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Abstract

This thesis is a comparative study of two MA TESOL programmes offered to
Chinese students by a research-intensive university in the United Kingdom.
One of the programme is based in the UK with students attending during the
week while the other is based in a Chinese university working in partnership
with the UK university and students attend the programme during the weekends

The two cases were purposefully chosen against the background of cross-
border higher education to investigate whether and how learning differs for
learners in the different styles of cross-border higher education. In addition to
the student perspective, the voice of the UK university is included to provide
an understanding of the programme establishment and provision. Using a
gualitative approach and methods of documenting, observation, and interviews,
as well as a theoretical push-pull framework with both extrinsic and intrinsic
motives, an expansive learning theory, and cultural intelligence mode, the study
seeks to first understand how learners study in each learning context before
comparing the two cases.

The emphasis is on - 1) the educational context of each course; 2) the learners'
learning motivations and expectations on each course; 3) students' learning
experiences and outcomes; and 4) comparing how the courses impact the
learners' learning outcomes.

According to the findings of this study, students made the decision to register
on each of the different programmes based on their personal contexts, which
influenced their motives and expectations. Regardless of the differences in
details, they all present academic and vocational learning orientations. Despite
being in different countries with different delivery styles, the two programmes
have course routines that share British educational characteristics in terms of
goals and values. This enables learners, regardless of location, to continue
similar learning experiences and achieve personal growth. Learners in both
cases are positively encouraged to develop professional knowledge and skills
while being challenged to adapt to course routines due to the various cultural
factors. Their learning routine combines studying on an MA TESOL course
whilst studying to be a qualified learner in the UK learning culture. Despite the
learners' personal growth in professional and cultural competence, this study
suggests a culturally oriented scaffold for the learners in the implementation of
cross-border higher education.
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Chapter 1 Introduction

This thesis is a comparative case study of two groups of Chinese students
following an MA TESOL programme in contrasting contexts. One of the MA
TESOL programmes in this research is a transnational higher education
(TNHE) programme, located in China. It was established by GW University in
China, and a research-intensive British university in northern England (known
as the UK-China Programme). The other programme in this research is a
traditional academic degree course, located in and supplied independently
and entirely by the British university (known as the UK Programme). A detailed
introduction of these cases is highlighted in Section 2.5.1.1 - Case Sampling.
The study focuses on the students’ integrated learning experiences (their
motivations, experiences, and outcomes of learning on the MA TESOL
courses), together with the course provisions, with the aim of investigating the
differences and overlaps between study abroad and study at home, from the
perspective of Chinese learners. The current study research draws on
understandings in the field of Chinese students in cross-border education, as
well as students learning experiences in TESOL education, to show how the
two groups of Chinese students precede their learning individually by involving
themselves in TESOL course routines, during which their learning activity is
expanded and cross-cultural learning behaviours are identified. The
participants' learning outcomes of personal development or personal growth
are reflected here. This is a combinationof a variety of

the programme's impact on students' knowledge and competency.

In this chapter, firstly, | will first provide a brief introduction of the research
background in which this study is conducted (Section 1.1) and then move on
to the statement of the key problem addressed by this research, as well as its
purpose and significance. Following this is a section outlining the research
guestions, and then the chapter concludes with an overview of the thesis

structure.



1.1 Background of the Study

Driven by globalization in recent decades, internationalization has become an
increasingly important strategy employed in higher education (HE). As a
complex process rooted in a specific social context, it is largely shaped by
socio-political, economic, and cultural factors. Under globalization and
internationalization circumstances in higher education, the mobility of students
and academic resources (for example, curriculum, teaching staff, and
teaching material) between countries and regions has increased. Cross-
border higher education (CBHE) has developed as a practice involving
institutions and individuals in higher education internationalization. Students
are moving from developing countries to developed countries for qualified
education because a better higher education predicts greater competitiveness
in the labour market and career opportunities. On the one hand, prestigious
universities increase student recruitment, attracting more international
students to study in their campus. On the other hand, these universities tend
to export their education to other countries where local universities are less
competitive in the global market. Many phrases (for example, joint degree,
branch campus, cooperation programme, twin programmes, and transnational
education) have been used to describe the different styles of exporting higher
education to its import countries. Thus, the export institutions strengthen their
impacts, gain economic benefits, and enhance the extent of university
internationalization by providing education cross-nationally. The universities
and students of import countries benefit from a range of advanced education
resources so that their competitiveness is enhanced in the trend of HE
internationalization. In brief, CBHE involves two main forms: students
travelling across national borders, and academic resources breaking

boundaries between nations.

As a Chinese teaching staff who has gained many years of work experience
in teaching and management at a Chinese University in the southwest of
China (an undeveloped region), | have seen universities and students in this

region have increasingly taken part in CBHE in recent years(my role in this
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research will be introduced in 3.4.1). Chinese universities have built
connections with institutions in America, Britain, Australia, and other inner-
circle countries. With the imported research and curriculum resources from
these countries, transnational higher education programmes have increased
rapidly in China over the last two decades. This means a number of home
campus Chinese college students are now able to access to courses
originating from prestige universities in developed countries. In addition,
meanwhile the number of Chinese students who travel abroad for academic
degree education has dramatically increased. The learners involving into
CBHE believe qualified education from prestige foreign universities ensures
them career competitiveness of technical ability, knowledge, practical skills
and cross-culture capability. Such a prosperous phenomenon raises me a
guestion: what is the difference between studying abroad and studying a

transnational programme at home, according to CBHE discourse?

The question implies a student perspective in understanding CBHE, which is
concerned with education quality issues in higher education
internationalization. Education quality, in particular, is one of the key issues
raised by participants in CBHE. In the case of traditional study abroad,
institutions want to maintain their prestige by through qualified teaching,
whereas international students want to improve their competitiveness through
study abroad. In the aspect of transnational higher education, education
resources are supposed to be advanced, ensuring the developmental benefits
for the universities and students in import countries. Therefore, education
quality has been frequently discussed by academic research from different
perspectives: management and policy, leadership, teaching and learning,
learning process and outcome, quality and employment of graduates, and
student satisfaction. Among these perspectives, the student voice is believed
to provide a legitimate insight into CBHE practice, in that the students

themselves are one of the main players participating in and paying for CBHE.
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As Chinese students play an important part in the international student
community of higher education in developed countries, some research has
focused on Chinese students studying abroad. Their motivations, experiences,
and outcomes of their experiences during their short stays have been
investigated. Cultural adaptation is the most frequently discussed topic in this
type of research. Chinese learners are challenged by foreign cultures both
socially and academically, and as a result, they grow personally and become
more cross-culturally competent as a result. However, this type of research
lacks an education lens. The students are sojourners with a mission of
academic learning, and their personal growth featured with discipline
education is insufficiently discussed due to the samples and purposes of those

studies.

Although there is a significant amount of research in the field of international
education (for instance, one style of CBHE), research focusing on Chinese
students’ perspectives of studying a foreign programme at home (for instance,
the other style of CBHE) is rare. Existing literature generally focuses on the
motivations and developing processes of the INHE in China (Huang, 2007),
including its costs and benefits (Yang, 2002), and management and regulation
regarding issues of this process (Huang, 2006). The lack of research draws
an unclear picture of how Chinese students learn on CBHE courses in China.
Furthermore, due to a lack of evidence in the two styles of CBHE for Chinese
learners, some assumptions which might promote CBHE quality cannot be
discussed. For example, if study abroad has raised cross-cultural issues, does
this mean they will disappear if the course is offered transnationally in China?
If Chinese learners gain personal development as a result of overcoming
cross-cultural challenges, what will they gain if they study a transnational
course in China? If the distinctions between the two styles of CBHE are
unclear, how can Chinese learners decide wisely which course to take and
why, how can importing and exporting institutions work to maintain education

quality, and how can they figure out the rationale behind each strategy of
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promoting CBHE (e.g., increase exporting or expanding recruitment at

the home campus, programme contextualization, or authentic teaching)?

1.2 Statement of Problem and Research Questions

The questions above call for answers to a fundamental question: whether and
to what extent Chinese learners are benefited equally between two styles of
CBHE? (A detailed research purpose is in section 2.6.) In this study, two MA
TESOL programmes were specifically chosen (one located in the UK and the
other in China). Academic education in both programmes is
provided/dominated by the same British university. This enables the
comparison to be meaningful rather than comparing apple and pear. The
purpose of this study is to answer the fundamental question by exploring how
Chinese students learn differently between two styles of CBHE in the form of
course contexts, learning motivations, experiences, and outcomes. The
research will illustrate a picture of how a group of Chinese students initiate
and proceed with their learning in TESOL course abroad and at home. Based
on which, a comparison is conducted to understand what and how CBHE
works in the TESOL context, with its shared and unique features, benefitting

Chinese learners.
The research questions are:

(1) What strategic objectives and approaches underpin the establishment and

provision of the two programmes?
(2) Why were students motivated to enrol on these particular programmes?

(3) How do the programmes compare and contrast in course provisions and

the learning experiences of students?

(4) According to the key stakeholders, how effective have the programmes
been in satisfying student expectations in the quality of course delivery and

providing personal growth opportunities?
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The stakeholders in this research refer to programme providers (course
leaders, coordinators, teaching and admin staff) and students who are
learning on the sample programmes. The relationship between the RQs is a
sequence, commencing with a policy perspective, explaining why/how the two
programmes are set up (RQ1). Then it moves to student perspective,
explaining the motivations to enrol, expectations and experiences of learning
on the courses (RQ2 and 3). The RQ4 is an evaluation of learning outcomes

based on a comparative perspective of the different stakeholders.

A theoretical framework consisting of different theory stances is employed to
investigate the research questions. A push-pull frame, together with an
intrinsic-extrinsic frame, is applied to analyse Chinese learners’ motivations
and expectations of enrolling on different courses. To understand the learning
experiences and outcomes in the two cases, theoretical lenses of cultural
intelligence mode (CQ), cross-cultural adaptation mode (CA) and experiential

learning are employed.

1.3 Structure of the Thesis: Overview of Chapters

This section outlines the structure of the thesis, with an overview of the
chapters. Chapter Two is the literature review, which starts from a broad topic
of institutions under the INHE context, briefly introducing the practices of
universities in the UK and China, with the definitions of a variety of terms used
in the INHE. It then narrows down to empirical research regarding Chinese
students in CBHE, their motivation for learning, experiences, and learning
outcomes. The focused discipline of the cases in this research is TESOL
education. Its provision and development against the background of INHE has
been presented in this chapter. Empirical studies focusing on Chinese
students on TESOL have been reviewed. At the end of this chapter, various
gaps in the previous research have been analysed, shedding light on the
research purpose and questions for this study. A theoretical framework
applied in this research follows the research questions, guiding the potential

of how these questions will be answered.
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Chapter Three is the methodology which introduces how the research is
conducted. It starts with the philosophy underpinning the research, linking the
diagram of social constructivism with my research questions. It then explains
how the qualitative multiple-case comparative study is designed in this
research. The data collection follows, which involves the various methods
(document analysis, interview, and observation), a pilot study, and the issues
which arose during the process of collecting data. My role is explained in the
section of the rigors of the research, together with strategies to improve the
quality of this research. The data analysis section illustrates how the data are
analysed manually as well as with software. The themes are developed with
specific considerations. Research ethics are applied in this research, and

issues encountered in the field are explained specifically.

Chapter Four outlines the findings of the UK-China case. It firstly introduces
the MA TESOL course (its establishment, contents, and provision), and then
explains how a group of Chinese learners are motivated to go on the course,
proceeding it, and achieving personal development. Their learning experience
is illustrated by two main learning activities: attending modules and completing
assignments. The encountered challenges, feelings, comments, efforts and
outcomes of learning on the course are described. This concludes with a

summary answering the research questions relevant to the UK-China case.

Chapter Five describes the findings of the UK case. In addition to the
introduction of the case context, this chapter illustrates how Chinese learners
initiate and proceed with their learning on the MA TESOL course. The themes
are the same in both the UK and China cases, but the evidence is different.
This chapter ends with a summary that answers research questions that are

relevant to the UK case.

Chapter Six is a discussion linking the findings shared between the two cases
with a theoretical framework. The discussion aims to respond to the
fundamental question of this study: whether, and to what extent, Chinese

learners benefit equally between these two cases, which are different styles
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of CBHE. It highlights the similarities of the findings between the two cases,
and explains how these similarities contribute to the personal development for

learners in the two cases.

Chapter Seven presents the conclusion of this thesis. It starts with the
research conclusion in terms of its significant findings, contributions, and
implications, and then concludes with a reflection on conducting this research

(for instance, my personal transformation via this PhD experience).

1.4 Impact of COVID-19 on the research:

When the COVID-19 spread in the world, my research was at the last stage
of data collection. The worldwide pandemic forced me to reduce the numbers
of informants, and adjust the field work plan (e.g., some interviews were
combined/prolonged, some observations were cancelled). The details will be
introduced in relevant sections in the methodology chapter. In addition, the
pandemic hindered my working progress and learning effects as an
international PhD student who was studying in an UK campus. | lost physical
learning environment in which libraries and offices were closed. | lost daily talk
with international colleagues, and cross-cultural learning community. | lost the
chance to pop in my supervisors’ offices and have some informal talks with
them. These things really depressed me and undermined my engagement

with the study.
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Chapter 2 literature review

This section briefly reviews the current studies from the general topic of
globalization as a background of higher education (HE) to a narrow area of

Chinese students studying abroad in the TESOL programme.

By using the keywords ‘globalization and HE’, 'HE internationalization’,
Chinese university in HE internationalization’, cross-border learning’ and
‘transnational HE’, a range of related books and articles have been found in
the database (e.g. university library; google scholar; British Council and
Chinese national journal papers). | briefly focus on the literature (books and
journal papers) which were published after the year 2000 in that the
phenomenon of cross border higher education in China has developed rapidly
since then. The literature has provided necessary backdrop for this research
in terms of 1. Introducing how cross border higher education (CBHE) has
developed in light of globalization and higher education internationalization; 2.
Clarifying some terminologies employed by this research; 3. Introducing
outlines of CBHE in China and UK which include its activities, strategies and
goals. The literature has justified the focus of this research which is to
understand the Chinese students’ experiences in CBHE from a micro

perspective which is in contrast to a macro perspective of policy/governance.

The research focus leads the scale of literature searching narrow down
gradually. By using the keywords, in the same database as above, ‘Chinese
students in UK’; ‘international students experience in HE’; ‘overseas students
in the educational exchange programme’; ‘overseas students in English
language course’; 'ELT/TESOL programme in UK’, around 28 journal articles
including books and others drawing on the reference or citations in the
literature are used to build outlines of the current research exploring
international students experience in the UK. Based on the literature which
published within around 10 years recently, | try to classify them into two
categories: Chinese students studying abroad and international (Chinese)

TESOL students studying abroad. Then | review the literature by the
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subthemes of expectations, experience and outcomes related to the Chinese

students studying abroad.

There are three purposes for this chapter. Firstly, introducing the academic
background against which the research topic come from. The second is to
summarize the contributions and limitations of the previous research related
to Chinese students and Chinese TESOL students’ experience of studying
abroad in the context of CBHE. The third is to clarify the research purpose and
research questions. The forth is to discuss the conceptual framework which

will be employed in my research.

2.1 Background: cross border higher education (CBHE) in
the context of globalisation and internationalization

2.1.1 Higher Education (HE) in the context of globalization

In the recent three decades, globalization combined with knowledge economy
brings deep impacts all over the world in the dimensions of politics, culture,
economy and ideology. Globalization is flows of capital, people, information,
culture and so on, which moves along forms of global high-way which has
broken the borders between nations (King, 2004, p.48; Teichler, 2004).In
addition, knowledge based economy highlights the role of knowledge as an
engine of economic development for nations. Knowledge, information,
sentiments and data have become important resources which are viewed as
international in their essence and not contained by territorial constraints

anymore in a global age.

University with its functions of producing and distributing knowledge has been
challenged. The first challenge is to keep academic competitiveness by
attracting qualified academic resources including academic staff, students,
materials and financial resource which move internationally. The second
challenge is to meet the demands from labour market and government both
of which need qualified graduates to enhance economic performance under

the context of globalization. They encourage and require HE to expend
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science and technology base for innovation and commercialization and to
cultivate well-educated people as ‘human capital’ in order to reach higher
levels of global 'value chain'(King, 2004, p.130). These demands partly
overlap the expectations from individuals who enrol in higher education
institutions. The students want to have cross-cultural capabilities, be
adaptable and flexible apart from subject knowledge which enable them to

deal with the global issues in the employment and professional development.

Internationalization in HE is considered as a key strategy for responding to the
influence of globalization. It has been adopted by universities across the world
with the main task of integrating an international or intercultural dimension into
functions of HE (Foskett and Maringe, 2012, p.1). In light of discussions
related to the contents of INHE for a university, curriculum internationalization,
student internationalization and education programme mobility are three main
activities in INHE (Foskett and Maringe, 2012, p6; King, 2004; Tsiligiris et al.,
2021).

Curriculum internationalization involves a shift of producing knowledge from
national market oriented to international market oriented. Universities are
driven to revise course design, build curriculum system, develop teaching and
academic administering, assist learning experience and apply various
assessing in a specific subject. The courses are expected to benefit both local
students and international students by adding international or multicultural

horizon into the knowledge and its delivery.

Student internationalization, from the perspective of universities, involves
sending local students to study abroad and attracting international students to
enrol. Such sending-attracting activities boost cultural exchange in the
environment of the HE. Students get the cross-cultural ability from not only

class study but also campus living.

Education programme mobility means HE courses provided by different

universities have been imported and exported across the world. Generally
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speaking, institutions in developed countries (e.g., OECD countries) are
exporters while the ones in developing countries are importers (Van der
Wende, 2007; Rumbley and Altbach, 2016; UNESCO, 2008; Altbach and
Knight, 2007). HE courses have been exported into host countries via
different approaches with the purpose of magnifying the impacts of exporter
universities at the international level. The importer universities tend to believe
the exporter universities are advanced so that they want to adopt the
advanced in terms of teaching and managing (Tsiligiris et al., 2021).
Meanwhile increasing number of students enrolling into such programmes
have brought economic benefits for both exporter and importer universities

(Tsiligiris et al., 2021; Foskett and Maringe, 2012, p.159)

From student perspective, the globalization has involved them into the
situation where they have opportunities of working globally while they are
required more competence and competitiveness in labour market. They have
to internationalize themselves (Foskett and Maringe, 2012).For the students
in developing country, for example China in this research, the main approach
of individual internationalization is to study in prestigious universities of
developed countries(e.g., US, UK). The Chinese learners tend to believe that
studying in those universities means good education quality and proves
potential of personal competence. A degree from a western prestigious
university has a premium and is well rewarded in the labour market (UNESCO,
2008).

Thus INHE has been enhanced by the interaction between these activities.
Education programme mobility and student internationalization in universities
have increased the opportunities for students to study in a foreign course
whilst curriculum internationalization enables the education programmes to
move widely across the world and attract more students. Under such context,

Cross-border education has become a fast growing phenomenon in INHE.
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2.1.2 Cross-border higher education and transnational higher
education: difference and applications in this research

Although Cross-border and transnational higher education are used
alternatively in many research (Abe and Wiseman, 1983; Huang, 2003; Knight,
2007, 2005; Yang, 2008), they have different focuses. According to the Global
Alliance for Transnational Education(Heffernan and Poole, 2005, p. 224),
European Centre for Higher Education (Gu, 2009) and the United Nations
Educational, Scientific and Cultural Organisation (Mok and Han, 2016),
transnational higher education refers to all types of higher education study
programmes, or sets of courses of study, or educational services (including
those of distance education) in which the learners are located in a country
different from the one where the awarding institution is based. TNHE focus on
the situation in which the place where the students study and the university
which awards the degree are located in different nations. It highlights the
movement of education provision across countries (Knight and Mcnhamara,
2017). This explanation denotes a key characteristic of TNHE that students
are able to receive the education from another country without leaving their
home places. International transfer refers to education resources and
providers rather than students, and it is based on the collaboration between
countries of providing (exporters) and receiving (importers). These features
are also highlighted in the definitions given by government education
departments of China and UK, which is distinguished from traditional overseas
study programmes in which students move across nations and are recruited

and cultivated by foreign institutions independently.

Cross-border HE involves wider education elements movement, e.g.,
programmes, course materials, teaching staff and students. It indicates two
forms of HE under the context of INHE (UNESCO, 2008; Garrett and Verbik,
2003): students move from domestic to foreign countries, such as traditional
study abroad; HE programme from one country is provided in another country,
which is called transnational higher education(TNHE). The latter means the

students don't have to travel abroad. This study has adopted cross-border
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higher education (CBHE) as it covers the forms of the two cases: UK
programme is overseas study and UK-China programme is a course moving

across boundaries between UK and China (TNHE).

In the framework of General Agreement on Trade in Services, there are four
modes of CBHE which indicate how HE have been provided internationally
(UNESCO, 2008). These modes are not exclusive to each other as a separate
thing, rather, they may overlap or complete each other. In other words, one
CBHE programme might involve more than one modes depending on it
provision reality. The modes relevant to my research are: 1. Education
consumption is abroad where the students cross the national borders. It is
applied in full time study abroad, exchange programmes between different
universities, joint degree provided by two universities. 2. The presence of
programme provider in host country can be in the forms of branch campus,
twinning and franchising arrangements between universities. 3.
Representatives in host country to provide the programme are academic
mobility, teaching staff moving from home country to host country and
teaching there as part of an academic partnership. In this research, the UK
programme falls into the mode one, and UK-China programme has the

features of mode two and three.

With the development of INHE across the world, CBHE as a phenomenon has
pervaded in both exporting and importing countries. Gu (2009) proposed a
framework of four dimensions to understand the goals and motivations of
developing CBHE in different countries. The four dimensions are: generating
economic revenue, boosting capacity building, developing human resources
and promoting international understanding. CBHE is expected by nations and
institutions to increase economic profits, enhance the performance of HE
system, providing qualified graduates and extend the impact at international
level. It has denoted the goals of CBHE, no matter for exporting or importing
countries, have covered the all four dimension but with difference in each

dimension between exporting and importing countries due to their different
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contexts. Drawn on this framework alongside other literature, the next section

will introduce the CBHE between UK and China.

2.1.3 CBHE between UK and China
2.1.3.1 CBHE in the UK

UK as the second player among the international education exporters (the first
player is the US) emphasizes gaining economic profits as a predominant goal
of its CBHE (Gu, 2009; Hou et al., 2014; Wilkins and Huisman, 2010; Altbach
and Knight, 2007). Exporting HE programmes and recruiting international
students are two main strategies in the dimension of generating economic
revenue. The institutions in UK have been suffering from insufficient public
funding due to the HE massification. Therefore it tends to consider the self-
funding international students as an effective alternative financial source
(Foskett and Maringe, 2012, p.159). HE became one of the top five sectors
generating the largest export income for the UK in 2004(Tysome, 2004). In
2007-2008, 368,970 international students registered in UK HE institutions
and this number kept growing (Universities, 2010) meanwhile, keeping
growing tuition fees for overseas students leads directly to obvious financial
benefits for both universities and the country. At some UK universities, the
income generated from international students has exceeded the fee from local
students or the income from research and government grants (Bolsmann and

Miller, 2008).

The rest three dimensions have found evidence in different literature but no
research (maybe unnecessary) tried to sequence them, i.e., which dimension
is sub-predominant as a purpose of developing CBHE. So the following of this
paragraph aim to introduce the evidence in each dimension without focusing
on how much role they have played in the expectations of CBHE. In the
dimension of developing human resource, CBHE aims to cultivate qualified
graduates who are competent in global employment. The international alumni
has been highlighted by the institutions. In addition, the alumni community has

been perceived as a strong social network offering potential to develop
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professional mobility and cooperation between UK and other countries (Hou
et al., 2014). In the dimension of boosting capacity, UKHE institutions expect
to increase the cultural diversity of campus and enhance the rank in different
league tables by recruiting international students. In addition, the CBHE has
increased the extent of internationalization for the institutions in term of
curriculum provision, management and student service (Bolsmann and Miller,
2008; Lasanowski, 2009). In the dimension of promoting international
understanding, universities in the UK could maintain an influential position on
the world stage and gain political and cultural benefits through CBHE
(Fernandes, 2006; Hou et al., 2014). The students’ testimonies of positive
learning experience and career development are expected to enhance the
international reputation of UKHE. The exported courses would increase the

opportunities of academic communication between UK and other countries.

2.1.3.2 CBHE in China

China perceived as one of the biggest market of HE in the world has involved
into CBHE by two main forms: Chinese students study abroad and building
TNHE programmes with institutions of developed countries. Chinese youth as
an important party plays roles in the CBHE. More and more Chinese students
are willing to be awarded an academic degree by a foreign prestigious
university for not only the perceived qualified education but also the
expectation of becoming more competitive in the labour force market. The
graduates who are professional and responsive to both constraints and
possibilities of transnational flows and networks will have plenty of prospective
career opportunities (Foskett and Maringe, 2012, p.160). Studying in an
internationalized curriculum is considered as a route to become such persons
and gain the most desirable jobs (King, 2004, p.135). For this purpose, some
Chinese students choose to travel abroad and study in a developed country.
UK is one of the most popular destinations of overseas learning for them.
With the family income increasing in the recent decades, more Chinese
students are able to study abroad for a higher education course with the

financial support from their parents. Chinese student has become the biggest
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group of international students who study in the UK HE institutions (UKCISA,
2013). In addition, with the development of HE cooperation between China
and developed countries, some Chinese students choose to study TNHE
programmes without travelling abroad. According to the statistics published
by Ministry of Education in China (MoE) in 2013, there were 450,000 students
who have registered in TNHE programmes. This number was 1.4% of the
population who registered in all types of HE in China in that year. Therefore,
CBHE (study abroad and TNHE) has become an approach of personal
internationalization for the Chinese students, through which they expect to
enhance competitiveness via a perceived qualified international HE course

(Hou et al., 2014).

TNHE is called Sino-foreign cooperative education in China. It has been
defined by Chinese State Council (2006) as: the activities of launching
education institutions/programmes that aim at enrolling Chinese citizens, by
foreign education institutions and Chinese education institutions jointly within

China.

China as an importing country against the background of INHE, the TNHE
activities have developed rapidly in scale and scope since 2000(Yang, 2008).
UK as one of the main partners (US, UK and Australia) has involved into the
process of developing TNHE with China. According to the four modes of
CBED in General Agreement on Trade in Services framework (in 2.1.2), the
TNHE between China and the UK mainly falls into mode two and three. In
specific, UK universities recruit students and deliver course in China by setting
up branch campus (e.g., University of Nottingham, Ningbo, China), franchising
programmes, twinning programmes (e.g., students learn the entire course in
China), and articulation programmes (e.g., 3+1 undergraduate course with
three years learning in China and one year learning in the UK) (Hou et al.,
2014; Gu, 2009).

In an overall, TNHE has been seen as a positive component of Chinese HE

according to the policies and regulations published by Chinese government.
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Its functions and goals could be analysed by the framework of GU (his four
dimensions of analysing goals of TNHE: generating economic profit, improve
capacity, develop human resource, and promote international understanding).
In contrast to the UK who takes generating economic profits as predominant
goal of TNHE, China pays less attention to the economic benefits than to other
dimensions (Gu, 2009). The dimension of improving capacity has been valued
in terms of Chinese HE performance (Gu, 2009). TNHE is expected to
enhance the diversity and integration of national HE system, the international
competitiveness of Chinese HE institutions and quality of HE provision (Zhou,
2006). Chinese universities, by participating in the TNHE, are supposed to
build academic capacity in terms of teaching practice modernization, quality
assurance standards, programme and curriculum development, academic
management and governance matters (British Council, 2013). In the
dimension of developing human resource, university staff and students are
expected to be benefited from the imported programmes. Especially for the
Chinese academic staff, they are expected to take advantage of the advanced
academic resource of the partner institution in order to develop academic
capabilities (Hou et al., 2014). Moreover, qualified staff from foreign partners
are encouraged to transfer to Chinese institutions teaching and doing
research (Gu, 2009). In the dimension of promoting international
understanding, TNHE in China is much more a matter of working on the world
stage and cooperating in research on a reciprocal basis (Rastall, 2009,
p.7).TNHE is expected to facilitate Chinese institutions to enter into
international academic community. The opportunities of academic
communication between Chinese and foreign universities could be increased

(Hou et al., 2014).

In light of the Chinese policy statements of TNHE, the practices and activities
of TNHE along with the goals of TNHE for China, Cooperation and partnership
have been perceived as a critical principle of TNHE in the Chinese context.
Cooperation has linked the imported HE with the local HE, extending the

possibilities for the local partners to engage into education innovation where
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Chinese institutions learn world-leading experience from their partners’
curriculum materials, manage expertise, teaching approaches and research
experience. Chinese institutions are encouraged to explore appropriate
approach of collaboration, by which the Chinese HE will be benefited mostly

from the imported HE (MoE, 2013)

He (2016) analysed the policies related to TNHE which have been established
by Chinese government since 1995 with the purpose of shaping the implied
criteria of approving TNHE programme by Chinese government. This analysis
has found a TNHE programme tends to be seen desirable by the Chinese
government if it meets the following three characteristics: 1. The programme
is cooperated with high-ranked European partners; 2. The programme is
affiliated with a Chinese university rather than having legal person status; 3.
The programme is offered in the fields of IT, science or engineering. This
conclusion on one hand has reinforced the principle of cooperation of TNHE
in China. On the other hand it has implied the cooperation with stronger
partner in developed nations is more promoted. Hou et al., (Hou et al., 2014)
have described the imbalance development of TNHE where collaboration tend
to take place between the research intensive Chinese universities (i.e.,
985/211 universities in China) located in developed regions (e.g., eastern and
coastal provinces) and the world top 100 universities of developed countries
in that both export and import players want to find qualified partners and keep

prestigious.

Under the growing phenomenon of CBHE between UK and China, more and
more Chinese students enrol in UK HE courses either geographically located
in UK or based in China as a TNHE programme. The increased student
number and distance between the two countries have risen education quality
issues (Gu, 2009; Altbach and Knight, 2007). The governments and
institutions of China and UK have taken some activities to guarantee the
education quality, although they are all lack of experience of controlling the

quality of CBHE courses (Gu, 2009; Hou et al., 2014). Student satisfaction
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has become one of the important indicators which impact the education quality
evaluation (Hou et al., 2014). It gives rise to the importance of student voice
in understanding their learning experience of CBHE. The student experience,
as explained by Rodney, is how a student views his/her life in a learning
institution. It reflects the perceptions of students of the academic and non-
academic services offered by the institution to help them successfully navigate
their educational pursuits (Foskett and Maringe, 2012, p.155). Some
researchers argue that the individuals’ experiences are valid in their own right,
and individuals’ perspectives form the truth of an event (Montgomery, 2010,
p.15). The Chinese students in CBHE are the ones who purchase HE with a
price higher than in non-CBHE whilst they are also the ones who will apply the
education outcomes of CBHE into resolving problems and dealing with the
uncertain in their future careers in a global context. Therefore, their voice
would provide a hands-on perspective and evidence for other CBHE players
(i.e., policy makers, institutions, staff and potential candidates of CBHE) to
review the CBHE provision, which is also a stance on improving the quality of

CBHE.

However this topic has not been sufficiently discussed in CBHE field.
Researchers (Yunyun and Te, 2016) has reviewed the literature published in
both international and Chinese national journal paper in the field of CBHE in
China. It has revealed that most literature focus on: 1. the overview and trends
of CBHE with its features and challenges; 2. policies, regulations and
governance of CBHE; 3. the institutional management in CBHE partnership
(e.g., bi-linguistic teaching and learning, interaction between Chinese and
foreign partners, staff and students management). The stance of Chinese
students are under reached. So this research, employing a micro-perspective,
will place students at the research focus to understand whether/to what extent
the CBHE enables students to develop themselves effectively, and how this

process has been proceed.
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2.2 TESOL programmes in globalization: trends and
challenges

The English language has been highlighted in the process of globalization as
it becomes a worldwide communication tool in industries, business and
cultures. English language education has prevailed as a part of a national
education strategy in non-English speaking countries whilst fluent English has
been considered competitive competence of individuals in labour markets.
TESOL (teaching English to speakers of other languages) programmes at
master level originated from inner-circle nations meet the increasing demands
for qualified English education and competent teachers in expanding circle

nations.

The inner-circle nations almost overlap the ones who are prestigious options
in the global higher education market for international students, e.g. The UK,
US, Canada, Australia, and New Zealand. TESOL programmes provide the
universities in these countries with opportunities to extend internationalization
in terms of attracting more overseas students and establishing offshore
institutions/programmes in other countries. In other words, TESOL
programme as a specific example which gets universities in exporting and
importing countries involved into the CBHE practice. The activities of CBHE
in the field of TESOL have its characteristics which implies potential

challenges and adjustments for the course provision.

First of all, the student of MA TESOL programmes has changed. Increasing
number of non-native English speaker (NNS) students enrol in such
programmes with diverse academic ability and limited teaching experience,
which is in contrast to the situation in the past when a majority of students
were native speaker teachers with English teaching experience. (Hasrati and
Tavakoli, 2015). The NNS students tend to be less confidence both in English
and class teaching when they study in an English native speaker environment
(Kamhi-Stein, 2000; Lee and Lew, 2001). They have an extra requirement for

upgrading English proficiency in terms of vocabulary, writing, reading and
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speaking apart from other academic contents (Kamhi-Stein, 2000; Lee and
Lew, 2001; Phakiti and Li, 2011). Meanwhile, they require more classroom
teaching practice than the one currently provided by the courses (Baecher,
2012; Uzun and Gritter, 2016) because the students want to practice the skills

of applying the learnt theory into real class teaching.

Furthermore, new challenges have developed in course contents which have
to be changed in responding to students’ needs, staff research interests and
core knowledge and skills in the field. The US and UK offer two-thirds MA
TESOL programmes of the world with the former being more than the latter.
Among the programmes in these countries, teaching methods/strategies and
elements of linguistics are the two knowledge fields most frequently covered
and satisfy international students (Stapleton and Shao, 2016). The relevant
practicums are common in the USA while the importance of writing a
dissertation for achieving the professional requirement of MA TESOL
programmes is exclusively emphasized in the UK. A majority of the TESOL
staff consider research training is significant for learners to shape in-depth
approaches to understand TESOL and to carry out classroom-based research
which could develop their professional knowledge (Hasrati and Tavakoli, 2015;
Stapleton and Shao, 2016).However, Stapleton and Shao(2016) have argued
that social and cultural contents should be included into TESOL in order to
benefit the international students because both education and language have

been influenced by social contexts and cultural elements.

Additionally, In order to attract overseas learners continuously, achieving the
balance between keeping education quality and avoiding high fail rate is still
a challenge for all the programmes (Hasrati and Tavakoli, 2015). The
challenge could be understood in to two ways. The first is in the situation of
the cross border provision of TESOL programmes. How to assess the learning
outcome of the students who study TESOL in another nation if their learning
is limited due to the geographical issues. If employed the assessment same

as the home university, whether it is fair for the learners who study in branch
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campus where the course is provided not the same as home university. The
other way to understand the challenge is in the aspect between NNS students
and native English speaker (NS) students. As the former are increasing in
TESOL course and the English language matters too much in TESOL, there
is voice that keeping the evaluation approach which is applied for NS students
has been inappropriate since the majority students of TESOL consist of NNS

under the context of INHE.

Last but not least, TESOL programmes are evaluated by various focus and
approach. A number of research focus on separate elements of the
programmes with the aim of assisting the lecturers to evaluate the
effectiveness of different pedagogical technologies, approaches, models,
materials for student learning (Uzun and Gritter, 2016; Chowdhury and Le Ha,
2008). Some studies argue that course provision involving the objectives,
contents, teaching-learning processes and assessment plays significant roles
in the education outcome for language learners (Er, 2006). Peacock (Peacock,
2009) introduced an overall perspective to evaluate a TESOL programme,
considering a programme as an integrated experience for a trainee. It argues
the effectiveness of a programme should be valued comprehensively based
on all its components rather than on a single course element. Kiely and Rea-
Dickins (Kiely and Rea-Dickins, 2005, pp.161-162) argue that student
satisfaction evaluation of teaching has been utilized as a management tool to
estimate the overall outcome of a programme in a couple of countries since
the 1990s. However, the relevant empirical research in TESOL field is limited.
Researchers (Uzun and Gritter, 2016) specialized the comprehensive
outcome of a TESOL programme into its contribution to personal and
professional development in a case study in Turkey. It, from the perspective
of teacher students in TESOL programmes, concluded that trainees achieved
more professional development than personal development through TESOL
training, and the trainers impact the learning outcome more than the course

design does.
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Although plenty of studies have elaborated that learners developed their
professional identity, emotion and pedagogical competence after TESOL
education (Nguyen and Walkinshaw, 2018; Baecher, 2012; Uzun and Giritter,
2016; Chowdhury and Le Ha, 2008; Shahri, 2018; Green, 2013), a number of
research focusing on the feedback from expanding-country learners have
illustrated the contextualization of TESOL programme is far insufficient. There
is a gap between what has been taught in the programmes and how the
knowledge and skills will be implemented in another context (Nguyen and
Walkinshaw, 2018; Baecher, 2012). Some international learners expressed
the theories or methods based on student-centered, practice-oriented, small
class size and democratic classroom environment are incompatible with the
nations which are hierarchy societies and emphasize exam-oriented
education (Baecher, 2012; Nguyen and Walkinshaw, 2018; Uzun and Giritter,
2016; Chowdhury and Le Ha, 2008). Therefore, NNS students in TESOL
programmes tend to encounter identity struggling and negotiations between
home education discourses and local TESOL education in western countries

(llieva et al., 2015).

2.3 Chinese students studying abroad: general insights

In light of the research focus mentioned before, this sections covers the
research within the realm of Chinese students in CBHE which includes study
abroad and learning TNHE programmes based in China. The purpose is to
outline the knowledge in this field. The Chinese students rather than students
of other nationalities are decided as the scope of literature searching with the
considerations of: 1. The object of this research is Chinese student; 2.
Chinese student as one of the biggest groups of international student in INHE
has attracted a plenty of research interests which have already developed
some knowledge regarding with Chinese students in the context of CBHE,
which makes further research necessary and possible; 3. Chinese student
influenced by Chinese culture has its own characteristic. It is uncertain that
the knowledge of international students from other nations could facilitate

effectively in terms of identifying what has been investigated and what has not
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regarding with Chinese students in the CBHE. However, it does not mean the
reviewed literature are exclusively focusing on Chinese students. The
literature has been reviewed if either Chinese students are research
participants or they are parts of a group of international student participants
involved in research. The selected research contexts are either in
UK/US/Australia higher education or in TNHE between China and these
countries. This is because the literature exclusively focusing on UK or UK-
China is limited. So the scope has been extended to covering three nations
which are the biggest global HE exporters and partners with Chinese
institutions in TNHE. It is worth noting that the research regarding with
Chinese students learning in China-based TNHE programmes are very rare,

which is in contrast to plenty of research of Chinese students study abroad.

In this section, the literature will be organized by three themes:
motivations/expectations for CBHE, experience in CBHE and outcome of
CBHE. These three themes have been decided since they are the most
popular topics discussed in the research regarding with student voice in CBHE.
Some research just focus on parts of them while some focus on the all. In
addition, in light of a sort of logic way, the three themes constitutes a logic flow
to understand the student stories in CBHE. Student motivation and
expectation could be seen as a context which initiates the decision of going to
a CBHE programme, and will impact forthcoming CBHE experience. How
students undergo CBHE programme will influence their learning outcomes.
Hence from the bottom-up and insider perspective and mainly focus on
students’ opinions, a range of research related to the experience of Chinese
students in CBHE have been explored. These studies supply holistic views
and brief outlines of the Chinese students whose motivations, experience and

outcomes in the sojourn period were observed and explained

2.3.1 Motivations and expectations of learning in CBHE

The students’ thoughts and activities that initiate overseas study or TNHE play

important role for understanding their experiences of CBHE. Therefore
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students’ motivations (why they enrol in a CBHE programme) and
expectations (what they want to obtain) of CBHE as two themes have been
explored in the literature. Although the research on Chinese students’ abroad
experiences is not uncommon, the exploring of their motivations and
expectations for CBHE are not sufficient. Especially, the motivations and
expectations for one site TNHE course (students learn in China without
travelling abroad) learning have not been found in the scope of literature of

this research.

Pull-push framework by McMahon has been employed widely to analyse why
the students are motivated to study CBHE courses (Wilkins and Huisman,
2010). Push factors are those features which are relevant to student home
country and initiate their decisions to study a course provided by another
country. They includes the availability of HE, lack of facilities in certain subject
areas, national economic strength, political factors, increasing income
levels(McMahon, 1992, UNESCO, 2008). Push factors mainly influence the
student’s decision of whether to study abroad, but their influence on the
decision of which particular country/ institution as a study destination are less
than pull factors (Davis, 1995; Wilkins and Huisman, 2011). Pull factors are
relevant to the destination country/institutions. They function to decide a
destination country/institution, from the perspective of student, which is more
desirable than other places for studying and living. It includes: the knowledge
a student has of a particular country/institution, the education quality of an
institution, the extent to which its education qualification are recognized in the
student’s home country and internationally, reputation and ranking of a
university, tuition fees and living cost, the commercial value of a foreign
degree, the prerequisite for registering into an university(Mazzarol and Soutar,
2002; Wilkins and Huisman, 2011; UNESCO, 2008).Pull-push framework has
been critiqued as it values the external factors but overlooks a student
personal context, e.g., personal socioeconomic status, age, gender,

aspiration for the future career(Li and Bray, 2007).
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A group of Chinese students express the expectations of studying in the
higher education institutions in the UK in a study (Schweisfurth and Gu, 2009):
obtaining a higher degree or qualification; enriching themselves for a better
career; improving English and learning knowledge. The willingness reflects a
desire to improve the students’ career opportunities by considering the abroad
experience as an investment in human capital (Gu and Schweisfurth, 2006).
Another research certifies that personal growth, professional development
and intercultural growth are the most three critical reasons for young people’s
determination of participating in an abroad learning programme (Soumava
and Kakoli, 2015). The Chinese internationals also express expectations for
both host peers and teaching staff in an American institution with hoping the
former to assist social and cultural issues and the latter to support academic
issues (Heng, 2017).

A few of studies explain the categories, sources and features of the
internationals’ expectations. One (Pitts, 2009) has classified students’
expectations into four categories: academic/language expectations; social
expectations; culture/value expectations; travel/cultural expectations. It has
clarified five types of sources influencing students’ expectations: host and
home universities; home and host families and co-students. Rodney argued
(Foskett and Maringe, 2012, p.154) that the students’ expectations in
overseas learning are volatile as the students review them based on their
accumulated experience in the process of adaptation in the host country. This
is echoed by the empirical study conducted by Pitts, M.J (Pitts, 2009), which
indicated that students’ expectations tend to be consecutively adjusted by the
students themselves, depending on the interactivities between their

behaviours and abroad environment.

2.3.2 Chinese students’ CBHE experiences

2.3.2.1 Review of findings

A number of the research have studied the Chinese students’ abroad

experiences against background in which these Chinese learners are full time
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university students based in foreign countries, e.g., the UK, USA and Australia
(traditional study abroad). Qualitative (i.e., open-ending survey, interview,
observation, focus group, diary) and quantitative (i.e., questionnaire, survey)
methods have been employed by these research with predominant of the

former.

Knowledge regarding with Chinese students study abroad in higher education
institutions have been explored in two main categories: socio-cultural and
academic lives in a foreign country, and the adaptation into new cultures.
Chinese internationals have encountered a wide range of issues both from
social lives and academic learning since they arrived in a new country. Some
students think the psychological and physical struggles to live in a foreign
country are overwhelming academic learning (Gu and Maley, 2008). Issues in
terms of life style, language and social life challenge the Chinese learners.
Cultural shocks are inevitable for them and give rise to negative feelings such
as anxious, lonely, self-doubt, stressful and so on (Brown, 2009; Brown and
Holloway, 2008a; Brown and Holloway, 2008b). They feel difficult to make
local friends (Gu, 2009; Gu et al., 2010). Friendship tend to be built between
the internationals rather than with home students (Montgomery, 2010, p.79).
Teacher-student relationship is confusing for the Chinese youth since the
perceptions of teacher’s role are different between the UK lecturers and
Chinese learners. (Edwards and Ran, 2009). In the aspect of academic
learning, several pieces of empirical research show that Chinese students
have learning shock due to different teaching and learning styles, less
proficiency of English language and misunderstanding of plagiarising at the
early stage of their study (Smith and Zhou, 2009; Gu, 2009). They were not
good at independent learning, epistemology knowledge and writing essays
(Smith and Zhou, 2009). They feel difficult to study effectively through group
working which is a traditional teaching style in the UKHE (Edwards and Ran,
2009; Littlewood, 2009). Other works provide insights of the UK teaching staff
on Chinese learners’ academic performance. The lecturers think these

learners are reluctant to initiate communication and express their opinions in
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a class (Gu and Maley, 2008) and they rarely ask for help or use support
system when they feel difficult although they are hardworking (Smith and Zhou,
2009). The Chinese youngsters are always trying to find a right answer to
every question rather than building their own knowledge. The students’
maturity effect much of their study as well. The younger youth behave inferior
in self-discipline and independent learning compared with postgraduates (Gu
and Maley, 2008).

Meanwhile, however, most students in the research present adaptation into
new environment by overcoming various difficulties. Researchers (Brown and
Holloway, 2008a) have explained adaptation journey of international students
into three stages. The first stage is featured with shock of arrival in which the
internationals are challenged by language, academic study and social network.
They have negative feelings such as anxious, lonely, self-doubt, stressful and
so on (Brown, 2009; Brown and Holloway, 2008a; Brown and Holloway,
2008b). In the second stage, the internationals are doing self-exploring and
self-evolving, which result in new self-understanding. The negotiation
between new self-understanding and new cultural environment gives rise to
adaptation. In the third stage, the sojourners return their motherland with
culture-adjusted self which implies a new journey of cultural adaptation. It is
stressed the students’ adaptation are various according to personal reasons,
which echoes the argument of Qing Gu that factors such as the backgrounds
and goals of the learners, their motivations for learning, the settings for the
interaction influence the Chinese learners’ adaptation (Gu and Schweisfurth,
2006). Furthermore, the studies have also explicated that the nature of the
social relationship as a sort of social capital plays important role in the
adaptation. Positive support from universities’ teaching staff and peer social
network improve the student adaptation in both academic and culture (Gu,
2009; Schweisfurth and Gu, 2009). Pitts (2009), from the self-adjustment
perspective, views that the students have an ability of expressing and
assessing their stress risen by unfamiliar environment, and they are able to

adjust their thinking ways by different types of daily talks (e.g. introductory talk
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from the university, advice, complaint and so on) and then they alter their
behaviours correspondingly in order to make themselves adjustment in a new

context.

Numbers of research show most Chinese individuals are able to get personal
growth (summarized as below) by overcoming challenges in their overseas

lives.

(1) Personal independence: most of the students could get along with their
loneliness and control over the stress in a foreign country, and they developed
self-responsibilities in both academic and life (Gu and Schweisfurth, 2006; Gu,
2009; Gu et al., 2010; Brown, 2009; Gu and Maley, 2008).

(2) Intercultural competence and refined self-identity: Most of the students
have got an ideological refining based on the cross-cultural ability which
means they can manage intercultural situations, communicate with ‘others’
and felt positive to new cultures. (Schweisfurth and Gu, 2009; Gu et al., 2010;
Gu, 2009; Brown, 2009; Gill, 2007). Furthermore, the Chinese Students got
competence and identification of being citizens in the global community and
held confidence in their future development after the abroad experience

(Montgomery, 2010, p.146).

(3) Academic learning: the Chinese youngsters, from perspectives of both
students themselves and their lecturers, have made progress in terms of
language ability, avoiding plagiarising, class involvement and independent
learning (Gu and Maley, 2008; Schweisfurth and Gu, 2009; Gu, 2009; Gu and
Schweisfurth, 2006 ; Gu et al., 2010). The Chinese learners are able to adapt
into new learning traditions and achieve requirements (Dai, 2018; Dai and

Garcia, 2019).

(4) Profession competence: The Chinese students get the competences which

are beneficial to profession careers: broadened worldview; intercultural
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awareness; communication skills especially in linguistic ability; efficacious and

confident professional ability (Gu and Schweisfurth, 2015).

Unlike big bodies of research conducted regarding with the topic of Chinese
students traditional study abroad, one of the styles of CBHE, research in the
other style of CBHE, the TNHE programmes, are little. Kun Dai (Dai, 2018;
Dai and Garcia, 2019; Dai et al., 2019) conducted empirical research focusing
on a group of Chinese undergraduates who learn TNHE courses in
universities in Australia. The courses are collaborated between China and
Australia. These learners from different majors have completed parts of their
TNHE courses in their Chinese universities. They then move to the
universities in Australia for completing the rest parts of the TNHE courses.
Focusing on their academic learning experiences, the research employed
Kim’s cultural adaptation mode and experiential learning theory to explore how
the Chinese students undergo academic learning in the foreign partner
universities of TNHE programmes. The significance of this research is
explicating the challenges risen from cross-system education (Chinese HE
and Australian HE) encountered by the students in TNHE. These challenges
echo with the findings of previous studies. However, not all the students in this
research felt struggling. Some of them enjoy the Australia education style and
feel being benefited. The author argues that the learners have become
intercultural learners in addition to subject learners in the process of adapting
into Australian HE tradition. They have to change learning approach and
appreciate independent learning, which is a sort of learning for them. As a
result, they get a sense of belonging to the Australian HE culture, which means
they have achieved adaptation while enhancing the ability of cross educational
cultures. This research has also revealed that some students failed to adapt
into the new education context, which provides different evidence with
acknowledging that not every individual in a foreign context is able to move
from culture shocks to getting adaptation. However, the research has not
answered what are the personal outcomes for those learners who underwent

the TNHE but were unable to adapt it.
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Manning (2021), by both quantitative and qualitative methods, conducted a
study focusing on a one-site TNHE master course (located in Hong Kong and
students study there) collaborated by two universities in the UK and Hong
Kong. This research is unigue in that it aims to explore the impacts of a China-
based TNHE course on Chinese students. Constructivism learning theory
which believes learning happens through people’s active involvement into
their learning process has been employed to explore academic learning
experience of a group of Chinese learners who study financial related courses
in this TNHE master programme. Transferable academic skills has been
conceptualized to facilitate the constructivism learning theory for the purpose
of understanding to what extent this programme has developed the students’
competence in terms of academic skills, employability and intercultural
awareness. It concludes that the students had positive experience of learning
this course, acquiring subject-focused knowledge, and academic skills (e.g.,
critical thinking, academic writing and research, creativity, and using numbers)
and cross-cultural communication experience. However these participants
feel lack of a belonging sense with the western provider of the course although
they have opportunities of contacting with its teaching staff. The students
expressed interest in gaining more intercultural engagement. These
conclusions provide insights into understanding the outcomes of academic
learning experience regarding with a specific major of TNHE course, which
adds knowledge into this field in addition to cultural perspective adapted by a
majority of research. However, due to the scope of the research, it has not
covered the students’ learning process in which the course elements and

activities have leaded to foregoing impacts.

2.3.2.2 The employed Theories

Empirical research mentioned above suggests student abroad experience
tends to be a subject topic regarding with students’ feelings and behaviours in
terms of academic study, social and cultural adaptation and identity change.
The cross-cultural adaptation framework by Young Yun Kim (Kim, 2001, 2012,

2017) has been widely employed by the foregoing research to understand the
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essence of the abroad experiences for internationals. The framework
highlights the stress-adaptation-growth dynamic mode shared by most
internationals’ sojourn experiences. It argues an individual tends to feel
stressful if he/she goes into a new culture which is different from his/her home
one because this individual is challenged by unfamiliar social norms,
information, codes and activities. Then the individual has to figure out the new
situation and strategies to overcome the challenges, through which the
individual is able to adapt into the new culture. The process of adaptation
would provide the individuals with opportunities to strengthen themselves and
cooperate with people from other cultures. The individuals who finally adapt
into new environment would get an overall personal growth in terms of getting
new knowledge and skills, changing attitudes, extending identity, and

undergoing transformations psychologically and physically.

The cross-cultural adaptation in Kim’s mode suggests an evolutionary process
in which individuals keep interacting with new environment. Every unfamiliar
cultural tradition implies a new process of adaptation and potential
competence development for individuals. Kim defined this process as “the
entirety of the phenomenon of individuals who, upon relocating to an
unfamiliar sociocultural environment, strive to establish and maintain a
relatively stable, reciprocal, and functional relationship with the environment”
(Kim, 2001, p. 31). Thus, it rises a focus of interest regarding with the
mechanism behind the adaptation process. In other words, if the adaption
process is seen as a negotiation between individual's internal structure and

external environment stress (Sahlins, 1964, p. 136), then how it is achieved?

Experiential learning theory has been applied in a piece of CBHE research
conducted by Gill (2007), which argues that the young people who study in a
new cultural context are able to combine the new cultural elements with their
old experience and knowledge, thus develop the knowledge and experience
for adapting into the new context. Therefore the student’s abroad experience

has been seen as a learning process during which the Chinese youth achieve
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cultural adaptation by learning activities. Meanwhile, the experiential learning
guides the Chinese youth to develop cultural competence which enables them
get along with issues in the new learning environment. This empirical research
suggests, based on the cross-cultural lens, facilitative theoretical tools are
needed to reach an in-depth understanding of Chinese internationals’
experiences, i.e.,1) why Chinese learners are challenged in a new
environment; 2) how their adaptation process is influenced by the external
factors; 3) what the mechanism behind the adaptation process by which the
learners are able to achieve personal growth; 4) in a specific context, for
example a TESOL CBHE programme, what learner’s specific competences
are improved? These considerations shed light on my research theoretical

frame which will be introduced in section2.7.

2.4 International (Chinese) TESOL students studying abroad:
the evidence

This section intends to introduce the Chinese/international students’
experiences in TESOL courses in some western countries since the year 2000.
The research in this area is limited and most of the previous ones investigated
partial experience of the international students rather than a holistic study.
Through employing questionnaire, interview, focus group, diaries and
observing methods, the TESOL students’ abroad experiences have been

investigated as below:

2.4.1 The expectations

The students required academic improvements in language proficiency,
teaching skills and methods (Johnson, 2001; Li and Tin, 2013; Copland, et al.,
2017), and they asked the course contents to meet the demands of their
working places and education tradition (Baecher, 2012). Students stress
academic strength of a course in terms of the academic resource and support,
the degree title, the teaching staff, the course content (Copland et al., 2017).

Specifically, th