learning Centre. Since the student mainly used electronic

materials while writing the assignment, he believed that providing a URL link would

suffice.

Harry found the final writing assignment requireméng@re 8.2 ,DO NOT resubmit
aprevious assessmento, funny because he d

assessed in the first place.
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Figure 8.3

Applied Communication paper Assignment 1 (Persuasive Essay): Marking criteria

Essay marking criteria (20%)

Excellent Introduction — topic, points and purpose effectively stated
Three points clearly presented with excellent examples or explanations
Relevance of points effectively acknowledged

Topic sentences are well structured and relevant

Paragraph structure is logical and effective

A Excellent use of transitions

Excellent Conclusion — Point of view clearly reinforced

Excellent use of language throughout essay

All in-text citation accurate APA formatting

Reference list accurate APA formatting

Figure 8.3 above presents marking criteria for an A grade. Although Harry realised that

he would be marked based on the marking criteria, he perceived them as repetition of

the writing assignment requirements. Harry found some marking criteria unclear

becas se they involved terminology related t
sentenceso. Harry thought that O6topic sel
which would introduce the topic. He could not understand why there was a separate
requirenent for the structural organisation of topic sentences and how it differed from

the structure of any other sentence in al
understood as Ol inking wordsé6é. Although |
meant,e acknowl edged that he was not succes

assignment.

The followingsubs ect i on descri bes Harryods process

al so provides | ecturer s f eperdeptarcokit on t he
Student 6s work on the assignment, l ect ur «
them

Before approaching the assignment, Harry could not recall the lecturer explaining what
a Persuasive Essay was, nor did he know how to write @épproaching the

assignment, Harry merely aimed to pass:

I still manage to pass the assignme
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When writing the assignment, Harry chose to follow the IELTS type of essay which he
did in his short IELTS class, i.e. an Advantagesadvantages Essay. Even after
submitting the assignment, Harry did not know whether there was any difference in

writing persuasive and other kinds of essays.

When starting his work on the assignment, Harry wanted to honour and employ the
emphasised wiitg assignment requirements and marking criteria that he believed he
understood, such & topic sentenéeand those which he perceived he knew how to
present, such as the APA style.

When writing the assignment, Hdoounybs mai |
600 words. He managed to write only 423 words justifying it by his inability to find

much relevant supporting information on the chosen topic, Al. He was also confused as
to what would be consi der ed awsachehtheee Opoi
Persuasive Essay as an IELTS Advantages/ Disadvantages Essay, he considered that
one 6pointd was an advantage, and the ot
could not think of what could constitute

Harry started hisssignment with what he perceived as a topic sentence, which in his
understanding was a sentence introducing and outlining the essay. As shown in Figure

8.4, the topic sentence was singled out in a separate paragraph.

Figure 8.4

Applied Communication paper Assignment 1 (Persuasive EsSay)c sentendea nd t he | ecturer s f ¢

— : Awk. aacn : - ;
This essay dnscussc- Artificial Intelligence (Al). the uses of it in today’s modern world
as well as how much more it could be developed to improve the betterment of humanity. m

The | ect ur er &dspickentendi@vas quite contradictdrye(Figure 8.4).

The abbr evidatwiasn ekxhdpwkai ned bel ow the stud
Figure 8.5, stood for O0Awk wiapcdentenc®@ he | ec
needed paraphrasing. On the other hand, i
there was a better wag express his thought but decided that, overall, the lecturer was
satisfied with thefopicsentenad@ si nce t he O6OKO6 comment wa
paragraph.
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Figure 8.5

3

AppliedCo mmuni cati on paper Assignment 1 (Persuasive Essay)]

Awk.

Awkward:
The expression or construction is cumbersome or difficult to read. Consider rewriting.

Harry considered the second paragraph, shown in Figure 8.6, to be an Introduction, in
which he provided a definition of Al and the reason for its limited use. Furtheymor

Harry said that an influential opinion of

(@)
(7]

essay, i1 .e. disadvantage of Al . Harryoéo
through the capitalisation of the part of the quote that he particulaagreéisd with.

Figure 8.6

Applied Communication paper Assignment 1 (Persuasive Essay): Second paiiagréapht r oduct i ono

Artificial intelligence (AI) is intelligence that is demonstrated by man-made electronic
devices. In today’s world AI has certain limitations and is not being used to its full potential

full artificial intelligence could spell THE END OF THE HUMAN RACE” (Stephen
Hawking) There are several examples of AT in today’s technologically advanced world such
as, Siri, Cortana, and Google Now.

I n the third paragraph, when addressing |
further contested Hawkingds opinion by pi
usefulness of Al. Since Harry expressed his own opinion, he did not perceive that there
was need for iftext citations. In the fourth paragraph, which requiretkit citations

for actual examples of three technologi c:
about the advantages of Al, Harry did not include argxt citations either. Hay

believed that a Referentést at the end of the assignment would be a clear indication

of all the secondary sources he used.

I n an attempt to honour the OExcel8Rent u:
Harry employed linking phrases, aglilighted in yellow in Figure 8.7. Although Harry
agreed that the linking phrases made his writing more cohesive, he perceived them as

ineffective.
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Figure 8.7

Applied Communication papéssignment 1 (Persuasive Essay): The use of linking phrases (highlighted in yellow)

and reference words (underlined in green)

One example of how AT could help humanity is that if it has been given all the knowledge of
medical research it could even come up with a cure for cancer. The possibilities of what they
could do would be endless. Robotic hands have already been developed by Moley Robotics,
which is a robotics company based in London, UK. They have recently developed robotic
hands that can cook 5-star meals for its master and they have named it, Chef Robot. Chef
Robot is not only capable of cooking gourmet meals, but also cleans up the kitchen
afterwards. It can also measure the exact amount of ingredients that need to be used in order
to cook a specific dish. Another latest development in the world 01 artificial intelligence, is
that it beat the champion of Chinese chess, Lee Sedol. This version of Al was developed by
Google and was dubbed AlphaGo. Google is doing all they can to put it into the real world.

Anot her feature in Harryos writing that
the frequent use of reference worsisch ast, they, andthis (Figure 8.7). The frequent
repetition of the reference words and the lack of clarity as to what they were referring

to, disrupted the flow of the text.

Al t hough the marking criteriaHargquired t|
understood that the | ecturer did not ffoci
comments, as shown in Figure 8.8, Harry perceived that the focus was on the quality of
ideas in the Persuasive Essayswe®posiive t he
(Figure 8.8), he understood that he was on the right track with his writing. Although the
lecturer commented on the lack of citations to support the presented information, Harry

did not understand why such comments were givaaxhand tle lecturer did not refer

to the Referenckist.

Figure 8.8

Applied Communication paper Assignment 1 (Persuasive E
(Figure 8.7)

T T 7
could do would be endless. Robotic hands have already been developed by Moley Robotics,  FefSss
which is a robotics company based in London, UK. They have recently developed robotic

ds that can cook 5-star meals for its master and they have named it, Chef Robot. Chef TR
Citation Needed

ot is not only capable of cooking gourmet meals, but also cleans up the kitchen
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Harry concluded his Persuasive Essay in a single sentence, as shown in Figure 8.9.

Judging by the marking criteria (Figued), an excellent conclusion had to clearly

reinforce the studentodéds point of view,

staement.

Figure 8.9

Applied CommunicatioRaper Assignment 1 (Persuasive Essay): Conclusion

Therefore, it is safe to say that artificial intelligence could do more good than harm to the
existence of humankind.

Harry did not know how to meet the writing assignment requirement for the APA
referencing. As seen froffigure 8.10, Harry provided links to the used secondary

sources, which were preceded by relevant headings.

Figure 8.10

Applied Communication paper Assignment 1 (Persuasive Essay): References

References

Examples of Al
https://www.forbes.com/sites/robertadams/2017/01/10/10-powerful-examples-of-
artificial-intelligence-in-use-today/#137a0262420d

Chinese Chess Victory:
https://www.wired.com/2016/03/googles-ai-wins-fifth-final-game-go-genius-lee-
sedol/

Chef Robot:

https://www.youtube.com/watch?v=mKCVol2iWcc

Although Harry was aware of the SLC, he did not think that he could get there any
relevant help with his assignment. He

issues, which he believed he did not have:
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It would be a shame to go there aftémished school Diploma in
English. And my school teachers coul

so what these guys can now?

Lecturerdos feedback and the studentods r el
Although students were provided with marking criteria, the lecturer did iceutem,

and Harry was only provided with comments within his written work. Based on the

positive intext comments, Harry believed that he did a good job considering his own

poor essay writing abilities. However, the majority of feedback was relathd to

absence of citations, as shown in Figure 8.11. To acquaint the student with citation

styles, the lecturer provided Harry with a URL link. However, accessing the link Harry
found a plethora of lengthy videos and articles on how to understand and teach

plagiarism, which he did not see as relevant.

Figure 8.11

Applied Communication paper Assignment 1 (Persuasive Essay): The lecturer's feedback regarding lack of citations

Al Citation Needed
of
y
Citation Needed
5

Citation Needed

Cite Source:
Please use the link below to find links to information regarding specific citation styles:

http://www.plagiarism.org/plag_article_citation_styles.html

Harry was confused by hggadei 24 out of 50" because he could not identify any
maj or issues in his work. He perceived t|
since the |l ecturer systematically commen:
8.11). Furthermore, he praled the Reference List at the end of his work with all the
secondary sources he used in support of his arguments. Harry explained his low mark
by the low word count and poor essay structure:
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The ideas are good, but the thing is, like, putting it in wordshat

really great.

The next suksection describes details of Assignments 2 for the Applied

Communication paper, Group Report, and H;

8.4.1.2 Assignment 2 (Group Report): Requirements, marking criteria, and
studentodos reflection on them

The second assignment in the Applied Communication paper required students to write

a short analytical and academically researched Group Report. Groups were randomly
formed by the lecturer, and students had no influence over who would be in their group.
Even though the assignment wfarshesaketof an i nd
clarityy, | will refer to it as Harryodos, where
When starting their work on the assignmei
group leader. Harry did notamt to take the responsibility of the group leader, but he

had to exhibit his leadership skills as the other group members refused this role:

| just was forced into it.

The reason for Harryodés |l ack of motivati ol
leadeship role in a group assignment for another paper. He perceived that leading two
groups would put a lot of pressure and responsibility on him and potentially result in

much stress.

Figure 8.12 presents potential topics for Assignment 2. Unlike Assignmpatehtial

topics for Assignment 2 were explicitly stated in a numbered list and students were also
given an option of coming up with own t o]
second topic from the provided list, Civilian Surveillance, in orderte sane and

effort on thinking, agreeing, and then confirming a different topic with the lecturer.

According to the assignment requirements (see Figure 8.12), Assignment 2 had to be
contextualised for an appropriate organisation. Students were to presenganisation

with a Aproblemd and recommendati ons on |
organisation the assignment requirements referred to, but as a group leader he did not

feel in the position to direct this query to his group members.
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Figure 8.12

Applied Communication paper Assignment 2 (Group Report): Potential topics

POTENTIAL TOPICS

For this report there must be a “problem” or an issue to be resolved, with a specific focus on the
reader/s who will act on the Recommendations made. The report must be contextualised for an
appropriate organisation that would action the recommendations. You may choose a topic from
the following list or negotiate an alternative topic with your lecturer.

Access control

Civilian surveillance

Distance learning

Cyber security

Drone regulation

Group option (please confirm the topic with your lecturer)

e

Figure 8.13 below outlines the structural organisation for the Group Report. Harry did
not know some of thelements in the provided structure such as Terms of Reference.
However,students were provided with assignment exemplars, so Harry did not need to
search the way to approach Terms of Reference. He intended to modify the information

in the provided assignmeexemplars to fit the purposes of his Group Report.

Figure 8.13

Applied Communication paper Assignment 2 (Group Report): Instructions

INSTRUCTIONS

1. Write an academically researched and professionally formatted report that includes the
following content:

® Title page

® Terms of Reference

® Table of Contents

® Synopsis

® Introduction

® Findings

® Conclusions

® Recommendations

® Graphics

® Citations and reference list APA (61) formatting
® 2000-2500 words (4 person group)

Similar to Assignment 1, students were not allowegksubmit a previous assignment.

When approaching Assignment 2, Harry appeared to develop an understanding that the

| ecturer meant not to plagiarise anyone
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That s, basically, donét plagi

It should be noted that students were not proviigld the marking criteria that were

used for grading the paper. Harry did not worry about the absence of the marking
criteria because he had assignment exemplars to follow. Additionally, he believed that
group work would make writing the Group Report eadige to the contribution of

several students. Hence, he was confident he would not fail the assignment.

The foll owing section describes Harryods |

feedback, and the studentodés reflection ol

Student 6sawsrgnment hel ecturerodés feedback,
both of these

This section has two parts. Firsthydli s ¢ u s srefléton aonyhé group work
process. Secondl vy, | describe Harryos wri

feedmckand the studentodés reflection on them

| F NNEQ&d NBFfSOGAZ2Y 2y GKS 3INRBdzZLI 62N] LINE
Work on the Group Report started at the first group meeting, where Harry was chosen

as the group leader. The group brainstormed what had to be researchaddzuathe

workload among themselves. Harry exercised his superior position and delegated alll
research work to his group members. He worried that he might not come up with

sufficient information from secondary sources, as had happened in Assignment 1. His
group members agreed on the work distribytiarsting Harry with the later

compilation of all the written sections into a logical and coherent report. They also
assigned him the writingf the Terms of Reference, Table of Contents, Synopsis,

ConclusionRecommendations, and the Reference List.

Even though Harry took a considerable amount of work on himself, he did not think it
would require much of his time. Based on the assignment exemplars provided by the
lecturer, Harry perceived that most of thetsets he chose to write were eroe two-
paragraphs long. With regard to the Reference List, he believed that his group members,
who were doing the research, would provide him with references to the resources they

used, in the APA style, and he would sisnpbmpile them in an alphabetical order.
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Harry trusted that his group members would approach their work with responsibly and

deliver wellwritten pieces.

To further ease his work, Harry tried delegating some editing work to his group
members by creating@oogle Doc hoping that his group members could possibly edit
each otherds writing. However, to Harryod:

Google Doc:

| created a Google Doc, so that everyone can work on the same
document. But they just gave me sepavdted doc. files. It was very

difficult for me.

Furthermore, the group members did not seem to be in a rush to complete their written
pieces. During the six meetings the group held, Harry had to urge his group members to
work faster in order for him to hawifficient time for the final edit. Eventually, Harry

lost hope of receiving a high grade for Assignment 2 and redirected his focus on

assignments for other papers:

| just gave more priority to other assignments because, like, they [my

group members] araot working anyway.

| F NNE Q& NBFfSOGAZ2Y 2y GKS FaaA3ayYSyd &NR
a0dzRSyiQa NBTESOGAz2y 2y (GKSY

Harry received all the parts written by his group members in Word documents on the

due date. When compiling the docurtee Harry encountered three major issues. Firstly,

he realised that every student wrote an Introduction to their sections of the Group

Report with a definition of civilian surveillance. Repetition in each document confused

Harry about which of the repedtenformation to include in the final Group Report and

which to get rid of. Secondly, Harry found that the set word limit of 22830 words

(Figure8.13 was insufficient for the work of four people. Since Harry found most of

the information in his groume mber sd sections relevant an

sacrifice his written sections and write much shorter Conclusion and Recommendation

sections than he originally planned:

| thought of writing a longer Conclusion, but | had to make it short

becausef word limit.
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Thirdly, after compiling all the parts written by his group members, Harry realised that
there was no section entitled Findings, which was required by the assignment
requirements (Figur®8.13 and present in all assignment exemplars. Hedagay had

to conduct some research and write the section himself. Fearing to go over the word

limit, he used bullet points when writing the Findings sections, as shown in Figure 8.14.
While conducting secondary research, Harry was mainly looking fommafiton about

the disadvantages of <civilian surveill an
it:

All my group was also against it. So, | thought there was no point of

developing this section [Advantage of Civilian Surveillance] further.

Figure 8.14

Applied Communication paper Assignment 2 (Group Report): Findings section

Note Irrelevant Information to the Heading is Highlighted in Yellow
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